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} PART I
il :
‘ ! ' INTRODUCTION
' e

Our aim in this paper is to report out for the .first time the ways in which
hundreds of part{cipa ts in futures-invention activities chose to understand .adult
learning, and its assoéiated educative -activities, within the context of alterna-

. 'ttvé futures for higher/post-secondary education. For a number of years, the
~Y ‘ :

lauthors have worked with faculty, students and administrators‘within institutions

of higher/pos;—secondary education in inventing the future of education. A wide
. - . & .

réﬁge of alternative futures has emerged from this work, conducted in graduate

; & " .
., seminars, in short- and long-term social action research and in participatory
{

«

. \p@aﬂhing projects with 1nstitution? éhd consortia. ¢
“\ .

The m)tetiels generated in futures-invention seminars and workshops hdvé,
-

until now, béén'analyzed énd used only in social action research; that is, they
have. been the basis for the ¢ontinuing action of participantsi This is the first
time that Ehese mat;rials have been collectively subjected to analysis lq order
toiidentifi for persons other than the participants the central thrusts emerging

from this wealth of 1nformatton: The nature and source .of the materialézis, in’
o P o
. - N .

the opinion of the authors, sufficiently 1mporiant to warrant the repord.{A ;
* N

Participants' claims on the future do not fep:esent "of f-the-top-~of-the-head"
opinions, nor are they commands to the establishiment to '"shape up". Rathegt they
are the thoughtful and considered intentions of individuals and groups who are

committed to acting on their, intentions.

In all of :their work §ich participants, the authors have sought to|enable

persons to discover new criteria for their actions and to'test out in action and

.

legitimaée these criteria. The concern has been not merely with knowing or with

predicting the future, bu# with doing something about it.
; | . .
Too often,_the domaiT of the future is appropriated by the moder tendengy to

|
consider all human questions as knowledge questions such as the ones asked by the

hard sciences in whic¢h ce*tainty is sought through causal relationshfps and ~




'3 .
explanations. That approach u%fortunately leads to two consequences: a develop-

/

" ment of a_preventive stance té;ards thé future, and the development of.an' da tivé
Tﬁqrels another approach to the*futﬁre. It i1s heuristic and grounded invthe
capacity of persons to learn the ?;ture (as distinguished from being educated
kabout the future). But the fufure is not considered primarily the domain of

L4

knowledge. It is the domain of action. We know (or hope to know) the past. We

3

act towards thg future. The methodol?gy of this thitd approach is called action-
. - ¢

inquiry and its,iwactice<is futures—i%vention. The stance is neither preventive,

nor adaptive, it is inventive.- The cﬂaim is that we should attempt to bring into -

existence not-yet-occurred states of %ffairs,/new human practices which enable

/
us to organize our social conduct (in all of its forms) in new ways.1

Futures-Invention Activities

v

The activities of futures-invention are a form of teaching and learning the
Al
future in which persons aim to enable each other to dfsgover their intentions
towards the future, the actions by which these intentions may be actualized in

the present and the consequences of these actions. In short, persons are enabled

.

_to discover théir human possibilitgég.z
The preferreq deviée for futures—invention is a‘;esidential worksﬁop involv—

ing from f&rty to sixty working hours. Alternatively; under certain conditions,

persons come together. for a few hours eaci~week over a period of months (for

. ?guample, in a seminar format) or over seve;al weekends. The time given to the

work is a minimum of forty hours. .\I

.

. ) s

1. For a more extensive discussion of these alternative approaches to the future,
see Warren L. Ziegler, "Education and the Future', McGill Journal of Education,
Spring, 1977, Vol.XII, No.l. ¢ : <

h
2. For a more extensive discussion of the futures-invention methodology see Warren
L. Ziegler, Grace M. Healy and Jill H, Ellsworth, "Futures-Invention: An
Approach to Civic Lﬁferacy" in Methods and Materjials in Continuing Education,
Los Angelgf, Klevins Publications, 1976. * F

o

J
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Four moﬁes'of reflective action are employed~1; futures-invention: (1)‘par;—
) icipanis wg@& by Fhemaelves, as individuals, to explicate their 1ntent1?na;’claims
on the futurée (in thig case, the future of pbst-egconda;y gducation);.(Z) partic-
ipants work in small (three peréonl facilitat{ng groups to help each other clarify
these intentional, claims (usually framed for a specific time period in the range : ‘
of ten to fifty years); (3)-participants'work together in poiicy teams (five to
fifteen persgns) in order to discover possible,'collective agreements about their
goals, strategies and actions; (4) participanés’meet together in p;enary sessions
to be iﬁtroduced to.the specific exercises of futdres-anencion.'co réview and
, critique their work, a;d to negotiate decision; in the present about their alterna-
tive cho}cés for the future.

hhen participants who come tbgethe; for futures-invention have a commdh concern
(as is generally the case in workshops),'theytrili form policy teams and negotiate
decisions both about alternative choices for ths future, and about actions thag will
bring about tho;e futures. In seminars, it is more often the case that persons
work through the activities individually (though with the clarification of other
seminar members) and the commitment Fo action is not a collectiverne,.at least
noL by members of.the given seminar.

