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Foreword

As he himself has said, Dr. Robert Smith has been concerned with learn-
ing how to learn since entering the field of adult education. At Indiane
University, he directed institutes in particiﬁation training and couiducted:
diécussion training workshops for lay leaders in many Indiana communities.

During his tenure at Wayne State Univefsity, he coordina-.od Wayne
State University's and the University of Michigan's Behavioral Science
Institute, which included a broad‘varie:y of qfferings in human relations
tréining.

At present, Dr. Smith conducts "Learning How to Learn Labs" and Staff
Development Improvement Workshops at Northern Illinois University. We are
grateful to Dr. Smith for .the valuable contrib@tion he has made in b;ing—
ing this literature together and pﬁdertaking to clarify the learning how

to learn concept for the benefit of the field.

John A. Niemi _
: Associate Director
‘ ERIC Clearinghouse in
Career Education
Northern Illinois University
August 1976 T
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Since entering the rield of

\, Prevace

\
N
\

adult education almost a quarter century

ago, L have been interested in and involved with learniny how to learn--a

concep; of great'potential and sometimes perplexing dimensions.

This

tentdtlve effort to lay out some of the components and 1mpllcatlonb of the

conuept could perhaps be better entitled something like "Notes Toward A

Conceptualization of Learning how to Learn."

'

It certainly stands to avoid

the cﬁarge that adult educationists are given to premature.crystalli;gtion

of theory, since more questions are raised than answered.
however,
. !

applications concerning an idea whose tima has obviously come.
r

[,

Sara Steele, Bill Rivera, -and Joha Niemi for their assistance.

. 1]
Hopefully,

it will prove to be useful in theory building and practical

5
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My thanks to Barbara Brown, ¥~y Haverkamp, Robert Ryan, DanﬁJessen,

Aﬁ"d_ my

appreciation and admiration go out to those who have persisted .in efforts

to help adults become more effective learners.

fagust,
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Tomorrow's illiterate will not be the man

who can't read; he will be the man who has

not learned how te learn.
Quoted by Alvin Toffler in Future Shock

The only man who is educated is the man who
has lcarned how to learn; the man who has

learned how to adapt and change.
-Carl Rogers in Freedom to Learn .

' I. THE CONCEPT

When twenty well-known artists, scientists and statesmen wrote "summi ng -
up® essays on the topic "What I Have Learned," many of them, not professional

[}
educators, made comments about learning itself, and two specifically stressed

the importance of learning how to learn.l John Gardner has endorsed helping

the individual to learn to learn as !the ultimate goal of the educational

system."2 And Carlos Casteneda's best-selling Teachings of Don Juan can be

read as a powerful statement about learning and learning to learn in an unusual
fashion in alien culture [8].3 These examples, together with the above state-

ment bv Toffler, demonstrate that there lies about us a degfee?of interest in
Add to this a pa2rsistent

and "belief in" the concept of learning how to learn.
thread of writing and researcﬁ about .the concept by such noted educationists
- and psychologists as John Dewey, Jerome Bruner; and Carl Rogers, and it would
~—- ~be-surprising.to_find-the-matter negleeted~by~thoseﬂwho~concern"themSElveg”M-“

. s

with tite education of adults,

Lihat 1 Have Learned (Simon and Schuster, 1966)

25e1f-Renewal (Harper & Row, 1968).
Numbers in brackets are keyed to publications described in the

‘ 3
annotated bibliography.
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Almost twenty years ago, the Canadian adult educator’ J. R..Kidd wrote,
"It has often been said that the purpose of adult educaﬁionN... is to make
of the subject [learnec] a continuing, irner-directed, self-uperating learner.'4
Much oY the "group dynamics'" research and reﬁorting of the fifties.and sixties
(in wh£;h many adult educators played important roles) had a learning to
learn component and orientation {6]. Five members of the graduate faculty
in adult education at lundiana University spent more than a decade developing
a4 widely used approach to learning in groups thaﬁ they describe as '"learning
‘how to learn" [3;4]. Cyril Houle devoted a book to coaching adults in the

successful continuing of their education [22]. Malcolm Knowles treats the

subject in several books [25;26], one of which, Self-Directed Leérniug, can

be described as a resource for helping adults to alter their style of learning

and thus learn about learning.

' . ' N, L .
To cite a few more examples, it was predicted in 1969 *“that the curriculum

3 Allen Tough

of the 1970's would focus.on helping adults ''learn to learn."
has the entire field buzzing ;bout a wofk tﬁat turns upon this concept [43].

Jack London has checked in with, '"Maybe the most important goal of any educa-
tional éndeavor is to help people learn how to learn, whether at age seven or

seventy.”6 The prestigious, internationally oriented Learning to Be stresses

the importance of the concepc.7 Glenn Jensen agrees: '”Teaching adults how

to learn is probably a skill that should be an objective of every teacher of

4yow Adults Learn (Association Press, 1959).

5See "Planning a Balanced Curriculum," by R. T. McCall and R. F. Schenz,
in N.C. Shaw, ed., Administration of Continuing Education (National Association
for Public Continuing Adult Education).

6In a book review in Adult Education, Vol. 24, Nu. i1 (Fall 1973).

7tdited by Edgar Faure, and others (UNESCO, 1972).
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i%ﬂ/b@ ‘ [24] And a recently issued video tape series for the training of

ﬁ?D(/#KS [46] calls learnlng to learn one of the four main elements in the
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learning prdcess (along with the: 61d favorites--goals, reinforcement, and

knowledge of results).

A concépt adjudged so important by the leaders in the-field obviously

has implicétions at several levels of adult education -- for the organization

or institqfion that provides adult learning activities; for the instructional
setting, ér teaching~learning situation; and for the "world" of the individual
adult legrner. From the perspective of roles itlbecomes & concept to be
taken séfiously by administrator;; curriculum designers or program planners;
couusgLors; consultants and resource persocns; instrucgors and facilitators;
aides and'yolunteers; and pafticipants or learners. For higher education there
refimplications for research in adult education and the preparation of pro-
fgésional.adult educationists,
.The mounting concern with learning how to learn can be attrinuted to
the fdliowing:
a long oveirdue acceptance of education as a lifelong process that
numan beings normally experience
a shift from preoccupation With teaching toward learning and the

study of people learnlng (methetics)

a prollfer tion of approaches and technlques for prov1d1ng adult
education -~ each with its special requirements

a persistent interest on the part of some in the notion of learning

~

style -- inquiry into peoplejs preferences and differences wher learning
seminal research concerning the adult's self-directed and :~11-planned
learning ~- especially that of Tough and his associates [43]

10
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the "process-orientation" developed Ly many adult educators as a

result of participation in the human relations or laboratory training movement.

Concerping Terminolégy
Like most concepts, 'learning how to leérn” is not readily defined with
precision (and perhaps cannot be at this state of development). Its main
tributaries are easier to identify rhan‘its boundaries. For some persons,
the concept is centered in the ”basig tools" so vital to most o’ formal and
much of informal éducationf—— listening, writing, studying, taking exams,
using information sourcés and, of course, the all-impnrtant reading. For

others it pertains to the understandings ani skills that enhance learning in

groups ~- collaborative diagnosis and planning, and the giving and ‘receiving

of feedback, for example.‘ Helping people become more self-directed in their

learning or gaiq insighE into their peréonal methodoleogical preferences,
strengthsvand weaknesses, and blocks to learning effectiveness (concerns of
style) can be the f{ocus of still others. CoodwinIWatson terms learﬁing how
to learn eyuivalent to learners' develbpment of initiative, creativity, self-
cunfidence, originality, éelf—reliance,,enterprise, and independence LS];~

In addition to sounding like the names of aircraft carriers, these qualities
obviously take one far b&éyond the ékills level, as does the ihclusion of such

a matter as imp%oving the learner's self-image —- often cited as a goal (and

means) of adult basic education.9

8Quoted by Mal:olm Knowles in The Adult Learner: A Neglected Species
(Gulf, 1973 ), p. 3. ' o '

. 9Several books with the title Learning How to Learn encountered by the
present writer had -little or no direct relationship to the concept as developeéd
in this essay and were centered in the education of children. One, by Nancy
Rambusch, was published by Helicon Press in 1962; another, by Robert Fisher,

'
!

4
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As concerns the exact wording of the concept, some writers prefer the
shorter, learning to learn. This facilitates-expression but deprives the

term of impact and the utilitarian flavor useful in convincing adults of the

. importance of the concept. The chief disadvontage of using the word "how"

is that, in the final analysis, the matters under consideration include also

learning what, why, when, and .where to learn.

There is, to be sure, a restricted sense in which one has little céntrol
of learning per se -- when the latter is defined in physiological—psyého—
logical terms that refer to almost visceral or reflexive -processes (although
recent fesearch [14] demonstrates the feasibility of training adults to
improve recall, retention, and comprehension). But adult educators are more
apt to consider learning a proceés controlled by the learner [25, p. 50] and
learning how to learn a matter of thé adult's having (or acquiring) the know-
ledge and skill essential to function effectively in the va;ious learning
situations in which he finds himself. Perhaps this can serve as .a working
definition.

Wihen communicating about the process of helping the adult Eg_acguire

) 1

knowledge and skill concerning learning, the term "tréiqing" is helpful,

despite the negative connotations it has for many educators. "Training" gets

~around the need to use urmanageable phrases like arranging for learwing about

) . ; _
.learning how to learn. ' Thus we can provide "training" that helps ‘the adult

learn how to learn -- activities designed to accomplish that'objéctive.

- 9(cont1nued) was published by Harcourt Brace Javanovich in 1972.
One jnceresting work dating back to 1935, by W. B. Pitkin, et al (McGraw

-:Hill) focused on "training young people in the art of learning." It

tréated concentration, memory development, reading, and systematized
living. : ,

12



The Learuner's Needs

The concept learning how to learn can be given additional objectification
and meuning by reviewing briefly some of the major categories of need moust
frequenrtly identif ied -- that is,what the learner needs to know.

1f we look at adult education in the broadest, most simplistic terms,
Lo . : (2 . .
it.is a process that involves the sub-process of planning, conducting, and
evaluating learning activities. Most adult educationists accept the desir-

ability of "involving"

the adult learner as much as possible in all three
sub—processes.lt-then follows that, in addition to basic 'tool skills,"
the learner needs this kind of knowledge and skill to function optimally
in the three;phases of the process:

1. How to (or help to) identify educational needs and interests

2. HOow to set realistic, attainable goals and objectives and
provide for evaluation

’lanning » 3. low to locate and appraise learning resources
4, How to select appropriate procedures.or strategies
5. How to parcicipate or inquire actively

6. How to cope with anxiety or fear

conducting 7. How tu negotiate the resources and procedures utilized -- e.¢. hov
tduring the to discuss, "encounter," play a role, learn by phone, watch « film,
Learning tour 4 museum, converse with a tutor, profit from a lecture, opetate

wtivity) a tape player

8. How to give and receive feedback (often useful during the activity

Ltoo)
ivaluating 9. lHow to ascertain the extent to which objectives are met (and how
efficiently) ’
10. How to carry out follow-up activities

[3:6322;25;26;36341;43;44]
* As we said, the list and the one that tfollows presuppose am orientation
to adult education and adult learning that places maximum responsibility on
13
) N
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the learner and views the instructor (if any) as a collaborator, facilitator,

and co-learner. For-a Skinnerian, or other behaviorist, many of these 'meeds"

would probably seem gratuitous, if not irrelevaut, since for him one might

say that the show in the main ring only concerns itself with the process by

Which "the one who knows'" arranges "contingencies of reinforcement" for those

who don't know.

In addition to skills, the successful learner-will -require certain-
insights, understandings, and attitudes toward. education and learning.
Following are some of those most frequently cited:

The necessity and benefits of continuing to learn

That age, per se, is no barrier to learnlng and belief in one's
ability to learn something is 1mportant

The importance of accepting personal responsibility for learning
The conditions under which adults learn best
The importance of putting to use what is learned

The reed for real effort and perseverance to master some subject
matter -- a language,for instance

The naturalness of anxiety occasional discouragement and of
peaks, valleys, and plateaus

The rights that he or she has as a learner -- to obtain feedback, |
to know what the instructor's goals are, to receive what the course
description promises, to be warned of special factors that obtain
(e.g. danger and expense)

That he or she may prefer, and excel at, learning in some ways
to others, and that one needs to understand oneself as a learner
That resistance to change is normal -- by "becoming open" one
increases the potential for growth

That- resources for learning lie all about —- including the
knowl :dge possessed by one's co-learners

. ' ‘ N . . .
That accumulated adult experience is an exceptionally important
asset for learning

14



. That a.balanced approach is advantageous in the development ot a
Learning program -- not insisting on teaching yourself evervthing
vou need to know, for example

That learning how to learn is worth one's time and energy

4[3;22;25;26;41;43]

Some Special Contexts
In addition to these general, almost universal, understandings and

7 skills, the learner Céh'be”ekpeCCéa"to”héVe'Eéfféiﬁ neédsAthat'arise out of
special considerations and contexts. These may derive from particular pro-~
cedures to be used, subjects to be learaed [9], or from ”conditions” in
which leafners find themselves. A few examples may be helpful in én effort
to round out perspective on the concept of learning how to learn. Others
will receive greater elaboration in subsequent chapters.:

A person about to undertake learning through travel-study may require:
special help. He or she may need to be oriented to the folly of trying to
see ar do too much during a tour. Tips for making travel as easy and com-

fortable as possible can be useful. The importance of and suggesticns for

+ pre~travel and post-travel study will need emphasis if more than entertain-

—

meht is to transpire.
The adult returning to formaLvinstruEtion afgef a léng'absence often.

needs special help. It may be neceésary to learn to cépe with ridicule or

other negative pressures from friends and famiiy and to undgrstand that sﬁch

10 . . .
pressures dre not unusual, One can benefit from understanding that it

u

usually takes. some time to "get back into learning" and that positive but

realistic expectations can be helpful. If the learner is past middle age,

loln The Inquiring Mind (University of Wisconsin Press, 1963), Cyril Houle

speaks of "the enemy" of "outright opposition...from family, associates and
friends who surrouand the person who feels an inclination toward learning."

15
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it can be encour;ging to know that experience has shown most younger
students to be quite amenable to learning with older ones.11

One who undertakes learning designed to producerth has been called
"major‘personal change'" often needs to know about certain imﬁlications and
peculiarities of such activity. If one is éntering an encounter group he
should be aware that reiatively intense feelings may be expressed. A yoga
class can produce Aisturbing physiological'chaﬁges (and muscle strains). =
Learning about psychic phenomema can be unsgttling. Learning through
hallucinogens may be extremely demanding and dangerous [8]. And becoming a
true believér in something may result in post-learninz behavior that-will
isolate or alienate one from frieﬁds and family.

One can also profit from learning how to learn when the approach utilized
is "distance teaching' -- where teaching and learning occur in separate places.
A major publication on ﬁhé.subject (correspondence study isvone kind of distance
teaching) foresees a trend toward teaching corresfondenée students how to learn
[32]. Wentworth produced a guide to learning through cdrrespondencé study [453],
and ﬁancock has identified some of the problems of learning through television -
[19]. Niemi warns against assuming.that adult learners already posSess-theb
"wisual literacy" skills necessary to take %ull advantage of educational giims

and television [33]. Wilson found that the use of how-to-study materials

can help correspondence students succeed [47]. And it has been found that -

llPerhaps the best known of the many programs to facilitate re-entry
into formal education is "Investigation into Identity,” a sixty-hour
experience conducted by the Women's Continuum Center at Oakland University
in Rochester, Michigan. Mature women returning to schooling tend to have
problems with concentrating, reading rapidly and note taking, according to
Barbara Doty. See '"Some Academic Characteristics of Mature Coeds,"
Journal of Educational Research, Vol. 61, No. 4 (December 1967), pp. 163-65.

16

9




O

ERIC

Aruitoxt provided by Eic:

the acquisition of certain skills caw increase learner effectiveness under

instruction by telephone, a technique increasingly combined with correspondence
L')

lessons, °=

As a {inal example consider lcarning through the "listening group" —-

which meets regularly to discuss radio or teleavision programs. Groups are

usually guided by layleaders, and broadcasts are often supplemented with

-printed materials. Frequently tnere is provision {or two-way-communication

between listeners and broadcésters. Projects cf this kind have been orgaci.ad
in uore than‘thirty countries since 1927, with the Canadian Farm Rauio.Forwn
and the St..Louis Metfoplex Assembly (television) being among the best known.
Persons learning through this method need to be able to understand what is
transmitted to theﬁ. They.need to be able to discuss the meaning and implica-

tions of the transmission .and successfully relate printed material to their

viewing and listening, and their group conversations. They are often urged to

take action as a result of . their learning‘and ﬁhus must be able to determine

appropriate forms of action and locate resources for help.lj

Summary
Learning how to learn is a concept that comes well recommended and

deserves our attention. It has meant different things to different writers.

Learning how to learn appears to be a preferable term to learning to learn,

12gte "Adult Education by Means of Telephone," by Bernadine Peterson.
Paper presented at the Adult Education Research Conference, Minneapolis,
Minnesota, February, 1970. ED 036 758

13s5ee John Ohliger's Listening Groups (Center for the Study of Liberal
Education for Adults, 1967). An example of a manual for participants in a
(television) program of this kind is ''Quality of Life: The Puget Sound
Coalition-Action Manual" (Seattle University, 1970).