In brief, the refleﬁtive actIon of futures-invention is.associated bith é series
of questions that are;translatediinto a set of pract;caf exercises. The exerciées

include: goal formulation, indicator invention, conseduence forecasting, assumption

identification, scenario construction, value shift assessment, futures history

writing, tactics and strategies, action priorities, and collective action commitment.

®

Source of Material !

For the purpose of this paper, .the written materials that were analy%ed were

taken from the future scenarios developed by the participants 1ndividuall& or in

\

" .
policy teams. These scenarios consist of a goal statement (for times between the

years 1980 and 2020), indicators .of the goal's acéomplishment, forecastéd conse-

6
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quences (both positive and negative) of the -goal's achievement and assumptions. .

The scenarios were developed in seven graduate!seminara and seven workshops held

between 1970 and 1976. Over one hundred persoﬁs pérticipated in university sem-
I

inars which addressed the future of post-sgco daryreducation. The majority of

-these-participants were professionals, some were/éeachers and administtators in
colleges and universities; some wefe.based in the medical profession or in gov-
ernment; otﬁers';;re associated with ; wide variety ‘of adult educatidn agencies.
Workshop participants included teachers; administratofs, researchers, sdméﬁsﬁifuatei

and undergraduate students and consultants,assogiated with these 1nstitut16ns‘gf

1
P

higher education. ’ ’ oo . ) -*d. . ',

One hundred sixty scenarios, representing the work of over 400 persons{‘ﬁere

read and disaggregated {nto items. These items ‘are essentially predicates \

(intentional claims) about desirable future stafes of affairs. Each pred@héie
carries its own ostensible meaning. In this kind of content anal;;is, the aim

. 1s to interpret the ma;erial as little as possible, hot to guess at what partici-
pants meant, but to report it in theirownwords (Many items e;trac::d from the

scenarios were clearly of the same 1ntent, i.e., identical words were used. Theg@s™

L
have not been repeated.’)
The actual material, consistihg of 221 items (131 from individuals and 90
5 k from policy teams), is reported as fully dnd faithfully as possible so that the

reader can come to his/her own judgement about meaningé. Theonly editing consists
& ’ of eliminating words used py some participants to make full sentences (as distin-
.guished from predicéfes) and adding words in the text whep necessary, for clear
érammar. It is the judgemert of the authors, after careful reading of each
scenario, that removal of the predicafes from their cdnte;ts has changed neither
the clarity nor the meaning of the parricipan(é' intgnded goals as explicated in

those scenarios.

Items which represent. an individual's intentional claim on the future are
2N ’ —_—————
| .
| . " ;

» /

-l




¥ . . | .
"designated (I); those representing a policy team's collective intentional claim on

¥

»

,kthe future are labelled (T). It may be of interest for the reader as he/she

cbnhiderq the items to mote that, in many instances, individual statemehts' tend

to greater generality, while policy teaﬁ predicates reflect the specificity of an

organizational or social action_setﬁing. : — .

.

The items have been organized into two main categories: the first (Part II)

focusing on the adult’ learner as agent (one who has intentions about his/heg

‘lgarning and is prepared to make choices about means and ends) and the second

(Part III) focusing on alternative degirable futures for post-secondary education.

-

The 6rganization into categories and subcaCeéories is done in an atFem&t to render
participants' intentional statements intelligible without damaging gheir integrity. *
(In the intitial abstractiné of p;edicates from the scenarios, twenty-one groupings
we;e founa. Add}tiongl ca;eful examination and clustéring produced the catégories
and subecategories reported here.) - - .
. Approximagely seventy-five percent éf the predicates come ftog explicit goal

statements. The remaining were found in indicators and consequences. The reader

-

.
should note that goals, consequences and indicators are defined as follgws: the

goal is a noc-yet—OCCu}red future state of affairs, sogething that the individual

or team is committed to bringing aboﬁt, something that is judged good, that is,
in‘their judgement, ic'ﬁug:S\po be. Indicators answer the questioﬂ: how do you
know that your goal is ;chieved? Inaicators.are not the goal, but s£ag§ for its
existence; they are signix;f the reality of the goal; they tell concretely what is

happening relative to persyns, places, institutions, organizations, behaviors and

[}

practices? Indicators are concurrent with the goal's achievement. Consequences

answer the question: what are the impacts, positive and negative, of the goal

‘after its achievemert? The assumption is not made that because a goal is good for
\

‘some, it is good for all. On the contrary, assuming that a goal is achieved and

)

fhlly operarational, individuals and teams seek to idéntify the goal's positive and

negative impacts on persons, groups, organizations and settings.

’ ‘ C i 8
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ik PART 1I
. ; - THE PRINCIPLE OF LEARNING AGENCY

.

A. Tﬁe Learner as Agent: Re§pon61b111£y for Choice and Decision

* In the futures-invention seminars and workshops, one major ét#rting point of
ﬁany paféicipan;s'das an exblicit fpcus én the (adult) learner as agent, i.e., a
péreoﬁ who has intentions about his/her learning and is prepared to take respons-
ibility for making chofcgs qboué its ends and means.3 We might ¢all this the
pro-active staﬁ;e towards adult learning as diatiﬁguished from the reactive
stance. Cleafly, this is a starting point, not an ending point. Many practical,
strategic qdesqions are not yet'éhswereh when a participant explicitly states an

N '

intention to bring aboﬁt a state of affairs such that the learner'is_in charge’
of his/her own learning. Much of what we report out in Part IIT has to do with
practical questions, such as: where'and when does this leatniné take place, under
what condiﬁions, for what purposes, with what consequences for “the learner, for
social institutions, for post-secondary education and for new {nstitutional forma-
tions for teaching and learning. » . - \

. ﬁévértﬁelesé. even though the 1mplipations and practical\meanings of this

\\
intention to put the adult learner in charge are not explicated\;n this section,

the centrality of this notion for the future of iifelong learning\%s undisputed.

Participants were announcing, as it were, a "new" principle for poaétfecondary

education: whatever the wide range of alternative aﬁtangements“fqr ;ég adminié- ) J
tration of these learning activities, the responsipility for initiatiﬁg‘gnd

gnd:choosing among them ought to reside with the learner. |

As some participantg put it:

(I) - the individual is begt qualified to make decisions about his/her own
alternative educational purposes and processes )

3. For a more extensive discussion of agency and personhood as it relates\to adult
learning, see Warren L. Ziegler, On Civic Literacy, Working Draft, Educhtional o
Policy Research Center, Syracuse Research Corporation, June, 1974.

. ﬂ ‘ 9
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(T) - opportunity for all adults ’to evakuate/eelect/pursue choices of
learning endeavors \ |

(1) - learning and evaluation should be self-directed; each person should
, set his/her own standards

(I) - (in a desirable future), learners generate a commitment to continuing
. education, develop their own educational goqg;‘), do their own evalua-
L tion (formative and summative), develop their¥ contingency manage-
ment system and their own strategies

~

In making the principle of the learner as agencf central to their invention,
some individuals focused on a correlative propoeit%on dbout’ the enabling fhnc;iong/
of educational delivery systems:

(I) - "learning strategies" become part ‘of the core school curriculum

(}) - post-secondary educational programs become tailored to fit learners'
styles, capabilities, biophysical and psych-social strengths and needs

(I) - independent study becomes the central approach of cooﬁerative extension

home economics with self-directed learning available to everyone
4 i .

(I) - individualized instruction (is in existence); the student selects the

content, method and pace of learning - = i
3 s N

(1) 4-(there should be) the development of new diagnostic instruments to
enable learners to know if a particular learning experience meets their
interests ‘and needs, intrinsic motivation, physical and intellectual
abiltty

(1) - de%elopmenf\q{k:: effective learning ecology in post-secondary education;
pro?sective 1 ers ¢Roose teachers, styles, learning environments B
How and wﬁy!post-secondary educational delivery systems might more effectively
enable the developgent and maturation of the learner as agent constitutes a major
focus of much of c%e invention of the future of lifelong learning. But the agency
of the learner 1s*a predominant, theme with which participants grappled in many
complex ways, even when they did not enunciafe the principle as explicitly as

stated above.

kT) - the student, (college-level) takes responsibility for his/her learning

«(T) - (it. is ithe) prerogative of the individual to evaluate and be evaluated
2 ¢4 5 -
(T) - studenﬁs shbqld determine their own learning needs

. TBag .
(T) - learners. sk .d develop programs and assessments

~ X
programs (cdllege level) should be varied, responsive to the diverse
needs of learners

fi- 'f{ 10

(T)
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To emphasize the primacy of the learner as-égent in lifelong learning has
~clear implications for the aﬁtivities of teaching. If one holds to this principle
incentibn, how 18 one to understand what a' teacher is supposed to do?- After all,

the historical role of teacher in the~high‘ﬁ education enterprise has been the’

legitimized locus of expert knowledge and authority in.educational matters. Some

"participants addressed 'this question explicitly. Their focus, however, was as

much.on a new understanding of teacher-learner activities as on more formal role

relaﬁionships between "teachers' and."students". (See also Part III, Sections \

A5 aﬂd B.2,3,4.) To put it another way, that formal, historic ‘role relationship
(s
gets.uﬂglued, but is not yet replaced by‘eAnew, formal role relafi&nship., Rather,
3 N

the focus is on teaching as'an'enabling activity, a' support to the learner as

agent, in'which the learner as agent includes the activity of teaching both self

and others.\ Most of this focus qoﬁés from participants in workshop policy teams

rathgr.than‘from the seminars. . =
(T) - the‘faéulty foie.chang;s ~ the rqle of gdﬁisor becomes pridary _ 1
(T) - there should be.héterogeneous groupings of teacher-learners and
learner-teachers . 14 : P
(T) - no person shall be labelleq.as eithe} a teacﬁér o; a student ’ "gg
(T) - teachers should be facilitators — i . . V;;‘

* (1) - teachers and students should be matched for the compatibilit& of
their learning styles i

(T) - to teach is to model behaviors
And finally, moving beyond the delivery system to society:

(T) - each individual in the community should be teacher/iearner/worker

B. The Learner as Person: the Self-Actualization Theme

/. N .
As a principle, the notion of the learner as agent contains a radical but also

generalized challenge to post-secondary education délivery systems. By radical,
~
we mean that the ginciple goes to the roots of what it’means to be an adult learner.