: q7
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ur‘othe; po;sibilities, although it is something of a misnomer itsél[. There
are general categories of understanding, knowledge, aﬁtitude, and skill com~
monly cited as those adults need in order to learn with effectiveness as well
as needs that derive from special conté%ts such as procedural and subject

matter requirements as well as the life situations that adults encounter,

18
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Future historians may ultimately refer to
the second quarter of the twentieth century
as the era not of depression and war, but
of the group. '

J. R. Kidd in How Adults Learn

II. GROUP LEARNING

Since a great share of adult learning takes place in a group sefting,
we would expect that some of the adult eaucators interested in learning how
to learn have concerned themselves with implications and applications'of
the concept in that context, as indeed is true. Many programs -- Great
Books for example -- have been developed which call for the training of

leaders or even all the members of the group. The group dynamics or labora-

tory learning mcvement has had a learning how to learn component and orienta-

tion [6]. The "Indiana Pia;:LHAeveloped-by Paul Bergevin and his associates,

. ~ Ta .
focuses on learning how to learn in groups [3;4]. And much of the l;terature‘
of "the field,including that dealing with community development, hds had a
group learning orientation with a learning—to?learn dimension“[ZS].
‘ Thgré is one sense in which most writs~e¢ ori.. thé learning of both
ﬁdults and children (until the recent spate of . vr2rest in self-directed
learning) has had a group focus, and this derives from the fact that a class
or audience constitutes a group. Thus for many professionals and la§men, a
learning situation has characteristically implied a classroom setting-—uﬁless
a discussion group, correspondence course, or other method of learning
happened to be under consideraLion. But the great wave of experimentatibnv'
Jnd experience with séall groups during ;he past four decades has brought to
the fore the face-to-face group as a locus for learning and change apd spawned

technological innovations like the "T-group" and "Participation Training''--

19
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ways of creating intensive group learning experiences. In this chapter we
/
will treat Jdearning how to learn in both the.context of classroom and face-

to-face group.

Advantages of Group Learning
Allen Tough [43] found through reseérch that "self-directed" learners
often turn over responsibility for planning to a group or its leader, and he
calls the following the "attractive chéracteristics” of learning in a groué;

1. Learning in a group, with the plannlng done by tihe leader or
‘other group members, may be a highly efficient route for a
given learning prOJect.

2. The learner can have access to an expert 1nbtructor at much
less cost than private sessions would entail.

3. A learner -may choose a group because of the positive emotional
benefits. Learning in the company of several others can generate
and maintain a high level of enthusiasm and motivation.

4. Between group sessions, because he faces another meeting of the
group soon, the learner may be motivated..to complete the practice
exercises, reading or other learning eplsodes that have been
suggested. , »

5. The learner may feel better about his learning when he realizes
: that other learners, too, have problems, difficulties, and
frustrations.

6. The members of a group can help one another in various ways.

7. A group provides the maximum range of values beliefs, attitudes,

and views Lo stimulate the. learner to examlne and perhaps change
hLS own.

8. {The learner may Just assume that learning in a group is the best
way, or the only way, to learn.

\
\
\

s

. 9. 1If the learner is facing a certain problgm or responsibility, he
' may want to learn in the _company of others who face a similar

51tuat10n. %

10. "If the learner has firm convictions about the topic, if he feels
anxious about it, or if it deals with values'or issues, he may
want an opportunity to state his own views and to 1nteract with
others.

13
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15.

Some peaple prefer the anonymity of a large group to an intimate, ’
one-to-one relationship with an instructor. ’

The instructor or other group members may provide apprupriaote
resources and facilities for the learner, or arrange for-them

to be available.

Attending any group, not just one designed for learning, can
be a pleasant and stimulating experience.

The learner may gain some prestige or status by joining a
certain group or attending a certain institution.

Some entrepreneurs who have developed a unique set of learning

‘activities may guard them closely; consequently, the learner A

nust attend one of their courses or workshops if he wants those
learning activities.

le then lists these "negative characteristics' of groups:

L.

i~

(@]

The learner may not be able to find & group nearby with a
convenient mcetlnb tlme and an appropriate starting date.

‘The learner may not want to feel tied down Lo a set time’
cach week.

He may simply want to gain enough knowledge to satisfy his
curiosity, or enough skill to handle a specific responsibility,
instead of learning a wider body of subject mattér.

The learner may be unwilling or unable to léave his home for
learning, or may hesitate to spend much time and effort travelling
to a group.

The adult's efficiency in learning through a group will rarely
be as great as it would if the same 1nstructor were used in a
one-to-one’ situation.

Using a group may require a large LommleLnL of money (registration
fee) or time before the learner is certain LhaL he wants to speud
that much on the particular project or program.

Unless he happens to find a group that [its his owr goals and

level, the learner may find that the content and procedures
arc not precisely what he wants or needs.

A group is usually a relatively inefficient way of learning a
long sequence of detailed, well-established facts or skills.

In a group, only a small fraction of the total time can be spent

listening to any one learner, or dealing with his unique conuerns,
difficulties, and feelings.
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10. The learner may not want to let others see his ignorance, errors,
or poor performance. " '

11. The learner may fear that he will encounter an instructor or
group leader who is incompetent or insensitive. [pp. 136-39]

Knowledge, or at least awareness, of these kinds of characteristics are

of potential benefit to the adult learner. and anyone helping him to learn.

How To Use A Teacher
In 1958 Milton R. Stern, then an administrator in the liberal adult
education progrém of New York University) wrote a set of guidelines for
getting the most from the non-credit course. He stressed the.importancé of
(1) active listening, (2) remaining open and receptive, (3) reéognizing a
difference begtween one's desi:able role in an introductory as opposed to
an advanced course, (4) expecting a certain amount of drudgery when learning_

certain skills, especially languages, (5) not being afraid to ask questions,

" (6) regular attendance, and (7) confronting the instructor when such action

seems warranted:

An adult student should not shy away from talks with teachers.
Usually they [teachers] have reasons for what they do. True enough,
their methods of instruction are and, indeed, should be, part and
‘parcel of their whole outlook and personality. But- anyone who has
in his mind consented to teach has embarked upon an enterprise
which can only be deemed successful if you as a student are satis-
fied. You will find most teachers of adults flexible and receptive
Lo criticism, aware beforehand of the problems you wish to raise.

Certainly a teacher should be 'interesting.' If a teacher
‘doesn't have a bit of the actor in him, - he -- or you -- won't.
stay the course. But the analogy should not be made too close.
You are a student, not a member of an audience. The interrela-
tionship between you and your teacher is basically not one in
which you are entitled to be entertained. The excitement of
learning is not in laughter or in the tragic catharsis described
by Aristotle; education has its own quality and purpose, the
increase of capability to deal with life. A teacher is a special
person, not to be confused with baby sitter, repairman, psycho-
analyst, or friend. If used properly, he will last a long time. [41]
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In Continuing Your Education [22], Cyril Houle devotes a chapter to

"Shared Learning.' Here are some of his suggestions for profiting from

group instruction:

1. Prepare yourself psychologically for each session.

o

Go to every session.

3. Go to the classroom in sufficient time to '"get settled."

=~

distraction.

6. Do more than

7. Concentrate on what is happening in class.

5. Hand in all assigned work on time.

Choose a place to sit where you can see and hear and avoid

the work assigned.

8.' Review what héppened soon after class.

Houle follows these suggestions with others for understauding the essence

of a lecture (e.g.; adaptive listening, balanced notetakiuy, identilication or

\

m.jor points, critical thinking). He concludes with guidelines for sharing

in discussion, for 3oining organized groups and for forming one's own group

(Chapt. 8}.: Virginia

so eloquently, in her

Warren [44] covers some of the same ground, though not

book published three years later. Another book in the

same velin, aimed at college students, is the fully programmed Quest by Cohen

and others [11]. The
among those noted for
30, p. 235].

A writer who has

material about groups

to effective learning:

Unjiversity of Michigan and Ohio State University are

"how to study" programs for undergraduates [22, p. 30;

-

read and syathesized much of the great volume of |

savs that at least three characteristics are prerequisites

A realization by the members...that genuine growth stems from
the creative power within the individual, and that learning,

finally, is an

individual matter
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. The aceeptance as a group standard that cach member has a right
to be different and to disagrec

. Establishment of a group atmospherc that is free from narrow
judgment on the part of the teacher or group members .1

These conditions would seem to be sufficiently broad to accomodate
learning (and learning how to learn) in the classroom format and the face-

to-face group.
""" All of this advice and spelling out of optimum conditiors would presum-
ably have positive effects in the teaching-learning situation and be of real
value to adult learners. As presented, the advice might be said to rest on
an assumption that people who need it will obtain and understand the printed‘
resource and apply the insights -- i.e., that reading a book changes behaéior.
Obviously such a process can and often does take place. But it would appear
that this kind of knowledge stands the best chance of béing translated into
actlén —-.of h;lp;ng adﬁltsmiéé;;“HéL“;;“ié;£; ;;.Qﬁgg éertain conditions

-~ ' ‘

exist:

when adult education institutions endorse and provide such materials
. when adult education instructors, leaders, and other key personnel
" integrate learning about learning into regular courses and other

formats

. when 'specific lcarning how to learn orientation and tralnlng
activities are made available..

The Laboratory ﬁethod
Between 1947 and 1966 a loosely af?iliatéd group of social and behqyioral
;cientisté and educators devised and perfgcted an approach tb.iearﬁing in and
about gfoups —- the training laboratory -- '",..a temporary reéidential commu-

nity shaped to the lecarning reqdirémengs of all its members [and one designed

-

‘

1,. R. Kidd in How Adults Learn (Association Press, 1973), p. 282.
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%or]...the stimulation and support of experimental learning and change [one
where]...new patr=rns of behavior are invented and‘tcségd in a climate
supporting change and protected from [its]...full practical consequences."

e The laboratory method designers dpliberately focused their efforts on adults, °
tor "The people...in control of our educational institutions are adults [and
ﬁhe; need‘to] expefience and validate new ways of learning for themselves"

g that they might suypport similar opportunities for children [6; pp. 3-4].-
The reéulting movement (whether called laboratory learning, '"group dynamics;"
or "human relations training') had-considegable impact on adult educators.
Some leaders in laboratory learning became quite influential in adult educa-
tion circles (for exampie, Lee Bradford and Ken Benne). Some of the vast
quantity of theory and procedure coming out of laboratory lear:ing. was adapted
to the adult education context by men like Bergevin, McKinley, and Kaowles.

And many adult educators participated in "training laboratc:les,''as they came

to be known.

The original standard laboratory is a two week residential experience
A : S
in which roughly thirty persons convene under the direction of several leaders

;

or "trainers." Focus is on (l)'Learning about self and relationships with
others, (2) learning from personal experience of learners themselves as they
associate with one another; and (3) learning as collabo%ative investigation
by the purticipanté, who are expect=zd to accept increasing responsibility for
directing their own l&arning as the lab unfolds [16]. The phrticipants
receive theory about group'phcnomena? chenge, and human ;glations by mesns
of reading and oral presentations.made in general sessions. They take part
in practice groups to develop skills in such techniques.as role p}ayingfand
such processes as listening. And each participant meets regularly throughout
the lab with from ten to fifteen others in the now famous "T" (for training)

25
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group that constitutes a kind of lab within the lab. This group, with fixed;
membership throughout the experience, can become a true laboratory for
certoin'kinds.of learning. Structure ig minimal. Group mombers merely
receive instructions to interact with one another and try to learn about
their own behavior and about group behavior from observation and analysis of

what happens in their group. The trainer "refuses to act as a discussion

leader, but proposes to help group members to find ways of utilizing their
7 : : .

[} .
experiences for learrning' [6, p. 41].

Hundreds, it not thousands, of labs conducted roughly along these lines
‘have been held throughout the USA and in numerous foreign countries - a great
share of them under the auspices of the Natioﬁal Training Laboratories. They"
have been cohducted with client groups which are heterogeneous as well as |
homogeneous (e.g., educators, clergymen, social workers, managers, therapists).
However, since the middle and late sixties there hos been a tendency for lab-
_oratory training to move in the direction of what has been’termed therapy for
.normals, sensitivity training, or eﬁcounter -- in which the T-Group itself
has-evolved.into the chief methodological vehicle (with the help of a variety
of non-verbal and physical exercises).

Leaders in the'laboratory learqing movement identify these kinds of
desired cutcomes, which are expected to come in great part as a result‘of the
small group éctivity: (1) increased sensitivity to emotional reactions and
exprossions in self and others;-(Z) increased ability to perceive and 1earn
through attention te feelings, (3) clarirication of values and the making of
action more congruent with professed values, (4) increased skills in team
building and other group member skills for back-home problem ;olving’and action.
They have these kinds of things to say about the learnjing process>in the con-

text in which they characteristically operate:

.19
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The major method of learning employed is one in which partici-
pants are helped to diagnose and experiment with their own behavior
and relationships in a specially designed environment. Participants
are both experimenters and subjects in joint learning activities.

- Staff members or trainers serve as guides in the institutionaliza-
tion of experimental and collaborative approaches to learning in the
laboratory community [and]...guide participants in the transfer of
these approaches outside the laboratory.

The essence of this learning experience is a transactional
process in which the members negotiate as each attempts tp_influenee
or control the stream of events and to satisfy his personal needs.
Individuals learn to the extent that they expose their needs, values
and behavior patters...Learning as a transactional process implies
active negotiation among peers rather than dependence on superiors.
It implies mutual help in coping with problems that connot be
solved by "teacher." [6, p. 192] ’

This last underscores the essential difference between learning (and

presumably learning how to learn) in a group as opposed to learning through

the medium of the group —- '"The T-Group,.thep,is a crucible in whiqh
personal interactions are so fused that learning results." [6, p. 194]
A How- then is the learning how to learn dimension to be isolated in the

small groué‘learning situation? Hdw_can it bevidentified, clarified and

then passed-bn to an adult to enhance his learning skill? To a tertain
extent there seems to be the assumption and perhaps hard eyidéﬁce that (ét
‘least in a properly conducted T—Grogp) a major ouﬁcome of small gr;up learning
is increased learning.skill. In addition to the problem solving skills citédt
above and the ability to use réw experience for ;earning, proponents of the
approach.cite increases in participant abilities to copé with fear and
anxiety, to demonstrate iﬁdependence in learning, to give and receiye»re—in—
forcement through féEdbaCk‘and to understand that learning doesn't require
the formal:situations people normally envision. It is also felt’that the -
small group experience frequently results in the identification of needs and

capacities for further growth —- '"new images of potentiality"” in oneself {6].
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i
Leland Bradford, one of the chief architects of laboratory training,

sees learning how to learn as the first of the ‘three major goals and purposes
of the T-Group experience (along with learning how to give help and developing
effective membership), with each participant expected to become "an analyst |
of hig own p;oceés of learning." Learning how to lgarn involves (much of it
through re-education):

. developing abilities to seek out and use the resources of others
(or others as resources) )

. becoming an effective helper and resource for others

. becoming active, reflective, and collaborative in the learning
situation

. becoming more open to. change

, . developlng group membership skills (e.g., skills of cooperatlve
action, goal setting, llstenlng, "diagnostic sensitivity™)2

. learning to acqept‘responsibility for "group movement" (progress.
toward goals) :

. co;ing to understand the .behavior and deyelopment of grouﬁs.

Bradford .sees a process taking place in the T-Group by which a“coilection
of individuéls."develop é group" in which_they.can "pafticipate effectively
in the process of learning" -- a proéess involving exposure 6f prsblem area,
cOilection oftdata, analysis, experimeﬁtation, generalization, and applica—
tion to other situations. He thus describes a process -that might be termed
how to legrn with a reéearch or scientific orientation and approach to leérning.

Braaford's Theory and Model

Bradford sketches the fnter—relationships of the T-Group's three major

'oals, saying first, "learning better how to learn from continting experiences
g ay . 1%

, 2Bradford termed the latter the most important of all member skllls 1n

~Group Development {National Training Laboratories, 1961), p. 2.
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and learning how to give help to others in their learning and growth experi-
eﬁces'are interactive and reciprocal." Then, as the participant‘develops

the skills of effective group membership and "cfeates conditions for iéarning
about himself and about others,about the process of continued learning," a
third dimension is added to the model. Finally, with the individual's devel-
opment of senSitiVity to group processes and individual behavior, which adds

more "skill for continued learning,"

the result is an interactive, reciprocal
model of purposes 'whose integration comprise some of the major purposes of

the T-Group." [6, p. 215]

Growth in Effective Membership

ol D

Learning How to Learn - - Learniing How to Give Help

Becoming Sensitive to Group Processes

| In the seminal chapter in which he devélops this learning how-to iearn
theory in the T-Group and laboratory context [6, Chapt. 7], Bradford describes
and examines eight central learning factors or dimensions of the experience:.
(1) the ambiguous situation (of an agenda-less, relgtively unstfucturéd grqup),
" (2) the identlty stress (that individuals experience), (3) self-investment or
participation, (4)_coliaboration and learning from peérs, (5) motivation for
learning, (6) expe;iencea behavior and feédback, (7) group growth and develop-
ment, a;d (8) traine:—iﬁtervention. As Bradford analyzes these salient dimen-

sions of the T-Group experience, he describes the many-faceted sub-processes

of an extremely compiex processv—— what group members experience as they

29
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mradually coalesce into a productive "group” with a climate.that enpenders
individual growth and team problem solving:
To some degree an identity stress is created for cach individual .

The group has not yet established ways to...utilize contributions®
[or]...confer membership

...how to handle individual énxiety

...clashes over leAAership

...discussions usually wander in apparent aimlessness
Gradually [they échieve] openness in shared feelings

Learning and improvemént follow in large part from the individual's

struggle to find membership which both satisfies him and contributes
to the group...