By‘generalized, we mean that while the ‘intention is provocative, it requires a range
11

o : Lo

-




"they would claim that their goal formulation has been

pf'txa;slatiéns iﬂ;o the prackices of perséns and their collective (including
edﬁcagionhl) institutions. It 1 reasonable; aféet all, to ask: for what '
pﬁrposes is tﬁellearner‘co manaFe ana control his[het learning? The nature of

the analyt%c activities pro&qted By.a futures-invention‘éﬁproach genefaliy results
in participants eiﬁlicating fgrther their meaniégs and intentions rather.than

.

resting tieir gase on the sole announcement of their principal ggal for the.
futurei. Much of this additional translafion emergé;:when participants are invited
‘to address téo additional categories bf invention: indﬁcators and consequences
{both positive and negative). . ; ‘;3

. N I
In indicator in@ention, as we haye said earlier, ﬁérticipantq are asked to

state as clearly and concretely'as possible the indicatbrslon the basis of which

accuali ed at some specified

L
future times In consequ nce forecasting, participants a%e inv. ed to set forth

The self-actualizati n - them@ emerges in goal formulations, indicatot inven-
r
tion and consequence forec&stiné It constitutes a popular response to the
| - : -
question of why learners should be agents in behalf of their own lTearning. Some
' S

.

.put it this way: " : ;

(I) - greater personal control over events, less alienation

.

(I) - maximize individual potential - with\h consequence of l.creased
polarization and unrest

(I) - transcendence of socialization N
(I) - (but) excessive self-actualization?
And some patticipénts turned over the learning coin to 1£s otper side 6f education:
(I) - education should enable each person to become'all he is capable of betné
, (1) - the educational goal should be total self-actualization, to the top level
Education .should be: . ’ : 1 *
(T) - for the self-actualizatton of the idaividuéi

(T) - for the development of collective creativity

12
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to- the&e of‘oelf-lctualiut.ion,

'

-~

*Raie‘rrkxg‘o the colle;e enterpriue explicitly, some /participants repeated the

L o

(I) - the college commn'it_y should realize 1ts hmun potential to the maximum

o 3 o 10 !
) . : ! :
T {T) - for personal growth
: . .
e (T) - for the realization of’full intellectual and social potential £
"'\. . (T) - for self-directedness ' N 5 N
L ; . .
. . (T) - for {ndividual ablllty to control and dirkct change
(‘l‘) - education shopld provide resources necessary for human grovth

(1) - co-nmity cdlleges should become humizing 1net1tuttons, (paying
.“‘ attemion to) all facets of human development .
And one participant focuging of information mnageunt (see Part III, Section D),

put it this way:

? (1) - miniz’e. potential thrqugh éasily retrieved knowledge
. - - : ® ' 4

. - e

C. 'The Learner as Person:.

Emotional, Cognitive and/or Spiritual Competences -

" Theé theme of self-actualization nx::l human potential, as many educators know,

N
. -

¢arries with it a ln:ge range of philosophical and mycliological claims which

‘nrc've.ry appealing to a sophisticated, post-Freudian, post-World War II generation
”~ . g

" “ - .
: vh'a'ﬁavo seen the extraordinary growth of higher education as a delivery system
ol 7
for adult luming ‘and vho have also been bombarded with the metaphors of mass v

1n|t1tution., deper-mliution. alimtion, impersonal forén. dehumanization, and '
- the like. 1Tt is-important to note how powerfully the u’lf-nltualizntion theme has

- takcﬂ hold ‘among peruﬂ? invitgd to state. their intentions for the future of. 'post- ‘r P

- .

T s

It il also important to note that, like concommitagt notions

-

- of 1ifelong learning, self-actualization must be one of the more complex themes and

'secondary education.

practices to which persons concerned about the future of education direct their

attention.

’

-

- .
-

.

Many participants, particularly in the seminars, attenptéd -a more explicit

identification of the purposes, indicators, .a.nq consequences of learning agency.

) 13
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Whether their language clariffes or'con{ﬂates the human potential theme is

. ‘ | \
questionable, but thefr aim was to con¢retize and specify the notion of the

learner as person by iterating one or more competences associated with-that per-

-

sonhood. These competences included such items as:

(I) -"retionals dand intuitive (non-verbel holistic) modes of consciousneas, ‘.
. _bio-feedbeck, psychic (1ntema1 and between persons) .
;', (1) - more opennesa, trust, feeling,/ good eelf-‘img.e, mutuality '. ) '
R¢9) - more caring, less eg;; less selfishness s . Yy
. (1) - 'nore appreciation of each person's worth .