A healthy balance-between investment of self and withholding of self

.

As learning increases membership becomes easier to accept

”...gradually members recognize...that...individuals will learn only
from-their own efforts

-+ .peers do not raise authority problems that inhibit learning

As the group grows in its capacity to support experimentation, risk
taking becomes easier [as does] readiness to experiment with new
ways of behaving . '

’

.%.Ehey find they can listen to other people

...the process by which [the] individuals develop a group in which -
they can participate effectively is the process of learning

, [A crisis in the group's life] ...the regression that follows; and
the slow, painful process of reforming and repair mayf..be seen as
the major event in their learning : ‘

»[The trainer's] interventions, or lack of interventions, have much
to do with the process of the group...and the learning that results
...[but] it is not the trainer .who controls process...it is the
method of inquiry itself
The trainer should help to develop a learning group that will be
unlike customary groups '

...keep present the task of de?eloping a group as a way,to learn

- ...take certain definite steps to help\group members to develop learning
processes [e.g., lrgitimi;ing the expression and analysis of feelinq
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...to develop a climate in which learning can take place.
...2ncourage the group to focus on here-and-now experience

T £ belp the group to internalize, to generalize, and to apply
learning to other situations

The latter quotations, focused on the trainer role, make clear what

Bradford anticipates the participants will be learning in the way of how to

_ learn. The trainer role is seen as central along with the method itself in
T .

enagiing\this;lgarning to take place. The trainer is enjoined .to possess a
"personal theory of;lééfning;anq,change" and a clezarly, realized set of values
concerning his relations to otHersgrur.’ l%‘n

However, we do not encounter in Bradfofﬁ's discussfon_as clear a picture
as we might wish of how the trainer and group members id;nﬁify whaﬁ théy‘have
learned about learning itself, how what they have .learned is to be transferred
to othér situations, and how Fraiﬁers foster learning about”learning.. We
don't know if trainers intervenme or conduct post-session critiques about
"learning about learning" or whether partiéipants are encouraged to kéép logs
about insights ingo the learning process. Examination of materials used as
trainers' manuals or che equivalent, and of training-of-trainers literaLﬁre,
interviews, and observation might be carrieq oﬁt to try to determiné the extent
'to‘which such learning -has been fostered and has apparently transpired.3
.This would takelus beyond our present scope'and purposes. What does seem
‘clear and safe to say is that the lab and I—Gro&é "eraduate' has usually learned,

at the minimum: (1) how to participate in an intensive small group learning

experience, -and incidentally whether or not it's a way he or she prefers to

3There is evidence that transfer of learnings are facilitated to the
extent that the individual perceives clear learnings in himself, regard
them as relevant, and develops specific "action images' and plans. See
Matthew B. Miles, "Personal Change Through Human Relations Training"
(Horace Mann Institute, Columbia University, 1957).
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learn,  (2) to learn through the-éhalysis,of experience -~ as (or soon aftef)
it happens, (3) that relatively unstructured learning situations can lead to

change .and growth -- especially in the affective domaiﬁ, and (4)'that per-

. ‘ .
sonal involvement in a small learning group can release considerable energy

i/
. . 4
“and bring about motivation.

In retrospect, it now seems clear that Bradford's theoriés about learniﬁg
how to learn in the small group were not destined to receive in the énsuing
decade the attention éna elabrration they deserved from other human relations
trainers, researchvfs and theorists. This was probagly thé result of the
movement? veering away frbm the clearly defined and researchable earlier
structures toward the improvisation and freewheeling of tﬂe "Esalen era," along
with the.enfolding of léboratofy learning into larger contexts ;ike'org;niza-;

. ; tional development theory and‘practige; whichasees education as only one of
many interventions to Bé employed by the dhange agent.

5

The Indiana Plan and Participatiop Training
Through developmental and acﬁidn research oQér'more ;han'é deéade Paul
‘Bergévin, John McKinley, and several aséociates deVeloped{an apprdach to - L
leérning in é;eups thét has come to be known alternately as the Indiana Pian
and participation trainiﬁg. The Plan is at once a philosophy, psychology,'

.and methodology for adult education as well as a trainingAsystem for teaching

]

4a vast quantity of research about labotatory learning has been summarized
as attesting to the fact that-‘the experiehce produces positive changes in (1)
learner ability to solive problems, (2) ability to "relate" to. others and (3)
‘ability to "function" in groups. See Carl Rogers on Encounter Groups (Harrow
Books, 1970), pp. 129 and 156. For a discussion of (and bibliography'concerning)
some of ‘the issues and problems and perceptions of laboratory learning in its
later stages of development, see Arthur Blumberg's Sensitivity Training:
Processes, Problems, and Applications (Syracuse ‘University Publications
in Continuing Education, 1971). 32
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people to utilize the approach in various settings. The'philosophy appears

to éwc much to EQuard Lindcméﬁ and John>Dewey; the psychology much Loi
Nathaniel Cantor., ihc methodology evolved from a combination of Bergevin'is.
early experiments in the training of discuégion groués, adaptations from

human reletions or laboratory learning, and'égperimentation iﬁ the field

(mﬁch of ‘it in such institutional settings as churches, hospitals,‘and'public

libraries).. The major vehiclé for teaching this approach has begﬁ a one-week
residential.insitute somewhat like a laboratory, of whiéh perhaps four hundred
have been conducted. The development of‘this abproach to leé;ning and learning ’
. how té’learn hag earned Professors Bergevin and McKinley a citation as two-of
nine living adult educators who have made ﬁajor contributions to éhebfield

[QO]l McKinley describes partiéiﬁation training as a "1earn—6y—doing“intro~’
duction_té applied group dynéﬁics, designed to sharpen pg;ticigang_skills af

participétion.” It involves practicinglbehaviors that fégiiit;te communiéa—d
‘tion about ideas and decision making and behaviors useful infplanning an&

conducting group discussioq and varioué o;her l;rge and small group educational'

progfams.5

- The seminal work of the Indiana University group.QaS'DeSign for Adult

Education ig“tﬁe Church, first ﬁ@blished in 1958 -- a kind of learper's text- .

o book and manual for the approach [3]. .Part One ("Principles") constitutes
a‘seventy_page answer to-the question™'"Under What Conditions Do Adults Learn
Best?" The answers can be summed up as follows, using a péraphrase of each

major section heading (followed by the wording used in the book) together -with

'selected quotations:

. 58ee "Participation Training:§ A Systeﬁ for Adult Education," Viewpoints,
Vol. 51, No. 4 (July 1975).
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Adults Learn Best

1.

When They Accept Maximum Responslblllty for Learning (Active
Individual Participation)

Active physical and verbal partlclpatlon as well as listening,
play important roles. - : Y

-we should willingly help in all ways which might ensure the
ultlmate success of the educatioaal venture,

.learn to become a learning team,

[sometlmes] we relieve ourselves of responsibility by projecting
and .rationalizing.

.learners need to express...resistance actively and to be accepted
as they are.

Productive learning takes place best when we're ready to learn,
when wé are interested in what we are doing, when we want to do -
it, and when we feel right about the people with whom we are
learning. e

We try to recognize our real needs, the...meaning of what we
feel, and try to see ourselves as we really are in relation
to others. )

When They ‘Share in Program Development (Sharing in Program
Development)

.learners [should] become 1nt1mately involved in every phase
of the program.

-».Courses are too often...planned for the learner.

.the whole learning group...takes part in the planning...becomes
respon51ble for the physical set-up...lnvestigates and secures
resource persons and mater1als...establishes the goals and evaluates
the progress. '

..try to discover the real needs common to the group.

Almost everyone can learn new ideas at any age and almost
certainly has a tremendous untapped capacity for learning.

When They Participaté on a. Voluntary Basis (Voluntary Learnlng
Activities)

Force will be present in one, form or another....It = ~r e
from each one .of -us [learners] as we extend con51dt

over ourselves through self-discipline (1nternal) oL . be'
placed on us by others \external)
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When the pressure to learn is from within us, based on a
disciplined free will, we are well on our way toward a
successful adventure in learning,

In the last analysis the 1nd1v1dual must feel that he wants to
learn because he sees a reason for learning.

In a voluntary adult learning activity we reallze more fully
that people can be taught but not 'learned.

The voluntary nature of the program exhibits itself in two
areas: attendance and participation.

When The Climate is Agpropriate (Freedom of Expression)

. . . 14~
Freedom of expressiou is necessary in order to estobiisA a
climate in which creative learning can flourish.

[The learner] must...feel that he can say what he honestly
feels and that his right to his opinion will be accepted.

The participants [get]...ready to learn together by sharing,
listening, and talking....They [come] to feel they can...openly
express their ignorance and their doubts without belng laughed

" at, scorned, or talked about...

...three enemies of productlve learning ~-- fear, suspicion,
and pride.

~

..through freedom of expression, tensions are relieved [Wthh]
...1s also learning.

s

Freedom...must be balanced by our willingness to be respon51ble
for what we say.

[The learner should] learn increasing self;discipline and thus
lessen the need for discipline from without.

When Appropriate Procedures Are Utilized (Formal and Informal
Methods of Educatlon)

Participants should be trained to select the methods most
appropriate for meeting their educational needs.

Using a variety of methods is...desirable.
...group discussion, intelligently conducted can helb...

Changes [in procedures]...help enrich the program and maintain
...interest.

When What is Learned is Put To Use (Outward Growth)

...an ever—expanding, outward-moving series of experiences.

28
35



. Those whc learn the...meaning of 'corporateness' [for example]
by studying and talking about it, and then by practicing it in
' service to others are moving outward. '

We should carry [new]...ideas into other organizations...

7. When They Learn How to Learn (Training for the Learning Team)
This section describes the specific "roles" for which training
is provided in training institutes for persons participating
in this approach. These include group participant (i.e., member),
leader, resource person, and.observer. The role of the trainer‘is_
also outlined -~ a person qualified to teach the approach to cothers.
The remainder of the book describes the action steps for implementing
the above principles and conditions in a local church or comparable setting.
In outline these steps can be summarized as a small group's becoming first
a "learning team" through the guided practice of '"discussion teamwork
activities, then a skilled planning group that plans and evaluates group educa-
tional} activities with and for others in their organization or community
environment.
Several other books by Bergevin and/or his associates deal with pro-

cedures useful in implementing the theory of adult learning and learning how

.to learn sketched'above. One, A Manual for Discussion Leaders and Participants

(Seabury Press, 1965), sets forth the mechanics of group discussion, the
‘procedural and training mechanism upon which much of the concept "training
for the learning team" depends. This book was gfadually supplanted:* by

Pafticipatioh Training for Adult Education [4], which a’-~d more process dimen-

sions, descriptions of the trainer role, and discussion of typical learning

problems of gfbups using the Indiana approach. A Guide to Program Planning

(John McKinley and Robert M. Smith) and Adult Educaﬁion Procedures (both pub-
lished in 1963 by Seabury), focus 6n group planning processes and presentation
and discussion techniques: The latter book states at the outset that one

assumption the book rests on is that "all persons participating in adult
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education need to learn something about their own responsibilities as learners.

They need to- learn how to learn in a cooperative and mutually supporting

manrer...." to become a learning team. Adult Education Procedures, co-authored

by Bergevin, Smith, and Dwight Morris, was in part an expansion of an earlier

book by Bergevin and Morris, Group Processes for Adult Education. The latter

was published in the fifties at Indiana University and later (1960) released

by Seabury--which was also true of é:Manual for Discussion Leaders and Parti-

cipants mentioned above (that'ﬁarris also co-authored) .- John McKinley published

Creative Methods for Adult Classes in 1960 (Bethany), in addition to techniques

it contains "conditions for effective group participation" and was designed

,.

primarily for use in adult religious education. Bergevin's é_Philoéophy for

Adult Education (Seabury, 1967) reiterates the learning how to learn concept

and calls participation training one major type of systematic adult learning,

" using the term somewhat.synonomously with what might be called a participatory

bl

approach reqﬁiring ”trainedf learners and contrasting it with both random
learning and "The School Type" of adult education.:

Meanwhile a growing body of writings about the Indiana approach has

developed. Thirty-five are cited in Adult Education for the Church --'an up-

dated.and abridged version of Design for Adult Education in the Church [3].

These describe experiments, theory -building, training outcomes, even' attacks
on the approach.6 Finally, theory and research completed and needed were

brouéht up to date in 1975 with the publication of "Participation Training:

6At various times the Indiana  approach, llke T-Group learnlng, has been
charged with (1) tending to neglect "content" because of over-concern with
"process," and (2) utilizing too much jargon and technical vocabulary. The
first charge is not borne out by careful examination of the literature but

" doubtless has been justifiably made of some adherents. The second charge

would appear to be a matter of taste and part of the price to be pald for
developing skills in learning in -groups.
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A System fof Adult Education" [40]. This publication traces the origihs of
the Indiana approach (using the ”parﬁicipation training" rubric) back to the
1930's and reminds readers that the approach "stressed androgogical procedures
long before [Malcolm] Knowles popularized the concept of andragogy."

As concerns needed coﬁpetencies for learoing in groups, it is useful to
summarize what the Indiana Plan says. The learnor neods to understand the
conditions under which adults learn best. Uo needs discussion, plann?ng, and
evaluation skills. Hc needs knowledge of various procedures for learning in
groups; He needs to know how to participate in group analysis of a learning
activity after it is conducted. And he needs to increasingly accept responsi-
bility for active participation as a member of a "learning team" and for putting
new knowledge to work.

Some advantages of the Indiana Plan or participation training as a theory

and method for learning how to learn, would appear to be:

l. Learning theory, learning how to learn, and training for learning
how to learn are effectively integrated.

2. The appfoach is relatively flexible and adaptable,

3. It has always possessed a practical "appllcatlon—orlentatloﬂ,' as
evidenced by the variety of manuals and handbooks for the learner.

-4, Despite the fact that intrapersonal and interpersonal processes are
dealt with, strong pressures and anxieties are usually not generated.

5. Persons with limited formal education can use the approach, and to

teach its use to others does not require advanced professional
education. :

6. The training group technology has been anchored bv a sukstantial
body of - "phllosophy" and learning theory.

7. As with the laboratory method, a clear focus on both the individual

and the group has usually been maintained -~ at least by those who -
developed the s,.tem,
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.Community Development

Community eevelopmeﬁt, sometimes called community education, is another
major educational context with a learnieg how to learn component, much of it
ceqtered in groups. Leaders in the movement usually define commupity devel-
opment as a péocess-—one‘by which a broad baé&s of iocal iniﬁ&atiye is mobil-
ized to undeftake action programs to' solve problemé and meet needs identified
by the people concerned (e.g. in a neighbo;hood or'town): This ‘process is
usually set in motion by the "outside" leédefsﬁip and stimulus of a presumagly
neutral agent like a university or govefﬁment cons;ltant;

An example of community development known ;hreegﬁout the world is tﬁe

"Antigonish Movement," which had exceptienal impact on the lives of farmers

and fishermen in Nova Scotia as a result of a variety of related activities

carried on through the extension development of St. Francis Xavier University.

In addition to bulletins, radio broadcasts, conferences and lectures, hundreds

of locai study clubs or discussion groups (which often led to community action)
became operative. These face-to-face groups heve been called the key to the

success of the Antigenish Program. Not only did relatively unlettered people
learn to deal in ideas and consider alternatives iﬁ‘these groups, but when the

participants attended rallies and conferences '"Men who were never before known

“to speak in pdblic were able to stand up before large audiences and discuss

" intelligently the problems of the day."’

\ .

In one model for community development frequently described in the l;tera—'

ture a program, which may take several years, begins with a small nucleus group

of concerned citizens who begin meeting regularly on a voluntary basis to

~ /

‘-

/

7See Alexander Laidlaw's The Campus and the Communit§ ,KHarveét House,
1961), pp. 74~75. '

39



O

ERIC

Aruitoxt provided by Eic:

explore community éroble@s, resources, and al;efnative coﬁrsesvof reéearch
and action. This group typically undértakes one or more limited action pro-
jects, evaluates, and considers new alternatives. Additional nucleus groups
may £ &, Outside,consQitative help ig oftén called ip. Through a gradual
expanding and coordinating process éreater numbers of persons are eventually

involved, broader community problemé attacked on a long range basis, and new

- Structures devised for continuing dialogue, the expression of lo-al initiative,

AN

and interface with traditional community agencies. A variety cof procedures

get used along the way, many of'them‘involving learning in groups: workshops,

conferences, researcn teams, medisz campaigns, and (in recent years) confront-

" ation activities. Successful participation in the nucleus groups requires

the same skills:of collaborative learning cited earlier in the chapter., Suc-
cess in some of the other activit;esvéan be aided by the "inquiry skills" cited
in éhapter ITI.

-William and Loureide Biddie, prominent activists and ;heo;ists in the
movement, ‘clearly empﬁasize the educational aspects of community development.
They refer to, community development ég:.

-..an educational enterprise (with methods that disturb many educétors)
-..a group method for expediting pers;nality growth

»..a process of dynamic growth

...a process of self-chosen change

...a process for growth within individuals, groups, and communities

-..a process that involves study, decision making, action and evalua-
tion in a collaborative mode.

An imﬁortant function of the nucleus gfoup the Biddles describe as reflecting

on the events that transpire in order "to learn from them."S

8See The Community Development Proéess (Holt, Rinehaf® & Winston, 1965).
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The person who has béen actively involved in community developmgnt ovef
some time, then, can be éresumed to have_léarned diséussionlénd problem
solving skills, planning and evaluation'skills,\gnd skills for taking commu-
nity action. He may have learned to collect and éppraise data and (keep
records) as a basis for decision making._ He may_have lear special skills

like the utilization of VTR equipment.9 He may have learned how to mobilize

public opinion to stimulate awareness of the need for leaining. Relying less

. on professionals and traditional modes of instruction, he may well have come

to apprecjate the community itself as .: locus for learning.

Summary

A distinction can be made between learning in a situation where peoﬁle are
grabped (as in a ?lassroom) and one in which the intent is to utilize the small
face-to-face group as a medium for collaborative iearning. Suggestions for
effect%vé'participati;n in classes and comparable groups pertain to such hat—
ters as careful preparation, utilizing‘a'teacher effectively, active class pua. ti- -
cipation, and developing a positive attitude toward learning. It is also useful
to know the advantages and disadvantages of learning in groups. Analysi$ of
lébo;atdry learning along with participation training indicates that what the
learner needs to know to function Qell in the face-to-face learning situation
includes the skills of collaborative learning, procedures for planning, coA—_
ducting, and eQaluating group learning activities, and how to use hcfe and now
experience as a4 means of learning. Community devélopmeht has a learning how

to learn dimension, much of which is centered in group learning.

Experience in Canada shows that "ordinary citizens" can learn to produce
video tapes (about themsclves and their communities) that stimulate community
action, See Dorothy Todd Henaut, "The Media: Powerful Catalyst for Community
Change," in Mass Media and Adult Education, edited by John A. Niemi (Educa-
tional Technology Publications, 1971).
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' . The adult learner of the future will be highly
' ‘competent in dec1d1ng -what to learn and FPlanning - “
~and arranging his own learning. He will success-
fully diagnose and solve almost any problem or
difficulty that arises. He will obtain appro-
priate help competently and qu1ckly, but only
when necessary,
Allen Tough, The Adult's Learnlng Projects

ITII.  SELF-DIRECTED LEARNING ANb LEARNING STYLE

-The facg ﬁhat thié chapter follows one on group learning should not be
interpreted to mean that the latter and self-directed learning are in oéposi—
tion or, are mdtuéll& exclusi;e. Whatever it is, self- directed iearning does
not preclude the.rece1v1ng.of help from othe;s and usually involves it more
often than not. But there is both an orientétion to learning and way of
looking at learning processes to which the term self-directed is increasingly
assigned. Other terms encountered in the llterature include self-planned
‘learning, 1ndependent learnlng,-self—educétlon, self—lnstruction, and autono-
mous learning [12;26;37]. This orientatisn emphasizes a person's establishing
and méintaining the major share of the résponsibility for initiative and
ﬁotivatiqn in the plaﬁning'and carrying out of his own learning activities.
The processes involved include those of diagnosing needs, formulating goals,
and choosing resources and methods. When the adult learne; assumes such
responsibilities ﬁany conseque:rces follow for himself and for those who would
help him to suceed --.to learn how to learn on his own or with a little help
from his friends. ‘

Adult educaLionists have often stressed the need to develop as much
autonomy on the part of the learner as'possible [3;6;16;25]. But interest -

in and clarification of the concept of self-directed learning has recently
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acéelerated, to a great degree, as the result of the research of Allen-Tough,-
which opened a rapidly expanding line éf inéuify [43j.- Tough and his associ-
ates have studied the deliberate-learning effdr;s (the "learning projects')
ol men and womun--seeking to determine how common such gfforts are, what is
learned, and how it is learned; People's sehavipr when planning their own
learning projects was;studied!as‘was the pefformance of the seltheachihg
adult. It has been‘established that adults spend a great deal of time in
episodes where the‘intent to learn is cieariy the:primary“motivation: "Almost
everyone undertakes at least one of two mqjor»learning efforts a year...the
median is eight projects a yeér,_involving eight distinct areas of knowledge
and .skill...it is common for a man or woman to sﬁend 700 hours a vear in learnigg
projects." [43,'p. 1]

TOUgh sees the process involved in carrying .out a learning project as
involving such major steps as the following: |

1. Deciding whether or not to undertake a particular project under
consideration ' ‘

-

(3]
.

Deciding whether the planning will be largely left to one's sell,

an object (e.g., printed material), an individual consulted for

this purpose (e.g., a golf professional) or to a group Lo
3. Setting goals, examining and choosing resources and methods

o

4. Arranging for the learning episodes themselves L

5. Evaluating learning outcomes . T

Retaining control of the plaﬂﬁiug oneself{ has been found to result in
learning projects of greater duration, impact, and payoff. The entire process
has been found to be a complex but understandable one that invites furtﬁur
rescarch about cacﬁ of its phases. The implicationyfor adult education institu-
tions arce protound--for example, that agencies should be devoting much more
eftort to aséisting adults to plan and carry out their own-lcurning projects
and perhaps less to programming’ for them.
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Knowles-also sees self dlrected learning as a procesg—-onc in which
individuals "take LhL LnlLlatLVL with or without the help of nLhnrs, in
degnO&lng their lLdrnLng needs, formulating lcdrnlnb boal;, identilying
"human and material reésources for learning, choosing and implementing ;ppro—
briate learning strategies, and evaluating learning outcomes;" Hg_contrast;
it with ”teacﬁgr—difected learning," which hé says assumes (1) that learngrs'
are.materially dependent, (2) that their experiénce is of less value than

B
that of the teacher, (3) that a given set of learners will be ready to learn
o the same things at a given lavel of maturagion, (4) that iearnérs are subject
oriented, and (5) that external rewar&s are good mqtivators. Though teacher-
directed learning is acknowledged to be useful and necessary, Knlees terms
seif-directed learning the best way to learn--a lifelong prerequisite for
living in a world of eveér—accelerating changé. He also feels that the learner
cah retain a measure of self;directedness even when under instruction by main-
tainingra "probing frame of mind" [26§ p. 10-211. | &
Alan Knox links up continuing professional educa;ion——an area of adult
education.undergping greatkéxpansion—;with the concept of self-directed learn-
ing. He has develbped a rationalexfor.ﬁheir interrelationship and a persua-
sive.case for the need of the health_professional in particular tovbec;he
skilled in the lifelong direction of learning activitieé related to vocation.
Knox sees the self-directedness of the profeésional whé continues his educa-
tion “'reflected in his selection of objectives that have high priority,
followed by his selection from a range of learning activities that are most
appropriate for the specific circumstances he confronts." The types of

learning activities Knox recommends for self-directed learners include printed

media, electronic media, informal group (including peer networks and consultants),
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formal roups (including in-service and professional association activities

and "health-care audits"), along with tutorial arraﬁggments {277,

Some Competencies

The person who directs his own learning will usually réquire a‘Fela—
ﬁively high level of skill in the use of the basic toel subjects. We say
usually because it is clearly feasible for, say, an illiterate tribesman
in the b;sh to undertake shccessfully a self—diiected'iearniug project. BUﬁ
in séciéties with techgdlogical sophistication the vast share of resources
must useful for learning require the ability to compute, to read, to view,

to listen with comprehension, and the ability tb communicate effectively

<

with others. Going one step further, Knowles [25], seeking to develop a model

of lifelong education, cites the following skills for "self-directed inquiry," .

which learners should possess by the time their schooling is over and they

assume the ‘adult's life roles: -

1. The abiliﬁy'to develop and be in- t6ﬁgh with curiosities.
Perhaps another way ot desgrlblng this skill would be the
ability to engage imdivergent thinking.

2. The ability to formulate questions, based on one's curiosities,
-that are answerable through inquiry (in contrast to questions
that are answerable by authority or faith). This skill is the
beginning of the ability to engage in convergent thinking or
inductive-deductive reasonlng. ’ -

3. The ability to 1dent1fy the data required to answer the
various kinds of questions.

The abilit: to locate the most relevant and reliable sources

of the required data (including experts, teachers, colleagues,

one's own experience, the various audio-visual media, and the
. community) .,

=~

The ability teo select and use  the most efficient means tfor
collecting the required data from the appropriate sources.

(W]

6. The abilitv to organize, analyze, and cvaluate the data so
as to get valid answers to questions.
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7. The ability to generélize, apply, and communicate the answers
to the questions raised. '

These competencies themselves befome tools for self—directed learnipg
that rest in ﬁurn on the tool subjects mentioned just abOVe.‘ For thg adult
who lacks the lattér skills adult educators attempﬁ to provide literacy or

" . basic education program§4 For bringing about somé of the other CSmpetencieS
and states of mind in Knowlesi iist, we 30 not -have comprehensive programs,
“but perntial.opportunitieé for their development exist in yarious adult
education activities'that caﬁ,be.undertaken in a group or on ope's owvn (e.g.,
courses in logic and science).

The.basié tool;sgills themséiVes ére usually cited as important by the
adﬁlt educationists. and others who concern themselves with‘self;difected
'learniﬁg [25;26;43}. Some writers listed in our.bibliography have given

guidelines and exercises for the fuller development of such skills:

Reading and Retention a ' [2;11;14;22;39;44].
Listening [11;22;38;39;44]
Studying\and Crigical Thinking [2;ll;i3;20;22;38;39;44;47]'
Writing and. Speaking .. | [11;22;39]

Also importaht 1s learning'th to become efficient in absorbing and sort-
ing iﬁf;rmagion,."érocessing" idé;s, and achieving understanding aﬁd aéplica—
tion once ideas are in the mind. According to Knowlgs, the successful self-
direcged learner should ppsseés'the understanding that his k;nd of learning
requires aiffe#ent assumé%ions about learning and teaching. It al;o requires
accepting oneself as a '"self-directing person." The learnef should be able
to design a useful plan for learning. This can be done by following the steps
of sciantific inquiry or by working out a learning contract. The contract

-

provides for objectives, resources and strategies, evidence of accomplishment,
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together with criteria and meaus of validation. The learner will succeed to
the extent that he possesses skill in (1) diagnosing his own learning nceds
realistically, (Z) relating to peers and tecachers collaboratively, (3)

translating needs into attainable objectives, (4) relating to sources of hielp,

-~

(5) identifying and utilizing resources and strategies for learning, and (6)
, . L _ :

~collecting and validating evidence of accomplishment. The book contains a

varicty of aids and exercises to assist.in developing thése understandings
and skills-[Zé}.
~In addition to awareness that self-directed learning is a commonly.andg
) . . N e
successfully used.route, Tough cites the féllowing knowledge and skiil as
useful to the self~directed iearner:

Kuowledge of the basic process of planning, conducting, and
evaluating learning activities

Ability to choose what one wants to learn about

Ability to select the appropriate planning approach to be used
(from among self, an object, another individual, or a group) : 2

Ability to-direct one's own planning wheu that course of action
is elected . :

Ability to make sound decisions about the location, the time,
and the place of learning

Ability to gain knowledge or skill from the resources utilized

Ability to detect and cope with the personal blocks to learning
that-everyone encounters

Ability to renew motivation when it lags
Ability to eQaluate and get feadback about progress.
Tough suggests gaining these ékills.from spégial training opporFuniLies
to be provided by adult education agencig; and through printed materials. He

suggests that, although useful examples of the latter are available, not

ciiough of this material is addressed to the planniung ol self-dirccted learning.

probably the most c¢ritical part of the process [413].
40
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Learning From Lxperience
Learninyg from;and through everyday experienée‘may constitute another
aspect of self-directed learning--at least it seems to have its greatest
potential application in that kind of -learning. To be sure, so~called random
lcarning is a dimension of a great deal of life experience. But the pros-

pective benefits of making everyday experience more meaningful are large,
o . . . . . . :
\Thg“person who systematically looks back over all -or a part of life in
\‘\ : - M

a search for meaning, lessons, or implications seeks to learn from experience--

v ~ .

" just what writers of autobiography do; and one of the greatest entitled his

The Education of Henry Adams. Much.of travel experience has at least a par-
tially realized dimension of education. The person who deliberately takes .

a job or a tour of duty in the armed forces in order to "gfow up" or."mature /
é-bi;" assigns credence ﬁo the idea.of learning from experience. Casteneda !

speaks of the value of'learning to see the world around you afresh each morn-,

ing and of learning to ready yourself for new experience [8]. And the pro- /
. . | _ ;
vision of opportunities for "unfreezing" and looking at oneself more objectively

has been advocated as an ideal firsn\g&ase of some long term adult education

~ .

programs [251.
Carl Rogers goes so far as'tb say that the most éocially useful learning

is the learnirg of the process of maintaining a conﬁinuing openness to experi-

ence.  He speaks of his own learning as “letting wy experience carry me on,

in a direction which appeéfs to be forward, toward goals that I can but diﬁly

define, ;s I try. to underst;nd at least the currenr meaning of that experience."

Although nefthgr'he nor apparently anyvone ha- cleas by mapped out all the pro-

cesses involved in learning by and through experience, Rogers clearly is
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assigning considerable vélué to that process and talking about it in the
éonﬁext of self-directed learning.l .‘ - . "
Ihe.npvelist, too, has something relevant to say. .Laurean5Durrell
', describes the heédy‘experieﬁce of becoming immersed in another culture,

saying of one of his characters, a European living in Egypt:

a

Mountblive...suddenly began to feel himself réally penetrating
a foreign country, foreign moeurs, for the first time. He felt
as one always feels in such a case, ‘namely the vertiginous
Pleasure of losing an old self and growing a new one to replace
it. He felt he was slipping, losing so to speak the contours
of himself. Is this the real meaning of education? He had
begun transplanting a whole huge intact world from his imagin-
‘ation into the soil of his new dife.?2

The idea of learning from resources found in one's-immediate environment
has frequently been put forth. The possibiiity of learning from children has
been suggested, and not only by the poet Wordsworth [37]. Knowlés writes,
"Every institution in Qufxcommunity——government agency, store, recreational
organization, church--becomes a resource for learning, as does every persdn
we have access to..." [26]. Zetterberg [48] has described principles for
self-education through museums. Harry Miller [30] uiscﬁsses "The City As an
Experience Context' at somerlength; and an entirec book has been devoted to .
utilizing the people, places, and’processes of the modern city for learning [5].

In a section called "Learning to Learn" in his chapter on "The Autonomous

. Learner," Miller poses tuais interesting question: "How might we go about im-

proving the general ability of the adult to learn irom his own experience?"
N
T

He identifies some '"personal limitations” to learning from experierce: the

lQB.BecomiB& A Person (Houghton Mifflin, 1961), pp. 275-77. James
Whipple said almost twenty years ago that adult educators "must help learners
to learn from experience'. See Especiallv for Adults (Center for the Studv of
Liberal Education for Adults, 1957).

2¥rom Mountolive (E.P. Dutton, 1959), p. 22.
42
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tendency to prejudge experience, and an inability to attain the necessary
objectivity to learrn (through conversation, for example); the tendency to
approach experience passively {which he ascribes in par¢ to American family -

structure and to urban enviromment); the tendency of the individual to focus

»

on difiering and limited aspetts of whatevef reality he attéﬁds to (resulting
- in "diifcrential interpretation of experience"), As a result, "all of us
learn voorly, lopsiuedly, auq wrongly from some experiences and.not at all'
“{rom others, because we do nqt know how to cémpensate for human frailities,
how to frame the kinds of que#;ions which...can make experiencé meaningful,

or how to louvk for connections and interrelationships which might be relevant

r

Lo interpret esperience.'" [30, p. 230]
Miller goes on to sketch a program to train people to learn more cffect-

ively from on-going experience and encourage refleztion about experience. He

refers to one year-long experiment of this kind financed by the Center for
- the Study of Liberal Education for Adults, saying that helping the subjects

examine their own learning processes proved to be difficult: '"The faculty

team found it easy to be seduced by the iﬁteresting concepts involved in the

cxperience and seldom reserved enough time for retrospective discussion" [p. 235].
Tt is clear that little more than the surface of the potentially rewarding
matt:: of learning {rom everyday experience has beet examined. To go further

will require (1) clearer criteria for separating this kind of learning {rom.

purely random learning, (2) further clarification of obstacles to this kind of

\

learaing . ooa (1) -experimentation with training desivns for facilitating
P4 J I o U ) =]

Learnin ov o jearn from expericnce.

Learning Style

-iwre is a | rowing body of research and expericice to support the idea

50

~ 43

ERIC

Aruitoxt provided by Eic:



that learning style is a viable concept—-~one that lends itseld LO'furﬁhcr
research and has major implications for adult education theory and practiée

and for'learﬂing how to learn. The term learning style itself'is used to

refer to methodological references, to mental processes,.and to such dichotomies

as teacher—directed versus self-directed learning. Knowles encourages his

reader to adapt the ideas in Self-Directed Learning to his own "style" and
to learn from the book in his own style [pp. 9-10].

In that brilliant novel, Zorba The Greek, the English co-protagonist

explains to a puzzled Zorba His theory that ther2 are '"three kinds of men"

--those who live for self, or for others, or those who strive to live the

"life of the entire universe.' Zorba listens and replies, "Boss...if only
you could dance all that you've just said, then I'd understand,' thereby
demonstrating the insight of an unlettered man intovhis own "learming style,"

at least with regard to thé.achieving of understanding. Zorba clearly prefers

learaing about’idéds“through action and through observation to learning

through words. I \

Personal preferences for how one best goes about learning are a major

aspect of what the term adult learning style is characteristically“used‘to

convey. These preferences can have seéveral components or dimegsions. Pre-
ferences involving the basic orientation one has toward learning on one's own
versus learning in the company of others is one éomponeng. Another is the

. amount of structuré.or authority one is most comfortable with [23;27;32;42].