(I')' - increase in tolerance for ambiguity

Once again, some participants focused their intentionality on the reciprocal

& -

ﬁb‘- role of education to tiurcure tke development of these competences:

o - (I) = (education ‘should) pre'pere adult learners for more open, sensitive,
“interpersonal communication.  ° "

(I) - students and faculty .ehculd care abput each other

#

- t . *
S (I) - learning settings should focus on the full range of human abilities,
. emotions, body senses, interpersonal skillc, intellectual capacity, ESP, etc.
) .

(1) - education should shift its orientation from the production and acquisition
of knowledge to .tce epplicntion -and use, i.e., valuea

(- 11beral education (should be) for the developnent of pefs'on and comunityf

>~ (T) - (education) for cpecialization end eyntheeie - for eelf—directgdneu and
" reeponaibility ,

<.
LA . - -

(T) - education, for cripical thin'k}ng . 2 ) i

-

: f
(T) =-humanistic learning
{

-

In reviewing these participant claims about desirable. futures, we.are mreased
with their powerful humnig'tic ,orient’etiqn. Sugh claims plece fﬁe gersomat the N
p . T !
apex of future educational dcvelopnentg: To the ex{ent,to which these participants

act on their perc'eﬁtione about the per;.’oeea of adult lepming, those,intentional

.

actions will seriously challenge historic practices in poec-gecondery edztcation.

The capacity of poet_—eecondery organizations to facilitate the expression .of agency

A .' -

and self-actualization among adult learners over the remainder of this century will

. A P )
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no doubt econstitute a major factor in the question of whether or not these part-

Jicipants will work within or By-pasa the exisiing delivery s.yacems.

The translation of the princip.ln of leaming agency into additional language

which begino to render-that principle more intelligible does not stop with the

¥
’
generalized theme of self-actualization. A number of participante, particularly

" in the workshops, moved very quickly to a theme'of political competence.

D. The Learmer gs Person' Political Cowétence

N
The historical telationship between education and political self -governance

.

in American' society is well documented in Tuch of the seminal literature 1n the

field, frem Thomas Jefferson to Horace Mann to John Dewey t.o Paolo Freire (who,

while not an Ame;:ican, has had a recent an& strong influence on adult'educa'tors’
rediscovery of the relationshfps between !,lteracy cnini;g, consciousnesa raising
and political liben.tion. of- ~opprenaed‘ 3roups) A number of participantp understood
the -future of lifelong 1eaming and poat secondary educatio:‘ as a more’ expli.cit

vorking qut of this ancient theme. Some participants put it this way:

(‘1') - (educatiofnt) for full potential and for control over tl’feir lives
(I) - (the alm of ) post-setondary education should bedto facilitate citizen
participation in the formation of social policy thtough the political
i process, i.e.,, improve political education . i
(I) - (and as an 1ndicator) society will be composed of highly informed
citizenry
L
(1) - the acquisition of practical visdom to act on personal and social
intentions .

= ’

Some participent:s a’ttenpted to concretize this intention through depicting the
formation of new components in the educational delivery system: . '

(I) - (the formation of ) a Community Institute of Law, in which citizen
acquire the expertise necessary to the creation of their public 1i

(I) - at leut’c'me college in each state, federally funded - the Future
Grant College ~ which would provide resources® for persons to learg/the
knowledge dand skills of making public policy, to bring about a ne

. - society, domestic and international

(T) - competencies for moral planning for the future -

15
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individual participation in all organizational} and societal
decision-making

A(T)

(m
(T) - competences of intelligent political ng”pcsgomic decision-making
(1)

technical competence and ethical perspective ,9

the empowérment'bf members of higher 'ucation to impact in social,
'econoﬁic, and educational spheres

(the college) should have a strong effect on economic decision-making
"in the community - | ‘ -

(¢)]

th

all U.S. organizations, business, ihdustry, etc. to enEoﬂrage partici-
:pation'and development of skills for the office of citizenship

The relationship between the learner as agent in charge of his/her learning and

\s

the leatnerqas petson does not stop, with an iteratianof holistie and/or specific
competencgs. For he notion, of personhood cannot be undetstood solely or even
mainly in individuplistic or atomistic terms. To be sure, SOme participants did

stop there. We tpke that focus on the indiyiduqliéiic locus of intentions as a.
critique of the mass or systems character of higher/post-secondary education and of

other national systems. When invited to state their intentions for the future

.

within the context of iifelong learning and higher/post-secondary educatton,'éome

participants were éauéht in the historical polarity between society and the indiv-

PR

i&ual . u s and th‘their emphasis on the full-flowering of the individual human beiag.
Note, however, that ;;e theme of political competénce already begins to tranbcen@
that individualistic focus. Politics, as understood by the participants, takes place
fvithin a configuration of persons acting on, or w;gh,'dt ?gainst each other to
define and’bring about some collective ends. In the next qgction, we report gut
_participants'_perceptions ;f desirable societal ends which they formulated as goals
or which, they judged, would be achieved through the exercise of persons' learning

agency.