Preference for collaborative versus competitive learning has been identified

as another factor. Procedural or methodological preferences come into play,
as when we hear advocates of discussion put down the lecturce methed or vice

versa. People have preferences with regard to when, where, and at what pace

“they learn [43]). And this preference (or disposition) has also been divided
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into such categories as learning through“visual, aural, and tactile means.
Patricia Cross: advocates taking both learning rate and learning style into
account when helping adults learn and cites some current implications:
The acceptance of individual differences in learning rates is
promoting such iuanovations as flexible scheduling, self-paced
modules, and mastery learning. Differences in styles or pre-
iganLLs are recognized through the introduction of such alter-
nitives as computer assisted inStruction, the use of peer ‘tutors
and faculty mentors, and g\perlmgutdtlon uth a wide variety of
learning wedia and teaching strategies.d
AS concerns the amount of authority and scructure the learner prefers
(or most profits from), Tough states that a large preportion of the litera-
ture ol education deals with such matters as freedom, controi, authcrity,
and autonomy. The vast bulk of rescarch pertaining to these matters focuses
on the degree to which somecne (e.g., teacher) exerts eontrol over others.
e discusses his own conceptualization of responsibility for the planning of -
personal learning projects in relation to a way of describing "help'" and "the
helping relationship' between a learner and any one of his helpers within any .
type of learning project. He-identifies several variables as useful for under-
standing and researching the matters of freedom, contro. . and authority--e.g.,
S -~ how much help the learner wanted from the helper and the.extent to which the
helper influenced the learner's decisions (43, pp. 177-78}. Amonyg the impli-
cations of this are the following: (1) adult learners need tp understand how

much help they require at a givenrstage of a learning project, how to get it,

and how to tactfully resist getting more help than they need; (2) facilitators

35ce "Styles of Learning" by Frank Riessman in NEA Journal, Vol. 55

(Mareh 1966), pp. 15-17. Riessman sayvs that btvlas are probdbly laid down
carly in life and not subject to dnddanLal change
45ce ™hie Elusive Goal of Educarional Equality," Adult Leadership,
- Vol. 23, No. 8 (Febr oy 197.), pp. 227-32,
45
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of adult learning need insight into the fact that some learners want more
help than others and sensitivity to how much control to exert, when, and over

<

what processes.

Charles Humphrey has investigated the adult's preferences for control.
of in-class (non-credit) learning activities. He finds greater interest on
the part of the learners in having control over "general direction' and over-

. ‘ {
all goal-setting than over such processes as planning, conducting, and evalu-
ating. Persons leafning about issues apparently want more control than those
who are learning skills, according to Humphrey [23].
~Michael Moore speaks of the '"truly autonomous learner" who will not give
up "over-all control"” of the learning processes. Dealing with correspondence
study and other distance teaching and learning programs, Moore offers an
engaging model for understanding the degree to which instructional programs
"accomodate the autonomous learner' in the planning ("prebaration"),'conducting
("execution"), and evaluation of learning activities. There is no reason why
the model cannot be extended to other teaching-learning contexts and
situations:
We are placing programs in appropriate positions-on a
continuum,’with those permitting the exercise of most auto-

nomy at one extreme and those permitting the least at the

other. For every program, we seek to identify the rela-

tionship between learners and teachers, and where control

of each instructional process lies, by asking: .

Is learning self-initiated and self-motivated?

Who identifies goals and objectives, and selects problems for study?

Who determines the pace, the. sequence, and the methods of

information gathering?

What provision is there for the development of learners' ideas and

for creative solutions to problems?

Is emphasis on gathering information external to the learner?

How flexible is each instructional process to the requirements

of the learner?
How is the usefulness and quality of learning judged?
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~ By this subjective, inductive method we can put together a

typology of distance teaching programs, classified by the dimension
of learner autonomy:

Preparation txecation Evaluation
1. A A A
2. e d A A N
3. A N . A
4, A N : N
5. N . A A
. 6. N N A
7. N A N
8. N N : N

A = Autonomous

N = Non-Autonomous .
In this typology, programs are placed in a hierarchy ranging
from 1 to 8:

. l.v'Those giving the learner complete autonomy.

2. Those in which the learner's progress is judged by ain external
agent -~ his teacher, his college, or an examining authority.

3.” Those in which the learnér identifies his problem and goals and
evaluates his progress, but in the course of information gathering
is controlled (as is the case in programmed instructioh).

4. The unusual program type which gives the learner no ‘control of
the executive and evaluative processes once he has defined his
own problems and goals.

5. Also uncommon, the type in which execution and evaluation are
: learner. controlled. )

6. The most uncomnon, the type in which the student evaluates
although he has had no control in preparing or. executing.

7. By far the most common, those programs in which the student has
some control over the executive process, but the goals are
prescribed ‘by his teacher and he is evaluated by an external
agency. The majority of school/college independent study
programs fall into this category.

8. Finally, like AAA, NNN programs—~-which cannct exist in reality,
-since no learner is either entirely free of others' infiuence
or entirely dependent on others. These are theoretical constructs
which describe the bounds of reality [32].

This model helps to ob .ctify the shadowy areas of autonomy anc cuntrol

and shows potential for further ressarch about learning and learning how to
47
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learn. Can it be further demonstrated, lor instance, that greater learning
gains result from greater le:irner autonomy, as is being claimed? . And which-

of Moore's types of programs result in greater learning gains?

Cognitive Style

"Cognitive style" may or may not be used synonymously with '"learning

‘ style." 1t refers to the ways people receive and acquife informat® - (and
thereby learn)--the selecting, organizing, and processing of e. .. < oLLrer-
ence in the enviromment. It has been defined as "the stable ind:.. ...l pre-~

ferences in mode of perceptual organization and cohceptual categorization of
the external enviromment." CognitiQe style is believed to be consistent‘
across learning gituations and independent of intelliggngc. There appear Eo
be stable individual differences in intellectual performance among adults who

have no "organic deficit.'d

i

Researchers into cognitive style study such matters as individualistic
+  ways of prece1v1ng, Tremembering, thlnklpg, and problem solving. One.glassi-

fylng concept they use with implications for educators is that of the analy-

tical versus the intuitive learner. There is evidence that some ‘learners
perceive the elements in a situation and process information methodically and

analytically, while others perceive the whole and approach problem solving -

intuitivély [31].

A major aspect of cognitive style is "information processing," which has

~

been termed a way of viewing learning and teaching. Many models have been

-

S3ee "Cognitive Styles and the Adult Learner," by Richard W. V. Cawley and
others, Adult Education, Vol. 26, No. 2 (Winter 1976). Also 1nterest1ng and
s relevant is Cawley's ”Cognltlve Style and the Teaching Learnlng Process.
Paper presented at the annual Meeting of the American Educatlonal Research
Association, April, 1974. ED 097 356 e

.
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developed to clarify the concept~-by such distinguished scholars as ﬁruner
and Ausubel. Some models are broad gauged ana deal with memory, transfer,
and "processing ability." Othér focus just on the perceiving gnd incorpor-
ating éf new data. Tegching implications center on such stages as (1) prior
to instruction (set, dispusition, attention, instructions to learner, etc.);
(2)‘during lea:ning (2.g., the way mat-rial is-presented and new knowledge
related to existing knowledge); and (3) suBsequeqt ﬁo instruction (_he organ-
ization gnd reorganization_of information as it is stored and recalled, the
retrieval and use of information, along with transfer) .

When the adult. learner receives rew knowledge.he usqally‘must relate it
to and, incorporate it ;ntd previously orgénized patterns of knowledge--a
process that‘of;én involves unlearning. .If hevhas a clear, stabié, organi?ed-

"cognitive structure" in subject area, the learning and retention of new

meaningful material is enhanced. When this condition is present tlie learner

need not read introductory material first nor proceed to the abstract by way

4

of the concrete. He can learn in an abstract mode throughout. wConcerning the
imporéance of understanding where complex material is concerned, understanding
has been shown to be prerequisite to remembering and learning»[18;34].

Norman statés that each learner has "strategies" (procé;ses and routines)
and "meta—strategiesf‘for integrating new knowledge with old and that this
has implications for heiping him to learn:

We must learn to characterize the strategies that are acquired by
students. When a subject is engaged in a learning situation, he
brings to bear not only his knowledge of the subject matter, but
also his idea of the expectations of the situation. He has some
overall concept of the situation he is in, he has a concept of
the performance expected of hir, and he has some idea of the
appropriate operatinns he can perform, Finally he has to have
some idea of the basic commands or operations available to solve
the problems put before him [34, p. 29].
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Also relevant here is the concept of learning set, which has been shown
to be directly related to learning to learn [14;29]. The psychologist sees
learning to learn as something that takes place concurrently with the learning

of specific tasks. It takes:place when a task is repeatedly performed (e.g.,

gains in the rate over time at which one can learn lists of words). It

;probably results from a "transfer of general methods of attack and technique

of acquisition from one set to another" put may adso result from learning to

acquire the appropriate'Set.6 Jerome Bruner speaks of achieving, with children,

'massive appropriate‘transfer" by ap ropriate learning; to the degree that -
P _ P eg
"learning ' voperly under optimum conditions leacs ‘ne to learn how to learn."/
What are some implications'of.learning style tor learning and learning

aow to learn? The great emphasis on the- individualizing of instruction

obviously stems in part from the notion that learners differ -in stylistic

-preferences and in modes. of processing information. Adult basic education

is perhaps the subfield of adﬁlt education in which the greatest push toward
”individuélizing”'is taking place. ‘''Streaming" is another implication. Tﬁis
involves an institution's providing several alternatives as to the basic

teaching—learning approach to Be used. Oakland (Michigan) County, Community
Col;ege'has gainea national attention by diagnosing "style" and thenasending

learners along -several different paths, which include the traditional class-

room and independent learning through programmed instruction.8

65ce John A. McGeoch, The Psychology of Human Learning (Longemans,
Green, 1952).

"The Process of Education (Vintage, 1963), p. 6.

8See "Personalized Educational Programs,'" by Joseph Hill, Instructional
Technoloy,, Vol. 17, No. 2 (February 1972), pp. 10-15. Hill has been one of
the leaders in the development of a technique known as "cognitive mapping."
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Specific subject areas (or rather representatives of them) are asking

.

what can be done to discover and foster che lealner's.ability to'recognize
how hé best learns a particular subject or skill. Caylon has a§vocated
helping the learner to uqderstand his processes in learning music—mheiping
. him to perceive when his ability is limi;ed (while not becoming discouraged), -
to understénd thatveach of us has strengths and Qeéknegses in every skill,
andlto discover other "music related insights and skills" [lO]:g. )
Aiso there is evidence that the adult's memory can be improved by
training, and, the;e are reports §f aiding tﬁe abilit; to recall through

, . . : . n9 , L
instruction in 'relaxation."” And a video tape that is in part a resource

for training teachers to improve the ABE student's memory and recall has been

developed [46]. .
" How is the adult educator or. facilitator: to determineAthe learner}s
preferrea (and optimum) style? Suggested approaches include (1) talking

"with the learner,‘(Q) observing what methods and approaches seem to motivate"

hiim, and (3) using such resources as 'cognitive style mapping instruments"

and "strategic disposition tests" [35;46].

Summary
Self-directed learning emphasizes the learner's maintaining a major
share of recponsibility for the planning and cérrying out of leafning activi-
ties. Many of the suame factors‘have to .be taken into account as.with group
learning (needs; goals, resources, procedures), but there afé differences in

.

the orientation to learning and the implicuations for learning ‘how to learn.

Isce "Learning Time With a ???? System," by Edward Berle and others,
Psychonomic Science, Vol. 16, No. 4 (1969), pp. 207-208.
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,The'Basic tool skills (reading, writing,-and listening) are almost}prerequisite.'
Learning from and through every day experience is relevant, as is the matter

pf learniﬁg sﬁyie./ Style caﬁ.be underétéod in termsiof learner preferences Eér
(1) the amount of autonomy, (2) for the procedures to be used,:(3) for the
pace, place and tiﬁing of learning, and i4) for the sensory paths one best
utilizes 'in learning. Résegrth into cognitive>prbcesses is xieiding important

implications and applications for teachers and administrators.

e
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Give' a man a fish and he eats for a
day. Teach him to fish and he eats
for a lifetime.

: Proverb

IV. ~TRAINING AND RESEARCH
Three Programming and Learning Modes
We have now considered.learning how to learn énd its program implica-
tions in two 'modes'-- what can be termed the individual mode (self-dire~ted
learning or learning on one's own) and the shared-membership mode (group ,//;5‘

learning). A third mode--the institutional--has only been mentioned in Qﬁésing, -

because it has not received a great deal of attention from the aduJﬂqeauca-

-

tionists interested in learning how to learn, and apparently dgés not have

‘as many implications for learning how to learn. The inst’éﬁfﬁonal mode is
, described as-that (most prevalent) mode ig.wﬁich,tbqééLgesponsible for oper-
ating an. education program.determine the curriﬁuiﬁm and how it is to attain’
its‘expréssion. Much e&ucatfan in induscry'énd government takes this form.
W£th this approach, content and objectives, instructional procedures,.aﬁd
evaluative criteria are designed and controlled by the educating institutien

I

through its pergonnel.
Now the same.program and learning ''variables' obtain under each mode:
objectives are set; authority is exercised; procedures are selected amd
utilized; evaluation is carried ouﬁ; aqd:learniqg conditions are activated,
But these variables receive differing emphases and expression in the
respective modes.- For example, authority tends.to be exercised either exter-
'nally, or cooperatively, or individually in the institutional, shéred—member—»
shiip and individual mbdes respectively. Evaluation tends to be criterion-
- 60
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referenceo or in terms of gronp goals, or selE—referencedJin the three
respective modes.

A centtal task and responsibility of the adult educationist, then,
becomes to think clearly eboutithe tespective modes with their essential
cha;acteristics, tneir requirements, and their implications fot helping peo-
ple to learn. When the institutional mode 1is warranteo it should be effectively
and efficiently iMplemented. When the shared"membershipAend individual modes
are to be in operation, institutions should help learners acquite the required“
learnidg skill fot optimum functioning. When this is done, training is
involved.l |

Training can be defined as organized activity for helping the adult to
acquire knowledge and skill concerning learning--to increase his competence
as a leatner in the learning mode. and context in wnich he finds himself.

In Chapter I, ten mejor learner competencies Useful in the planning, conducting,

 and evaluating of adult iearning activities were identified,‘along with four-

teen major insights and understandings that successful adult learners require.
It was also pointed out there that learners will have special training needs

arising out of life situations and out of the requirements or special’ proper-

‘ties of specific sub .ot matter and procedures. Chapter 17 identified skills,

knowiedge,‘and éttitudes appropriate for profiting Lvomw learning in and through
groups. Among these are the skills:of collaborative learning, knowledge about
groups, and skills fot preparation for and participation in learning in the
classroom setting. 'Competencies needed for selffdirected learning were des-

cribed in Chapter 111, together with the need for competency in basic tool

- skills and the_idea'Of training people to learn from everyday experience.

Under discussion in earlier chapters also were some of the training outcomes

lSee "Program Development and Curricular Authority," by Jack Blaney in
Program Development in Education, edited by Blaney and Others (University of
British Columbia Centre for Continuing Education, 1974).
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and assumptions about training in laboratory learning and the Indiana Plan.
In this chapter we look at sources (actual and potential) of training,
guidelines for developing training activities, and some of the research

implications of learning how to learn.

Sodrces of Training
If one wishes to increase competency in the basic tool skills he has a
variety of options available, Adult basic education programs exist in most
communities. Rapid reading coﬁrses abound in both public and entrepreneurial
settings. How to study coufses are usually restricted to higher education
institutions, bﬁt’matefials on “the subject'are not hard to find [ll;22;47].
For those wishing to train adults to be more effective readersa Selma Herr

has developed organized lessons [21]. Charlene Smith offers exercises to

improve liétening [38]. Herd describes a course for introducing adult students

.to study skills and materials. And a video tape aid for training teachers to

3

help students improve recall has been produced [46].

At present, the person.seeking increased competency in self-directed
B R

k]

learning has pretty much to self-direct his or her training. A reading of .
Tpﬁgh [£43] will reveal much about the nature and importance of perSonal'learn—
ing projects, including whaﬁ researcﬁ showsbabbut pr people go about planning
and carryiﬁg buﬁ éﬁch activities; Tough alsovpresents useful and creative
ideas about trﬁining opportunities agd convincing arguments that educacional
institutions should érovide more training and assistance to people iearning

on their own. As we have seen, Knowles [26] has produced a resource contaip-—
ing a theory of self-directed leaivning together with tools and exercises for
becoming more self-direcﬁed. These include aidé for (l)-developing skill in
the asking of questions, (2) selecting methods when planning, (3) diagnosing

needs, (4) assessing goal accomplishment, (5) "contracting' with self or others,
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(6) dchrmining the cxtenﬁ to which onc'possesScs the necessary sk, ls for
self-directed learning, and (7) foétéring inquiry, consultation, and collab-
oration skills. |

For those who would design training acti;ities abou’ self-directed
learning, Knéwles offers brief descriptions of formats of varying length,

'

including a two-day workshop and a three-hour orientation session.' Beybnd'

‘the training activities that Knowles is conducting the present writer is

aware of only a twelve-hour module he himself has been includlng in a

grﬁduate adult educatlon‘workshop on learning how to learn. Doubtless other -
comparab;e activities ére being carried on, and they should become increas-
ingly common as more resources appear and as trainers are developed. The
importance of‘training for self-directed learning is underscéred by research

in Epgland with'childrey; only with "coached practice'in self-direction...

thaf Breke their sét for passive iﬁstruction" did it prove advantageous to
allow young learners to exercise a high degree of autonomy'in conducting learn-

ing acﬁivities [32, p. 85].

As concerns the need for more training and consultative help for self-

directed learners, Tough calls for experimenting with the provision of

planning he;p and speculates that largé dividends might result for_individuéls,
ofganizacions, and society. His”spggestidns’include consultative help within
an organlzation for the person. facing new reSponsibillties, help in setting
learnlng goals for newly married coupies, and any person in a commﬁnlty desiring

help in setting life goals or learning objectives. He also mentions the possi-

‘bility of providing '"goal-setting consultants' for specific subject areas and -

"strategy consultants' who help the adults with processes involved in carry-
ing out the learning projects they have planned. He callé for pilot programs

to discover ways to help adults (1) make decisions about what to learn and
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« . set effective personal lcafning godls, and (2) find ways to link up
SPCh acﬁivities with educational programs blanuing actiQities that institu-
tions regular{y orovide [43, pp. 73;83];;

Opportunir.es for tr;ining iﬁ how tézlearn from evervday experience are
apparently non-existent. But. the notion éontinues .C e as igtriguing as
when itlwas entértained fifteen years ago by staff membe:s of the Cenfer'fér
thevS;ddy of Liberal Educatioh for Adulés. We -can perceive only the dimmest

outlines of what such training might look like, but a more creative training

\

-design challenge is hard to envision. Non-credit university continuing

education would seem to be a likely locus for experimenting with this kind
of activity [30]. Some resources that might prove useful were cited in.
Chapter III.

Competencies for gfohp learning‘ére taught in higher education institutions
in such graduate disciplines as psychology, social psychology, social work,
counsgliug,.qnd‘education, to-name only a few. Colleges and universities also
offer training opportuﬁities through their continuing education arms. Most
religi;us denominations, other voluntary agencies, the NationaiiTraining Labo~
ratpries, and varidus entrepreneurs havg skilled trainers available. Indiana '
UniQersity continues to hold residential participation'tréining institutes
through its Bhreéu oﬁfS:udies in Adult Educatian and go publicize éimilaf

evénts_helﬁ elsewhere. It is probably safe to say that there are at least a

‘thousand persons in the nation experiénced in or qualified to design training

activities useful for improving skills in learning in groups.

Turning to resource matcrials for training about group learning, though
the literature pertaining tuo adult learning in groups is considerable, with

the exception of that cited in Chaptef II, not a great deal of it was specific-

ally designed for training purposes. There has be¢h a considerable amount
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written about '"discussion'" in the context.of speeeh, communication, and youth
education as well as adult education.zu There are one or twobfilms and film-
strips about listening. Much of the material about group p;ocesses developed
through the Adult Education Association of the U.S.A. in the fifties and early
sixties remains relevant though somewhat dated in format. The.same'holds true
of the exceilent series of group training films developed by Malcolm’' Knowles.
And University Associates Press has produced a Varie;y of training aids in
recent years.3
Concerning training for community development, the Biddles suggest that
the needed skills of colleboration can be learned through participation in

the community development process itself. "Instruction in group dynamics and

the like can speed the learning. But much iastruction should be used with

caution,' to avoid disruption of the delicate relationships that usually exists

between the outside consultaht or facilifator and the local program participants.

When participants identify a need fof specific training as a program unfolds
(e.g. how to locate resources or write news ;eleases), it can be.afrangedi
'*throdgh sources like colleges and voluntary agencies. Many universities pro-
"yided in depth training for yolunteers end professiohals in community‘develop—
ment theery'and methods; especially noted for this are Sodtherh Illinois,

Missouri, Wisconsin, and Washington.

ZSee, forvexample, Joining Together: Group Theory and,GregRVSkills,
by D. W. & F. P, Johnson (Prentice Hall, 1975). -

3See the many handbooks of Structured Experiences for Human
Relations Training by J. W. Pfeiffer and J. E. Jones (Iowa City,
Iowa). -

4The Community Development Process (Holt, Rinehart, and
Winston, 1965), p. 252.
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Training Guidelines and Observations
Training activities are characteristically of three basic types. First
v a mOdule:or unit conducted as the initial phase of a longer learning

exper:ence. The first session or two of a course that will utilize group dis-

cussion may be devoted to training the participants in discussion skills. or

a senirar to be based on student research and reports is begun with training

in how to do the particulat type of research in question and how to prepare

and deliver an effective report. Second is the training activity (often com-

‘bined with type 1) built ih throughoﬁt a learning experience--as when each

session of a course or workshop comcludes with a critique concerning its
strengths and weaknesses and consideration of possible ways for the partici-’

pants to learn more effectively in the sessions still ‘to be conducted. Finally

‘there is the separate training event, one not tied into another learning experi-

ence. Examples would be an institute or workshop concerning the learning how-
to learn concept -itself, a course in study skills, the participation training
institute, and the training laboratory.

. . 'po_‘»“}n/(’ly
The question arises as to whether adults will reac:,tu the idea of

.learning how to learn. How will the person who is anxious to learn a subject

or skill react to the idea of preparing to learn in a certain way--of "marking
time" before the '"real" learning gets under way? Experience shows that adults
will accept the need for training if (1) they are _onvinced of its utility,"(2).

if the training has the possibility of a larger payoff (e.g., aéquiring

‘learning skills that can be used in other groups to which one belongs or.in- -’

comparable situations one commonly encounters), and (3) the training is clearly
related to learning problems trainees have previously encounteraed.

lt was mentioned earlier that materials alone usually cannot carry the

entire training burden where learning about learning is involved--at least
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where developing competencies is the objective. A mixture of training activ-
ities and materiais_is called for. A momeht’s réflectioﬁ will reveal that,
in essence, training usually aims at developing a kind of 'process' skill
difficulc to perfect by reading or Ehrouéh viewing. For exsmple, one pro- ’
bably best learns how to develop a persona¥ learning plan by so doing, by
carrying out the plan and then receiving assistance in critiquing that plan
and its fesults. |
= 'This éuggests that the deéign of training activities is no simple task--
that learning aboqt learning has its complexities.. One desigh probiem arises
out of the fact that learners are not-usea to the kind of funétioning on two
levels that is‘usually’required. Whén a trainee is asked to practice a cer-
tain‘behavior——iead a discussioﬁ;'plan and conduct a self-directed learning-
.project, study a bock instead of merely rcading it—-and then to step:back
"and analyze what was done, he may find it hard to separate EEEE he did from
Qgﬁ or to think ébout the effects df what he did or didn'"t do. Training
designers must thefefore thinklclearly”abodt choice of training exercises and
the preparation of trainees for training experiences. They often must build
in almost as much ﬁime-for analysis or critique--for drawing out and helping
-——- -trainees—internalize the learning about learning implications of an activity--
as for conducting the activity itséif. And when .they conduct training activ-
igies, trainers need the discipline to avoid béing "seduced by content," since
processes are usually what they are teaching. Miller [30, p. 235] describes
this phenomenon in connection with training about learning from experienqe
and Bergevin and McKinley warn the participation trainer against becoming
fascinated by or over’invblved in the content of the discussion [3].

- Since learners (trainees) usually experience initial difficulty in func-

tioning on more than one level of experience, it becomes especially important

1
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1

when designing training activities to avoid the temptation to '"kill two birds

N .

¢!

with one stone''--to build extra impact into an exercise by providing for such
st ; . \

activity as g;oﬁp“éiEQﬁésioQ«abogé’Ehe characteristics of 4 good dié@uééign
topic, or planning a progrém abougi"progrgm planning." As another example;
Knewles ﬁakes his‘sample learning contract one which deals with understanding
the concept:of self—direéted learning {26, p. §2]. When this temptationﬂ;s g
not avoided, the trainer is in effect forcing the trainee to try ﬁo copeﬁlithi
three lgvels'of experience--an action that usually results in ccnsiderable

confus ton for those invoived.
dne.hrusted axiom of adult education is best forgotten in designiné

trainiﬁg activities: "Always involve the participant or learner in the
planning." Training design is the exception to this rule. Tﬁe potential
trainee uéually poésesses very little to contribute to training Qesign despite
the fact that he will almost always be able to make significant contributions
to edﬁcational desiga. Training design is sufficiently compiex;—involving
learning about léarning——as to preclude much useful input from the trainee.’
Th%strainee can ﬁfovide useful feedback as to the effectiveness of the
training, to be sure; and when training is conducted he can make u;eful
input--as when, for example, he is given opportunity to ideytify chérac—
teristics of his own iearning styleb

,AIt almosﬁ goeé without saying that the niost effective training will be
that which is rooted in research. Regearch need not be experimentai, however.
Action or developmental research can be juite effective.' The conéinued
relevance of laBoratory arnd participation training undéubtedly derivgs from
the solid rescarch base of these approaches to learning how to learn in groups.'
For example, initiaging, observing, aud analyzing many groups in the field

enables Bergevin and McKinley to predict accurately how long it takes a

6l
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collection of individuals to become a learniﬁg team (and warn trainers against
"short-cutting') or to outline the pitfalls to avoid in using a particular

plauning procedure [3]. A central task now confronting adult educationists

~is to conduct the research that will yield equally viable training designs

pertaining to self-directed learning and learning style, the learning of
tool and basic inquiry skills, and learning from experiénée.

Rgsearéh based or not, training should be so d-signed as to approximate
as closely as possible the conditions under which that being learned (about
learning). will be put tovuse. This means tnat role plqy and simulation:are
often utilized. It also means emphasis on doing——é.gu developing planning
skills by planning something and skills for conducting learning activities
by'conducting them in a practice enviromnment. .There must also bé included
provision for gaining insight into ény differences between the simﬁlated
coqqitions just experienced and the anticipated situations to be encountered
"back_home" or when and wherever the skills or understandings are ﬁo be used
in the futuré. DevelOping realistic plans and images of future use are eséen—
tial tuv the transfer of training [l5].

Another thing to be kept in mind by trainers and potential trainers is
the need to expect resistance, if not‘hostility. People do not necessarily
lLike to have their inability to listen, their poor study habits, their dogma-
tism, or Lhéir grou} leader§ﬂip deficiencies brought to the fore., One does
not change a basic orientdtion to learning without some conflict or antagonism
that is most likel§ to be directed against the nearest available target, the
trainer.

Finul;y, a1 word about the training of trainers is in order, Perhaps
the development of trainers is a preferable cexpression. For expericence has
shown that there is no royal road t9 pruduging trainers. The task is best
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understood as a process, since training of trainer courses have not proven
very productive. The process usually involves the following stages: (1)

. the person %irst experiences the activity in question (e.g., how to lead a
discussion or work out a lea;ning contract) in a training situation; (2) he
then gains further experience Qith the actiyiE;;f(S) he then serves as
assistant or heiping trainer in a traiﬂing'situ%ﬁion; (4) he then conducts
training activities on his own. Eva;uation agd.certificatién as a trainer
may or may not be interposed between:éteps Ehree and four--as has been done,

for example, by the National Training Laboratories and Indiara University in

laboratory and participation training, respectively.

Differentiaﬁing Training Needs

These observations have been made with training of the learner in mind.
It 1s also useful to ask what special knowledge and competency might be required
by those involved in other roles. What are some training ne. s of administra-
tors and teachers? To be sure, since thef are, hopefully, learners themselves,
~administrators and teachers will require the same basic competencies set forth
for a iearner: skill in planning,.conducting and evaluating group and self-
direcgéd learning activities (as well as basic learning‘tool skills). But
what additional knowledge and skills should be provided them by those who»
carry out pre-service and in-service training.for persons in these roles?

Administrators need to be helped to understanq the programatic implica-
tions of the learning how to léarn coﬁcépt——that learning how to learn
activities should be built into their programs--by coordinators, teachers,
and programmers. They need to see that orientation activities for new parti-
cipants in programs méke ample provision for learning about learning. They

need to hold before their staff membe;g the goal of helping people become more
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effective learners. They need to ask for hard evidence of progress toward

this laudable goal. And they need to take seriously the challenge to devote

‘less time to the development of ''content' activities and more to 'process"

aptivities that will enable people to be more effective as learners. The

administrator who acts on the implications of this important concept'will

'

look at materials, curricula, and performance of teachers and aides,

learning outcomes, and program evaluation in new ways. The training task for

professors of adult education and others insimilar roles obviously then

becomes the development of materials and activities that will help bring about

such a re-orientation or adjustment in priorities of the adult and continuing

education; administrator.

Administrators and staff members who

~

seek evidence of 'learner progress in

learning how to learn will inevitably be'cbnfgdnted with stating behavioral

objectives pertaining to such attainment. Tough ‘has modeled some objectives

for institutions desiring to improve performance in self-directed learning

and equip people for learning on their own:

1.

PR

As a resul: of his experiences in this educatiomal institution,
the student will tend to initiate a learning project when facing
a major® problem or task, and when experiencing strong puzzlement
or curiosity. He will use learning as one step in achieving
certain action goals in his home and family, in his leisure
activities, and on the job,

The student will realize that learning projects are common,
natural and useful. He will be aware thac people learn for
a variety of reasons, that most learning is not for credit,
and that each type of jlanner is appropriate in certain
circumstances. He will not regard any reason for learning,
or any type of planner, as strange or inferior. He will
not believe that learning with a professional teacher in an
educational institution is the only way to learn, and will
ot feel Luilty when he chooses otiter formats for learning.

fhe student will become much more competent at discovering
and setting his personai life gosls and learning goals, at
choosing the planner for his learning project, at conducting
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his own self-planned projects, at defining the desired
help and getting it from a person or group, at learning

. from nonhuman resources, and at evaluating his progress

and efficiency in a learning project [43, p. 149].

Teachers, aides, and counselors will be in direct contact with the
learner. The counselor needs to be aware that lack of leérn%rg skills may be
responsible for the adult's failure to profit from instruction or to get the
satisfaction necessary to prevent his dropping out. The teacher and aide need

to be able to help diagnose the individual learning problems and styles of the

adult learner. The teacher needs awareness of the implications of using

\\

‘approaches and methsaé\foc\which learners haven't been prepared: the futility

of lécturing to those who don't listen well; the unfairness of evaluating
students on reports without describing or modelihg a good report; the inappro-
priateness of employing discussion without providing students with guide-
lines for productive discqssion or of relyigg on home study for persons
lacking‘study skills.

Having helped adults to diagnose learning problems, the teacher must then
become as skilled as possible in assisting in the pvercoming or coping_with.
those progléms. If learning disabilitiesbare involyed, professional help will

usually be needed. ‘If skills in discussion or problem solving are needed, the

. teacher may either attempt to provide them or utilize outside help. If the

learner says, "I have no place to study at home;” the teacher or counselor

may help him to discover ghat the potential fofxsuch a resource exists by

talking over his home situation with him. Teachers can develop training skills—-
skills for helping learners learn more effectively. In time they can come to
regard training asa truly creative teaching task--one as important and rewarding as

helping people learn the skills or %P§Hect matter of the teacher's specialty,
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Sbme Research Implications

lp a pgovocative article in Adult Education, Jack Mezirow calls for
RITAN wducation'research carried ~ut by persons who involve themselves

totimacely in the situations they study and focus on the useful and praétical
aspects of "cruciai”'central hypotheses.5 It would seem Ehgt“research by
adult educationists concerning iearhing how to learn is made topdrder for
Mezirow's guidelines. Those who do experimentation and theory building about
learning how to learn do not necessarily need to do basic research. The; can
also apply findings and impligations fro& research done by (for example)
psychologists, communications experts, ahd reading specialiégs to adult educa-
tion situations in "order to éolve everyday teaching, learning, and administra-
tive problems with iearning how to learn dimensions. When Bergevin and
McKinley developed participation training they did not.first do basic resgarch
in group dynamics. They épplied group dynamics theory and technology and'some
principles about learning uondiﬁiOns from the literature of adult educatién.to
veveral dozen lucal group learning programs which they had initiéted and
then observed. From tnis emerged‘new theory and methodology packaged in a
useful system-that could be transmitted to others at the operationél level.
Similarly, adult cducatLouistsvcan now take new knowledge about seltf-directed
learning and learning stylé and apply it to local programs to find improved
ways of orienting new students, devising multi-streamed curricula, and train-
ing adults to cope with personal learning problems.

Burton Kreitlow, who has.consjstently concerned himself with needed reéearch
in adult education, offers the following questions for consideration:

5Sce "Toward a Theory ol Practice,' Vol. 21, No. 3 (Spring 1971).

(§18)
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"1l. What is the nature of the learning to learn concept?