E; Societal Ends/Consequences/Indicators: Social Corollaries of Learhing,Agency

In making their intentional claims on the: future of lifelong learning and

. -
education, the majority of seminar and workshop participanta were prepared to set .

16
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can and should be addressed thraugh educative action, whether within or outeide of

conventional delivery systems., It should be noted that the futures-invention
methodolbgy does not pxplicitly invite or 1mpi1c1t1y coerce participants to uphold

the educational efficacy belief. 'The explication of societal goods’ (desirable LI

~ . . ) . . . ’

futuries), whether as goal formulatdons, 1ndicatora.of'gbal achievement or conse-

qhenc s of goal achievement has emerged, we judge, from the continuiné celebration
Ve

of the instrumentalism histhicagly associated, with education in American society

-

§
That 1nstrumentalism has sugges&%d .that educatiop should never be viewedﬁﬂi’an end

-

in itself, but rather as a means to °?ﬂ§ dté&r ends,

One of the tens{an which has confronted participants in thesé futures-
invéntion activities follows from this notion of instrumentality. Once beyond: the
principle of th? iég?ﬁér as Qgent (1.e.,‘in ;ddithn to being an agenﬁ for hié/her..

\owﬁ learning), what else 1q there? Deliberate, seif-initiat@glfagrning for its

[
own sake is ‘an emancipating starting poinc for persons invited to state theiriin- ‘
tentional claim; for the future, for 1t enablea them to eschew all cpncerns about
the legittmacy of such learning tesponaibility. But tha: legitimacy is exactly the
point of education. Education is legitimated 1earning, whether as'means or ends,
as instructional m;thoda, course content, cimes and places and/ot social benefits.

Accordingly, participants have employed other, additional justifications for

the pYinciple of’ learning agency, which {s why we have termed th{s a star;éng point-

in much futures-invention about lifelong leatning and higher/post-secondary educa-

-

tion, but not an ending point. As participgnts developed their futuree-ﬁcenarios,

consisting of goals;.indicators, positive and negative consequences.and assumptions,
. ‘v .
they have been caught in the question of why anyone would want to engage in deliberate -

<
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learning beyond the fact [that they do so, and the moral claim that they ought to

do so. Some participantg addressed this tension by employing*the theme of human

in turn, competencee are never theoretical; they are the

potential, of self-actua ization. Some participants ftirther specified one or a
set of competences.- ‘But

-

willingness and ability to engage in practices with other persons. Some parr.ici-."“'
pants specified direct y or by implication, political practices: effecting

policies ‘effecting ;ha gf affecting the life of the public. By far the majority

‘of participants, however, re;urned to. the theme of educational efficacy: using

, \ . e ;
education to bring abqut a better world. The contents of that "better world", of

)

- . : U

course, covered the waterfront.

1. One of tne'»,.major ends sought was- the re-establishment 0f a sense and practice

me participants put-it,this way; "chey envisioned:

of community.
(D)

Ve

communalj, non-h ielsarchical sdciety

(I) - greater /community cohesion and pride
(I) - local

Ry the it ommon humanity

(I) -~ promoting international communigy

-

(T) - educgc(ion for a sense of community

i
(T) - (the) college should be- ‘the focal point for comunity development
‘and change ~

(T) - education for the development of new communities - new ways of working,
-~ relating, problem-golving ;
» [ 4 , ‘ ‘«
2. Another major end sought was the emergence of a sense of social and institutional

- . . ¢

responsibility:

(I) - less political cofruption - more social and institutional responsibility

]

(1) - greater expenditure for social vgoods btaCher than individual goods -

(1) - greater reward resulting from an fncreased accountability of results -
: \ a service society

(T) - social/moral/ethical responsibility

(T) - global~ justice .

. Y . "




3.

5.

@respotfsibélity‘ for health.

\do with crime and justice:

16

(T) - business and government: an increasing interest in social responsibility

(T) - cooperation for educative problem-solving among traditionally antagon-
istic groups: labor-management, student-teacher, nations '
Another social concern which loomed large in the participants' minds was

-

health care, Education should enable: W ad

(1) reduction of public anxieties
] L)

(I) - decrease in the number of petsons needing medical assistance
(I) - health care roles and services deterined.not By licensure or title

.but by demonstrated ability to perform specific responsibilities (fore-
shadowing the credentialing issues we will address in Part III, Section A.4).