2. Does learning to learn follow a different development pattern
in youth than in adulthood?

3. To what extent has the high school or college graduate learned
to learn?

4. What methods and techniques of instruction interfere with the
learning to learn concept?

5. What are the conditions under which one learns to learn?

6. What "educational ingredients" encourage learning to
learn in adults? [28]

All but the fourth seem to this writer to be promising lines of inquiry,
~
Concerning collaborative or group leafning, there would seem to be need
for developmental research about activities useful for training classroom
teachers how to help students overcome anxiety. Students need efficient
training activities concerning "how to use a teacher'--how to profit from a
lecture and how to give feedback to teachers. Ways to'encourage the forma-
tion of autonomous groups (and ways to help such groups plan and conduct
their learning) are needed [43, p. l46].
Speaking of participation training conducted in an institute or work-
shop setting, McKinley cites the need for studies:
l. To determine the relationship between the congruency
of participants' values and the extent to which the
training group members develop collaborative skills
of group effectiveness
2. To determine the extent to which the development of
trust and group cohesion in the training group (a)
frees participants to express their unique selves,
and (b) fosters conforming behaviors at the expense
of individual integrity
3. To determine the’ extent to which the development of

trust snd group cohesion are related to cognitive
styles of participants
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4. To determine the extent to which cognitive styles
of. participants are related to the willingness and
ability of the participants (a) to internalize
the norms of PT, and (b) to apply PT concepts and
procedures in.back-home situations

5. To determine the extent to which different "styles'
of trainer-intervention affect (a) the development
of participants' collaborative group skills, (b)
the participants' frustration levels in critical
sessions during the institute, (c) the participants’'
expressed satisfaction at the conclusion of the
training program, and (d) the participants'
willingness and ability to apply the concepts and
procedures ‘n bark-home situations.

6. To (a) develup structured ways.oi making individual
feedback available in the training program to those
who desire it without threatening unduly those who
de not desire it, and (b) determine the extent to
which individual feedback afficts the participants’
willingness and abilitv to apply tne concepts and
procedures in back-home situations o '

7. To deteirmine the extent to which participants’
orientations to authority and intimacy tend to
affect the training group's ability (a) to-achieve
tasks (e.g., make decisions by consensus) and (b)
to exercise the group maintenance function

Tn determine whether collaborative skills and the
‘ing ¢~ collaborative activities are learned most
ffectively (a) by groups of versons who have been
. rsonally unacquainted, or (v) by groups of persons
5> are acquainted and have worked together .®

i : ferences to cognitive style in two of these items (numbers 3 and
4 v+ ore the need for vwome of the future rescarch on learning how to
1.« v deal with the in:ecrelationships of the major components ol the

cot oot itsell (e.g., prop searning versus self-dirceted learning).

Additional topics supyrst chemselve

1. How can tr-ining for successful group learu.ny be best
combined it ~raining roc learning on one's own?

/

O5pe YParticipation Training: A System fov Adult Education,” Viewpoings
Vol. 51, No. 4 (July 1975).
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What are the implications of encouraging learners to
adapt a particular learning style? (Should not adult
education agencies accept responsibility for fostering
the development of competency in collaborative learning
as well as independent learning?)

o

3. How can adults be efficiently exposed to alternate styles
and helped to better understand themselves as learners?
What amount of preferences are attributable to lack of
experience or exposure to alternatives?

4. What obstacles arise and need to be overcome when
changing from one style to another7

5. What are the most viable components of style to utilize
in training adults tounderstand themselves as learners--
methodological preferences, the need for authority-
autur rny dichotomy, tendencies in information processing?

6. 'What are the most important concepts and skills to
-tild into training activities for administrators,
ceachers and learners respectively? And, what
ifferentiations need be made for training ABE learners,
continuing professional education participants, and the
participants in leisure type learning activities?

How can the skills of visual literacy be best developed
in the learner?’

Concerning cognitive_styie, Richard Cawley has called for research about

the following:

1. Does cognitive style remain stable over time with
adult population?

2. What is the relationship between life style. and
cognitive style?

3. Does a significant change in life situation result
in change in cognitive style? (How would returning
to full time study affect cognitive functioning?)

How does the setting in which one learns affect
cognitive style?

=~

5. What are the applications of research with pre-adults
concerning the "analytic" versus the 'relational"
cognitive styles?8

Tsee "Technology and Media for Lifelong learning,' by John Niemi in
Journal of Research and Development in Educat:. ., Vol. 7, No. 4 (Summer 1974).

“See "Cognitive Styles and the Adult Learner," Adult Education, Vol.26,
No. 2 (Winter 1976).

Q . 69
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Tough has identified needed research conceruning the carrying out of
personal learning projects. The initial decision making processes ;he adult
undergoes when undertaking a project, the processes of "help seeking' in
planning and conducting projects, and means of improving goalisctting on
onefs own require further investigation. The process by which one chooses
a planner and Ways to increase learner competency in the choice can be studied.
Also needed are research about (1) resources in self-planned learning projects
--kinds, effective use, influences on choice, how learners perceive resburces{
tools for learners to use in resource selectiony (2) the situation in which
help iQ usualiy received ("™How much time does the typical learner spend alone
with no rgsource? To what extent does he receive ﬁis human help in a one-to-
one situation, in a small group, in a large group, through a third person, by
mail, and by telephone? Within what context, program or institution...are
certain of the resources located?"); and (3) institutional experimentation with
consultative‘andrgroup help for self-planned learning. All of these éan be
researched'wigh special emphasis'onvsuch particular field or subject areas as

human relations, the professions, parent cducation, reform and rehabilitation,

social work, counseling, and higher education [43: pp. 75, 84, 99, 102, 156].

Finally it might be useful to conduct historical research concerning
N . //‘. L] . . :

learning how to learn. Perhaps a relationship can be established between
successtul adult education projects or programs and the successtul accommoda~
tion to learning how to learn requirements by project and program leaders.
Hid some discussion centered programs fail because of insufficient provision
for the development of discussion skills? Did some community development
projects quickly burn out due to lack of provision for process skills? Did

helping people learn how to learn contribute to the success ol Cooperative
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Extension, The Highlander Folk School, the Canadian Farm Forum, The Open
University, the Danish Folk Schooi, Pole's adult schools, the Botswana
brigades, the Mo;tana Project, the lyceum and Chautauqua?

Seen in its broad dimehsion then, learning how' to learn offers almost
unlimited potential for experimenta;ipn and research on the part of professioﬁala
researchﬁrs and practitioner -researchers. To carry out the most useful activ-
ities with the limited resources will require collaboration among funding
sources, graduate faculty, and program administrators. One or more conferences

about researching the learning how to learn concept almost surely would prove

of considerable benefit.

Summary

Each of three programming ar.d learning modes--institutional, shared-
membership, and. individuai--has its learning how to learn requirements.
There is need fof improvéd resources and procedures for training people tc
learn more successfully and act on the implications of the learning how to
learﬁ concept. Administrators, teachers aﬁd participants, among others, can
bengfiﬁ from training. The design of training activities presenﬁ;speciai“-
problems and chailenges, most of which derive from the complexity of learning
about learning. The learning how to learn concept offérs especially righ
possibilities for action and developmental research by adult educatiohists.

Research is needed concerning group learning, self-directed learning,

learning style, and their interrelatiénships.
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V. ANNOTATED BIBLIOGRAPHY

. 'Alabama University. Gift (Good Ideas for Teaching): Reading.
Tuscaloosa: Alabama University, 1972. 96 pp. ED 083 453

This handbook provides guidelines, procedures, and techniques fqr:
teaching basic reading.to adults., The Chapters.ogtline the séoée aad
sequence of an adult basic education cgursé, characteristics of the
adult learner, terminology, and ABE assessment instruments, vocabula;y,
comprehension, study skills, and materials. Included are many diag;ams
and exé;cises together‘with a bibliogréphy. /

!

Berger, Allen. - "A Guide for Developing Reading and Learning Skilfs of
High School, College and Adult Students." Journal of the Reading
Specialist, Vol. 8, No. 4 (May 1969), pp. 157-68. /

!

Describes a course (from which the author "received.encouraging
responses from students") to increase reading and.learning skiils.
Course includes discussion, instructor-student conferences, testing,
critical readirz exercises, rapid reading instruc;ion, readings about
study skills, group counseling regarding personal obstacles to learn-
ing; and clues for taking exams. Includes extensive bibliography.

Bergevin, Paul and John McKinley. Adult Education for the Church: The
Indiana Plan. St, Louis: Bethany Press, 1971. 160 pp.

An identical version of this book (1970) is in the ERIC system (ED 143
846) under the title, "The Indiana Plan:; A Revision and Abridgement of

Design for Adult Education in the Church." Design for Adult Eaucation

in the Church first appeared in 1958 {Seabury Press); it contained a widely
used, research-based system (the Indiana Plan) for planning, conducting
" and evaluating group learning activities for adnlts in religious settings.

A learning-to-leam orientatijor. pervades both the original and the briefer
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updated version. The latter includes an annotated bibliography of
P

i

thifty—five publications ccncerning the Ijjjﬁna Plan.

Bergevin, Paul and John McKinley. Parcic;bation Training for Adult’
Education. St. Louis: Bethany Press, 1965. 108 pp.

A research-based manual for trainers . .’ group members unaergoingr
participatiqn traiﬁing -- a means of lqarning how to learn in groups.
Utilizing small group discussions as a vehicle, members practice Qith
vari .. r .es, structures, and processes designed to improve their
skills in communication, need identification, collaborative

planning, and evaluation.

Borowsky, CGeorge and Others. Yellow Pages of Learning Resources.

Resources Directory Area Code 800. Cambridge: Massachusetts Institute
of Technology Press, 1972. 94 pp. ED 064 806

" This book is concerned with the potential of the city.as a place fo<

learning. Discovery of the city is facilitated by a catalog of seventy
glphabetiﬁally arranged categories made up of (1) people (twentv-eight
entries, ranging from butcher to psychologist); (2) places (twenty—hine
entries, from city hall to zoo); and (3) processes (thirteen entries,
from candymaking to weather forecasting). For each entry there are some
descriptive stataments, suggestions about utilizing the resource, a
series of questions, and (sometimes) a personal report. The design of
the book imitates the yellow pages of a telephéne directory.

Bradford, Leland P. and Others, Eds: T-Group Theory and Laboratory
Method. New York: John Wiley & Scns, 1964.

The authoritative book of the "grovp dynamics movement.' Summarizes
the state of smel: group learning cheory and practice seventeen years

after the first tra.ning laboratory was held. Calls learning how to

learn "a first goal of laboratory learning.
81 .
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7. Carlson, Robert A. Conceptual Learning: From Mollusks Lo Adult
Education. Syracuse: Syracuse University Library of Continuing
Education, 1973. 40 pp. ED 070 956

A brief analysis of Conceptual leafning in educaﬁion and adult education
ani'some philosophical implications for the practitioner are presented.
Traces the intellectual and political'growth of "coﬁceptual learning
movement.'" Lists recent seminal $£udies in the field and presents a
series of relatively non-technical interpretations. Analysis ofnthe
literature is concerned‘primarily with the more basic questicn of whether
the adult educator should attempt to incorporate conceptual learning into
his practice. Might serve as a starting point for considering the special
. factors involved in helping the adult lears ‘to learn concepts.

4

8. Casteneda, Carlos. The Teachings of Don Juan: A Yaqui Way of Knowledge.
New York: Ballantine, 1968. 276 PP . ¢ !

'An anthropologist's account of his experience with hallucinatory drugs
among American Indians of the Southwest. Describes a discipline that
can lead to becoming "a man of knowledge." Emphasizes the need to over-
come fear in learning certain kinds of things. A powerful and unusual
essay on learning and learning to learn as perceived in an alien culture,

See also Casteneda's A Separate Reality (Touchstone, 1972).

9. Catford, J.C. '"Learning a Language in the Field: Problems of Linguistic
Relativity." Ann Arbor: Michigan University, Cewnter for Research on
Language and Language Behavior, 1969. 15 pp. ED 028 438
Tiie author feels that there is no reason to suppose thatadults are less
capable th: children of learning a second language, given édequate
opportunity; and motivation. In terms of amount learned in comparable
time, the adult is about five times as efficient as tne child. Two

types of differences between languages are discussed -- differences in

the surface representation of quasi-universal ''deep" features, »nd
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dirferences in the "deep'" conceptualizations of peneral human expericnce
(the latter constituting "linguistic relativity™). Linguistic relativity,

while a problem for the adult learner, is also a source of. interest

. motivation for the mature student. The learner should be encouraged to

develop initiative, curiosity, empathy, and an awareness of what to look
for in the new language.

Caylor, Florence. "Learning is Learning to Learn How to Learn,'" 1973.
18 pp. ED 099 109

Advocates applying contemporary [indings from psychology and related
fields to the learning of music. Troposes objectives and guidelines
for the music educator's wse in b« i penple learn how to develop music

reiated learning skills and inéigh;s. (Not focused on the-adult learner.)

Cahen, Ruth and Others. Quest: ég Academic Skills Program. New York:
Harcourt Brace, 1974. 293 pp. '

A self instructibnal'book that uses the technique of-analytic questioning

to teach skills imprévement in re.ding, listening, note taking, composition,
exam preparation, and "gself-management.'" The latter. involves determining
performancé goals, selecting study activities, measuring progress, and
m;intaining skills. Aimed aﬁ secondary and college students.

'Coliican, Patricia M. '"Self-Planned Learning: Implications for tﬁe

Future of Adult Education." Technical Report No. 74-507. Syracuse:

Syracuse University Educational Policy Research Center, 1974. 29 pp.
ED 095 254 ' '

One of the-most iwmportant impiications for professional adult educators
drawn from this review of the literature (emphasizing seven research

studies which focus on the individual learner) stems from the increasing

evideuce that adults plan a great deal of learning for themselves without

1

‘any assistance or intervention from professional adult educators. The

. ]
studies indicate that an aduit's learning project is a specific, personal,
and individualiiag effort. Learners perceived that group learning did
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14,

. a short bibliocg aphj‘of related studies and truining programs.

not fulfill personal goals. The need for reliable subject matter resources
fér self-planned learning projects challcnges the adult edﬁcator to increase
the diversification in "packaging" subject matter (e.g., tapes, cassettes,
single topic néwsletters, television) for individual learning projects.
Dannemaier, William D. "Residual Gain in Learnirg as - Correlate of

Degree and Direction of Effort in Formal Adult Education Programs."

St. Louis: Washington University Graduate Institute of Education,

1963. 109 pp. ED 019 579

An investigation of the relationship between two types of study

behavior and three kinds of learning -- knowledge, compreheqsion,

and application. Part-time adult students in each of two first

semester psychology classes at Washington University were tested,

each class peing treated as a separate study. Two study behavior

scaleé were developed by homogeneity analysis, behavior one re-

flecting demonstrated acceptance of the established course content

and goals, and behavior two reflecting the tendency of students to

develop their ow&\goals-and content. Study beh;vior one was an

effective predictor of gain in knowledge, and thére was evidence

of a_pogitive relgtionship to gain in comprghension and application. -
Study behavior twl did not appear related to gain in knowledge-or in
comprehgnsion; but there was evfdence suggesting a relationship to

gain in appiicatioh.

Dansereau, D. F,. and Others. Learning Strategy Training Program: Questions.
and Answers for Effective Learning. Air Force Human Resources Laboratory.

AFHRL-TR-75-48. Jgne, 1975. 203 pp. ED 112 894

|

Describes an "integrated learning strategy program" to improve student
performance with regard to comprehension, retention, and retrieval of
written material and how to cope with distractions during these processes.

Reports success in-training’ the ‘normal learner to improve rec¢all. Includes -
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Erickson, D. H. and M. M. Nichols; Eds. 'Learning How to Learn.,"
WICHE -~ Mountain States Regional Medical Program, 3100 Henderson
Drive, Chryenne, Wyoming, 1970. 117 pp. ED 120 526

Describes a three-day seminar for perscns responsible for continuing

" education in health professions--including nurses, physicians, dentists,

édministrators, and technicians. Participants received theory about
adult learning and program planning, then practiced planning in small
groups. Inclﬁdés several instruﬁents for training in planning skills
along with the test adminisgéred before and after the seminar.

tiordon, George K. '"Human Relations —- Sensitivity Training,' in Robert

M. Smith, and Others, Eds., Handbook ol Adult Education. New York:
MacMillan, 1970, pp. 425-38.

Expiains the fation;le, purposes and methods of what is sometimes

called the group dynamiés approach. .Says~human relations training
programs usually share these characteristics: focus on learning about
self and relationships with others; focus on the personal experiéncé of
the learners thpmseives; learners become collaborative investigators

who accept increasing responsibility for directing their own learning.
Includes a bibliogfaphy.

Griffith, William S. and Ann P. Hayes, Eds. Adult Basic Education: The

State of the Art. Washington, D.C.: Superintendent of Documents, U.S.
Government Printing Office, GPO 820-473, 1970. 255 pp. ED 051 475

Developed 5pecifically‘for a workshop to increase and to improve
university teacher training programs in adult basic ‘education (held ~

at the University of Chicago in 1969). The twenty-four chapters, which
serve as a benchmark of research immediately relevant to adult basic
education, havé been arranged in eight major categories: teacher tréining,
adult students, testing adults, curriculum development :n;‘@aterials,

economic considerations, programs, culture or socidl str .tification, and
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overviews of adult basic education: research and programs. Material on
learning se; (p. 58 ff.) and cognitive style is directly related to
learning how to learn. |

18. CGrotelueschen, Arden D. "Influence of Cognitive and Affective Factors
on Adult Learning: Three Experimental Studies." Urbana: Illinois
University Center for Instructional Research and Curriculum Evaluaticn,
1972. 77 pp. ED 092 800
After a review of therliterature, the document describes three experiments:
Expefiment One was to aécertain the effects of prior relevant subject
matter knowledge, differentially structured introductory learning
materials, and differentially Sequenced'leérning tasks on learning
acquisition and transfer. Experiment Two sought to determine the extent
to which self-regard and learning performance are influenced by the type
and extent of feedback received during stages of a maﬁhemétical learning
activity. The purpose of Experiment Three was to find the effects of
presenting sets of intfoductory mathematicai learning materials which are
differentially structured with respect to a concrete—abstract dimension.
The effects of the adult learner's subject matter background and sex on
learning and.transfer were also inQestigated. Subjects with iittlebprior
knowiedge benefited most from materials structured to progress from concrete
to abstract information. For those with high levels of prior knowledge

th: reverse was true.

19. Hancock, Alan. Planning for ITV. A Handbook of Instructional Television.
New York: Humanities Press, Inc., 1971. 236 pp. ED 071 383

A manual and guide for practitioners of educational television. The
principles of educaticnal television are described along with a variety .
of applications. Methods of utilization and evaluation are provided,

with full treatment of problems in staffing, recruiting, and tiaining.
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Suggests that much more needs to be learned about the process of
teaching and learning by television.

20. Herd. David. 'The Means of Expression." Adult Education (London) ,
Vol. 45, No.3 (September 1972), ppP. 150-53.

Dascribes a twenty-hour course designed to introduce prospective adult
students to study ski’ls and materials.

21. Herr, Selma E. Effective Reading for Adults. Dubuque, Iowa: William
C. Brown Co., 1966. 234 pp. ED 022 119

After a consideratior of the causes of ineffective reading, this pub-
lication presents organized lessons (including fifty reading selections)
fer improving adult reading skills together with specific sﬁgges;ions
for securing the main idea, developing word power, developing such skills
as skimming, folluwing directions, visualization, and improving the
physical aspects of reading. A final reading test, progress record
forms, and keys for exercises are included.

22. iloule, Cyril O. Continuing Your Education. New York: McGraw-Hill,
1964. 183 pp. :

A relaxed, readable book to help the adult learner increase his ability

to plan a personal program of study, to read intelligently, write clearly

and effecgivel;, concentrate, remember, and master a skill. Contains

prescfip&ions for aduits enrolled in orggnized courses, including the

taking of examinations and participating in disgpssion. 'Includes

suggestions fordeveloping a lifet;mé learning plan and resources to use.
23, Huﬁphrey, F. Chérles. "A Study of Adults' Preferences for Control of
Molar Learning Activities." "Paper presgnted at the Adult Education
Research Conference, Chicago, Illinois, April, 1974.. 24 pp. ED 094 103
A research design wasKAeveldped'td Lnﬁestigate if adults participating’
in noncredit coufges have different preferences for control in class

learning activities. It was’ concluded that different advlts do have
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different attitudes toward control of molar learning in non-credit
courses. Thé subjects showed more positive attitudes toward congrol

of courses dealing with issues than of courses teaching skills and

were more desirous of exerting control over genera} goals and 'direction
sett*r3" than over the other aspectsc of planning and evaluation.
Findings hzve implications for assisting adults to take responsibility

for the teac'.ing-learning transaction.

24, Jensen, Clen: "ducation for Self-Fulfillment." Chapter 31 in Handbook
of Adult Educats.. Robert . Smith and Others, Eds. New York: :

Macmillan, 1970. ;

A pfofessor of ad. r .. ..otion advocates regarding learning how to

learn as import- i & 1 s ggesrs that teaching adults how to learn be
uvbjective for the teacher.

25.  knowles, Malcolm, The Moders Practice of Adult Education.- New York.
{issociation Preas, 197C. 1334 op,

AﬂﬁﬁﬁpréhénSiVE, authoritative work about the administration, design,
concuct, and evaluation of adult education activities. Contains
refergncéé‘to the idea of learning how to learn and an orientation
compétihle with ip. Stresses the impor:ance of helping adultsito

“ecome maximally respcnsible for the teaching~learning transaction., In

The Adult Learnmer: A Ne:lectoed Species (Sulf Publishing Co., 1973),
Knowles supgasts building "learning-how-to-learn'" orientation activities
 into adult education >rograms that emphasize self—directed learning or

learner responsibility for the activities iuvolwed. He includes an
: v p :

exa~ple of how .u do tu,s,

. 26. Knowles, Malcolm. Self--Dirz. .zd Leariing. New York: _Association Press,
1975. 135 p:. ' o

Teachers ca: use this manval "a. a rescurce for designing strategies for

helping their students learn how to take more responsibility for their

81

ERIC . 88

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

2/,

' It wre olso written to help the adult move tewir:!

own learning.'
increased competence as d self-directed inquirer. Lt provides o ratioanale
for self-directed learning.together with a variety of procedures and tools
for bc .n teachers and Studentg. Includes guidelines for "contract

learning."

Knox, Alan B. '"Life Long Self-Directed Education," 1973. 110 pp.
ED 074 346

A rationale is presented (with examples of an approach) for professionals

iﬁ the heélth sciences becoming morc self-directed in the wavs in which

they continue education throughcut their careers. The objectives of the
sresentation are: (1) to understand the functioning of the "mentor role"

as it is qsed to guide sélf—directed education of health professionals;

(2) to better understand a variety ofhuffective strategics by which
professi-.nals ir the health sciences can alternate bctween action problems

and knc ‘ledge resources§ (3) to recognire the way in wﬁich églf—directed
educatirh“fits into the bruader context of centinuing professional educa-

vion; (4) to recognize thut self-directedness in lea;ning i§)aucontinuumn

vhich can be used by profeséion;ls ﬁ; discover ways in which learning

cffect.. eness can be impy wed; and (5) to appreciptejthe ways in which

th.. proposed approach tn lifr-lorg self-directed education can be used.

Includes guid ‘lines for facil:tation of :elf-directéd education, —
Kreii.ow Rurton. Educating the ..ult Educator: Taxonomy of Needed

Fesearch. Madison: Univer.ity ¢i Wisconsin Center for Cognitive
Learning, Part II, 1968. 28 pp. ED 02: 031 '

Conc ludes glistiy_important’questions.aboup alult learniﬁg.that are in
need of rv%earéh with ¢ -varal reéqrding the concept of léarning to.lcurn,
including, "What are the conditions under which one learns to learn,'' and
"Wwhat educaliona! ingredieuts encourage learning to learn in adults?"
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29. Kuhlen, Raymond G. and Others. Learning and Cognitive Performance in
Adults. Syracuse: Syracuse University, 1967. 106 pp. ED 015 413

This retrospective biBliography of over fifteen hundred items is largely
devoted to various types of adult learning and cognitive behavior (con-
ditioning, skill learning, discrimination, verbal learning, problem
solving and complex behavior, meﬁory, verbal behavior, and set), to
studieé on intelligence and test behavior (age changes, correlationzl and
factor analytic research; vocabulary, Biological intelligence, psycho-
motor tests,and populations with organic and functional disorders), and
to the effects of aging on perception; Also repfgsented are studies of
reaction time; achievement and productivity, and education and indu;trial
.training, together with psychophysiological research, methodological
problems in aging research, along with reviews of literature.

30. Miller, Harry. Teaching and Learning in Adult Education. New York:
Macmillan, 1964. 340 pp. ' :

A wide ranging book that includes a discussion of learning from éxperi—l,
enée——the need to-maximize one's potential for doing so and the obstacles’
to learning from experience. Includes suggestions for traiuing adults to
learn from experience by reflection and by utilizing the resources which
lieyallfabout them in the community.

31. Monge, Rolf H. and Eric F. Cardner. "A Program of Research in Adult
Differences in Cognitive Performance and Learning: Backgrounds for
Adult Education and Vocational Retraining.'" Syracuse: Syracuse
University Department of Psychology, 1972. 256 PP.- ED 059 417
A five-year program of research in adult learning is described. Purposes
included determining age differences in cognitive abilities, surveying
the educational baczkgrounds and ékills “hat older and younger adults bring

to learning sitations, studying age differences in personality charac-

teristics of a type likely to influence the individual's learning, and
83
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34,

investigating the interaction of the ubove variables with the age of the

'

learner in determining learning and performance. Includes discussion of-
adult age difference: .‘n cognitive tfunctioning, in educational background,

learning orientation, and performance.

Mocre, Michael G.. "Léarner Autonomy: The Second Dimension of Independent
Learning.'" Convergence, Vol. 5, No.” 2 (1972), pp. 76-78. '

Report of a study on 'distance teaching,'" where teaching and learning

occur in separate places. Author feels the trend will be towards teaching
students how to learn rather than specific subject matter. Entire issue
has implications for helping adults learn to learn through correspondence

and related methods.

Niemi, John A. "The Meaning of Lifelong Learni :;." Paper presented at

the annual conference of the Northwest Adult Eduéution Association,
Oct. 12, 1972, 12 pp. ED 068 833

The concept of lifelong learning generally embraces both learning by
chance and‘learning by design, and it has three dimensions--perpendicular,

horizontal, and depth. Adult educators nead to learn to use the medin

consistently and efficiently «nd help adults acquire the skills needed

to embark on their own styles of lifelong learning. Says. adult educators

d

often, erroneously' assume that learners possess the necessary skills or
tonls with which to learn.: Mentions "visual literacy” and the skills

needed o prurit f{rom viewing f{ilms and television.

Ne rman, DonaldiA. "Cognitive Organization and Learning.” La Jolla, Cal,:

California University Center {or Human Information Processing, 1973,
42 pp. ED 0835 543 ‘

States that when one learns complex materinl, the important thing

t

“appeirs to be the ability to understand the material, Once understanding

oceurs, learning and remembering follow automatically. The conventiconal
psychological literature says little about the processes involved in the
91
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learning of complex material-—ﬁaterial that takes weeks, months, and

even years .to be learned. This.research criented paper treats tﬁé nature
of understanding, the'types of hyéotheses that subjects bring to Bear on
the'learningbprocess,‘and the tvpes of processé¢s that need further study
in order to develop improved.teaching—learning theory. <Cites implica-

tions for assisting adults improve in learning that involves problem

solving.

35. Pask, Gordon. '"Strategic Disposition Tests and the Influence of Learning
Strategy on the Performance and akdown of Skills." Springfield, Va.:
National Technical Information Service (AD-752-634), 1972. 21 pp.

ED 073 374

This Air Force sponsored effort was focused on projects to develop
"strategic disposition tests" for determining individual competence and
preferred learning stYle and to examine the relationships between indi-
vidual competence and performance on a task under conditions of stress
as a function of type of training.

36. Preising, Paul P. and Robert Frost. "Increasing Student Retention
Through Application'of Attitude Change Packages (and) Increasing GPA
and Student Retention of Low Income Minority Community College Students
Through Application of Nightenga'®  “~onant Change Packages.' Paper pre-
sented at California Associatior .. - Institutional Research, May, 1972.
17 pp. ED 076 188
The first of two experimental studies reported was conducted to determine
whether thirty unempioyed aercspace ‘engineers who received computer science
trairing as well as the Nightengale-Conant Attitude Changé packages would
have significéntly higher course completion rates than control classes
whose members did not receive the attitude change packages. Findings
showed‘subjeccs benefitted from both the occupational training and the
experience of learuing to set personal goals. The second study applied

_Nightengale-Conant Attitude Change packages to twenty-four low-income,

minority community college students with the effect that the grade point
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37.

38.

39.

40.

averages and retention rates of these students were higher than the

GPA and retention rates of a control group.

Rossman, Michael. On Learning and Social Change: Transcending the
Totalitarian Classroom. New York: Random House, 1972. 384 pp.

About.the games teachérs and students play -- in higher education.
Discusse; the revolution of the sixties, ffee schools, free universities
and the possibility of learning to learn from children. Advocates
learning to become an autonomous learner.

Smith, Charlene W. 'How's Your Listening?'" Instructor, Vol. 84, No. 2
(October 1974), pp. 59-68.

Though focused on ﬁhe education c¢f children, this a;ticle_could be

adapted to teaching adults to improve their lisﬁening skills. Contains
exercises pertaining to listening for: (l) de;gils;‘(Z) understanding

the main idea; (3) m;king inferences and’judgemeuts; and (4) following ©
directioné; as well as listening in order to evaluate adﬁertising, materials,
and speakers' points of view.

Smith, Einn H. '"What the Adult Basic Education Student Should Learn

While Learning to Read." Adult Leadership, Vol. 21, No. 7 (January 1973),
pp. 227-28.

Reading, composition, speaking and listening are the basic skills of ABE —-
the vehicles through which coatent is learned. Spells out the ABE levels
at which these should be emﬁhasized and gives practical suggestions for

their introduction and for relating them to other content.

Smith, Robert M. '"Some Uses of Participation Training." Adult Leadershin,
Vol. 18, No. 3 (September 1969), pp. 77-78. ' :

7
Explains btriefly the workings of this approach to helping people learn
how to learn more effectively in small groups. Compares participation

training with sensitivity and T-group training. Describes applications

in the first phase of a longer course, open course programming, an urban
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41,

42.

43.

governmené training center, and secondary schools. Mentions the training
of trainers. A much more comprehensive, but'less readily available, treat-
ment pf participation training as a system is found in the (entire) July,
1975 jissue of Viewgointg, the Bulletin éf the Scﬁool of Education at
Indiaqu University (Véi.{Sl, No. 4), Leon McKenzie, editor.

Stern, Milton. 'How to Use a Teacher." Pleasures in Learning. New York:
New Yﬁrk University, Con?inuing Education Division (October 1958). 4 pp

How to:get the most fromia continuing education coursc——espgciaylx a'non_
crédit'university level course. Encouréges active listening; méking the
instructor awafe of one's needs, and adjusting to his or her style and
personality. Warns the reader that sheer hard work and drudgery may be
required for certain kinds of learning.

Syracuse University. '"Self Concept in Adult Participation. Conference

Report and Bibliography.'" Syracuse: Syracuse University, ERIC Clearing-
house on Adult Education, 1969. 70 pp. ED 033 252

Three conference papers, together with abstracts, are presented on adult

education participation and self-concept. Propositions regarding behavior -

and motivation are discussed in the context of a theory of self-concept.
Curiosity, enjoyment of learning activities, and pleasure in acquiring

‘and/or posseséing knowledge are among the reasons stregsed for involving
8 ’
loneself in learning. Also considered are the ways in which conflicting
|
\

psychological needs, role tramsition, and the attitude or sense of power-

lessness affect adult learning. : _ e T

iough, Allen. The Adult's Learning Projects. é.Fresthpbf;ach to Theory
and Practice in Adult Learning. Toronto: 'The Ontario. Tastitute for
Studies in Education, 1971. 169 pp. ED 054 428

The why, how, and where of the adult's leafning projects are gnéompassed
in this major work. Central fucus is on the adult's vfforts to learn --

his decisions, preparations, rcasons for learning, sources of help, problems

9 4.’
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44,

45,

and needs. The fifteen chapters treat the following: highly deliberate
efforts to learn; ;pisodes and learning projects; whether le%fning projects
are common and impértant; what people learn; why peoplé learn; preparatory
steps in deciding to proceed with a learning project; choosing the planner;
how common and important each type of planner may be; self—planned learning;
impreving self-planned learning; when a nonhuman resource serves as

planner; learning projécts planned by & persvi: is a one-to-one relationship;
a group or its leader as planner; and practical implications for imstitu-
tions and instructors, AAn extensive bibliography is included.

Warren, Virginia B. How Adults Can Learn More -~ Faster: A Practical
Handbock for Adult Students. Washington, D.C.: National Association

for Public School Adult Education, 1966. 55 pp. ED 024 911

This handbook gives advice to the adult learner on such matters as
effectively concentrating and listening, iwproving reading skills,
responsibly taking part in group discussion, and the successful taking
of tests. Also included is discussion of adult learning processes an&
efficient study habité. Concludiag chapters deal with the use of
coﬁmunity resources and television and give g@vice abouF how to continue
learning every day.

Wentworth, Robert B. '"How to Study A Correspondence Course.” Boston:
Massachusetts State Board of Education, 1967. 22 pp. ED 031 631

. This guide to learning through correspondence presents suggestions for
good study habits and techniques and for taking examinations. Discussion

-0of how adults learn is followed by information on necessatry equipment,

memorization, reading improvement, use of the study guide, submitting
lessons, and grading of lessons. Th2 section on examinations deals with

the preparation and writing of both essay and objective types.
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46..{“What is the Teachér—Studeht Kole in ABE?" (30 minute color viden tape).
Maryland State DJepartment of Education, 1975, tape No. 4.

One of thirty video tapes for in-service education of ABE teachers,
Explains the many roles of "teacher" and the concept of learning style,
Shows how the teacher can be a modcl of a good learnexr as well as help
the student to develop self-confidence, improve recall and memory, and
becone active. in . defining personal goals. There is also some treatment
of learning style in tape number 19.

47. Wilson, Robert R. 'The Effects of Selected Programming-- Analog Techniqueé
and Voice Contact on Completion Behavior in Correspondence Education."
Ph.D. Thesis. University of Michigan, 1968. 195 Pp. University
Microtilms Order No. 69-2409,

How to studymaterials helped to increase the completion rate of rersons

. . .
enrolled in correspondence courses.

48. lZetterberyg, Hans L. Museums and Adult Education. Paris: International
Council of Museums, 6 Rue Franklin, 1969. 98 pp. ED 044 928

The problems and potentials of adult educaticn in museums are set forth

in this UNESCO sponsored book. BRoth the historical and contemporary
sprvicéglof mu$eumé are considergd. Essays treat the interplay of
scholarship and education'and collection and educétion, factors affecting
.the scope of the educgtibnal program, tﬁe philosophy of active education,

the unique aspects of ;dult education, the principles of progressive
seif-education and the written word, progression and circulaticn in exhibits,
spuldes and teaching styles, scheduling, attracting advlts, and gauging

success. Includes a bibliography.
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