(I) - development of elective health care programs to meet the needs of indiv-
4 iduals, not perpetuate professionals; emphasize prevention and individual

kI) - .education for decision-making about the issues of life-sustaining systems
" . »

(I) - computerization of health care, up to individuals to plug in

Some futures-inventors addressed she relatiomhips among education, work and

leisure:
. 2o ! . “
(I) - use education to prepare and place people in-the professions they desire

(I) - people should set and evaluate their oud,leqrning and work objectives
& o
(1) greater flexibility and freedom in individual work o jectivea

flexibility in career ladders in health care delivery,

work-learning programs °

a network of "edu-work" communities, combiﬁing rigorous scholarship with
-experiential learning and transcendental meditation

work and leisure are redefined

the telationahips.betveen students, graduates and the college should be
formal, lifetime and supportive, focusing on problem-solving in jobs and
private lives 4

students should move in and out of business and the university

(Tj‘ increased options for work, education and leisure
. . -~ )

.

~

. Still another theme which emerged in these futures-invention activities had to

(I) - the elimination of prisons and the development of community self-help
centers , cE
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o
(I) - a decrease in crime

(1) the elimination of victimless crimes

(T) - the decline of assembly line operations, e.g., classrooms, hospital
beds, prison cells, military reservations and pdlice stations

6. Social justice, distributive issues and economic equity also constituted a

major category of futures-invention among tﬂe pafticipants:

(1) -Lelimination: of competition ' .

x
. (8 .
* (I) - guaranteed annual income

"unemployment "

(I) = profit sharing, no
(T) -education should ‘contribute to the,reform of other organizapiona and
institutions in order to promoce social justice -
(T) - copperation ;epIacea competition.
=

The problem of scarce resources and their management emerged as still another

theme in thd "efficacy of education' argument:
(T) - effective and efficien; use of‘the world's resources
(T) --improvea management of acarce resources
(T) - highly developed control of resources
The waterfront was indeed broad. Education ought to:’
(I) -+solve complex problems' in an eve?-changing'wotld‘

(T) - support and'develop the family as the basic unit of society

(T). - transmit culture intentionally

(T) - eupporf?educaCion for a profitable "old age"

. L
\ v

Where aoes‘all of this leave us?w}Several points can be suggested:

21555, wﬁethet the focus is on adult learning or poet-aecoedary eeucagion,‘the
'tacetter of intentions is wide-ranging. Clearly, participanta intend that the future
of post-secondary education should include & great deal of wocial problem-solving.

Second, the entire learning and educational enterprise comes alive in these

1evencive activities. Systema maintenance and hegemony, efficiency ‘and financia;

issues, the "numbers" game, all dear to the heart of institutional plapners and

20
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‘administrators, §imply disappeared way down on the list of priorities when these
persons were asked abput their intentions. And we want to repeat that the majority-
of "participants wére professionally involved in the delivery systems of post-
secondary education, as faculty: administration, board members, undergraduate
students, adult students and practitioners-taking ‘a ieaveﬂto'pursue graduate
qegrees.. Edncation and learning is, accoréing to these patticipants, vitally

tied tq‘fhe life of our society and to the full devefopbent of the persons who

.are members of that society: Feasible.'practiesl, or not, problems in society
" and among its members are viewed as the agenda of lifelbng lea;ning ann post-

.. o, 4
secondary education e

Third, a new understanding of the locus of learning is clearly emerging in

Py

the minds of tbeae participants. There is a significant™tension between leatning Zf/ r

and education. Education is seen primarily as instrumental, for other ends, which AMF§
the participants were prepared to explicate and. to bring about. Whether these
same participants judge that present delivery systems in higher/post-secondary
education are adequate o0 these tasks will be discusséd below.
Clearly, learning begins to be viewed as the locus of responsibility and
) choice. The approach of psychological and behavioral research on human learning
receives almost no mention in any of this work. Rather, leerning ts seen'as a
human enterprise intrinsically assofiated with problems of value, ghoice and
decision, responsibility, intentionality and the lik;.‘ At least some participants
were saying: We intend to be in the business of learning. If that is education's
'business,\good. If it‘is not, then education kas system, ss institution, as legit-
imating belief) should go the way of all flesh.
- But.Agggggh, means-ends and means-consequences problems historically associated
with education now become problems for adult andflifelong learning. Instedd of
education fOt'what;'it now becomes 1eaggigg;for‘what.. In eithet case, it is clear

! .
that there is an increasing tension between education and learning among adults snd

h oS
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for adults, and that the future of lifelong learning and post-secondary education

depends in some measure on how thgt&tension is understood and worked out in
-t

practice.
. 4

One way to arrive at answers to this question is to examine what futures-

1nv;nt19n partféipants said about the delivery system of higher/post-secondary
education as part of their inventive activities.

at

—  PART III

ALTERNATIVE .FUTURES FOR POST-SECONDARY EDUCATION

‘in» During the decade of the Seventies, posc secondary education has become a

‘h‘tatch-all phrase which includes a mu&@itude of delivery systems and their components. Al
Adult and continuing education highet education, recurrent education and life-span
education represent but a few of»thexinstitutiohs and ideas which lay claim to

owning post-secondary education.. What pbsf—secondary education means' depends in

large medsure‘oﬁ'aho’is psing the termin&iogy, where they are coming from and‘hoq,

\

they define their agendas. In this ﬁaper, we mean {tto include everything which

3318 involved in the administration of settings and the aelivery of opportunities for,

gduit learning, because in futures-invyention, as we shall see, participantg under-
stood post-secog&ary education to include evérything.
)

In research qcience, so'broadia definition would be useless*because researchefa
. . . )

“.

would ‘not bevable to agree on’when'éhey had instances of the concept and when they.

. : . !
" did not. In futures-invention, of course, this broadness of definition and ambiguity

L

- of meaningis not a research problem because a great deal of the futures-invention:

activity entaila’pérticipants negotiating with each other the meanings of their

. .

intentions, In analyzing the material genérated in futureg-invention activities,.

however, researchers must confront the problem of conceptual c1ar1t§ 1f they aim
: »
to render intelligible to readers the material they report on.

4 i . . 5 - .
Therefore, we have assigned to post-secondary education a second criterion
: 3 -

w
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oL A
in order .to provide clatity to the organiiation of participants[nideaa reported

out in Part III. This criterion has to.do with the’activity of legitimation

That 1a to say, we understand post-aecondary educationtoconatitute some sdt(s)
of adult learning activities and opportunitiea which have wbn.thg approval’of the
legikimating instruments for education in American societxz At iasde is the
question, which (kinds of)' adult learning activifiea};hould be fggi}imated by
dasigngting them as falling within the unbounded domain of posc-aécondaty educa-

i . ‘/ ~ . 4
tion? Historically, adult learning practices have been legitimated through the

employment of Bne,or ﬁope of five major instruments: : g}
- _A N b B m .
(1) naming the practice by designating its domain of concern (e.g., consumer
education, degree-credit education, literacy training, continuing pto- ¥3e

5

fessional education, etc.);

(2) 1intellectualizing the practice (e.g., when the-academie: tammunity com-
: mences formal research, graduate instruction and/or professional train-
ing in the domain of concern);

3) b:inging the practice under the influence of one or more of the central
control mechanisms of formal education (e.g§., to certify, credential,
license, etc.); .

(4) bringing the practice within the domain of public paiicy formation, and
allocating publiccexpenditure budgets to support the practiee"

(5) organizing the practice such that it develops articulate interest-group,
lobby, and/or professional support. 4 .

Many participants in futurea-invention workayopa and seminars argue that the
. future of adult learning should include practices, new institutional formations and
-purpaaea which:are not presently legitimated. Some participants argue against the
‘ iegitimating activ1t§ per se, attempting to re41ﬂveht a state of priatina spontaneity
in adult learning activities in-which no person can or ahouldﬂauestion the legigimaé§

of any other person's learning. But that neo-primitivist poaition, a kind of luddite

approach to educational -institutienal formation, runs coungar to all that we unde‘: '

v

Y

g o

4, Warren L. Ziegler, The Future of Adult Education and Learning in the United
States, Final Report under Project Grant No. OEG~0-73-5237, Educational Policy
Research Center, Syracuse Research Corporation, Syracuse, New-York, Pebruary, 1977.°

4 = % 5 '
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stand about what it means for persons to engage in:;earning. Whether done
"individually",valonq~,with a book, or in a meadow listening to the Sirds, learn-
ing is'slwaya a socigl practice in which, &t some inevitable point or circumscance,
. another paraon is inaoived in approving, éupporting, criticizing, judging the
learning activity, its intentions, performance amd/or consequences. In this
sense of ggdcaétzh as legitimated learning (tcus, aaking it social, deliberative -
or purpoaeiul, accountable and concroiiéble), we underscanﬁ some of the partici- .
pants' futures-inventions to constitute an inicial clarion call for legitiaating-
in the futureha.aet.of learning activities which dt present (of in the paaE) are
" not part of the -post-secondary education delivery aystem.
In sorting out'the largc number of diffe§£at incentional claims on the
future of post-secondaryeducation made by sedinar and workshop participants, we
have employed these legitimating criteria and instruments to distinguish among the
participants' different claims,’agendaa and concerns. Three major catégoriea wer;z;"

developed to.organize this material:

Category A - a specific focus on improving, modifying, adding to or
deleting one or more of the central control.and guidance

[N instruments used to legitimate adult learning as poat-
secondary education 2 J
Catego&z B - new organizational ar nts, roles and/ot programs
within the post-secandary education system which change or Tt

add to its activities through modification

Category C N new inscitutional formations for the‘learniné activities,
opportunities and settings for adults. qutaide what is s

presently considered post-secondary educacion =8 ;

-
b3

A - Control and Guidance Mechanisms °

There are a host of such mechanisms.’ As we shall see, all of them are sabject

-

» ;o,iaprovemeﬂt,vmodificatioa, addition or deletion within the alﬁcrnative futures

b . +'

t 1.. Age: In a front-loaded system of lock~step schooling, it is not surptising

judged desirable by some of che participanta. '

‘that some participants focused explicitly on this control feature, as follows. )



Future states of affairs will be such that:

.2

(I) - formal education is completed by age 16

(I) - adult education slarte at age 12

(I) - there will be a metging of fhe educational activities of youth and adults

(I) - state consitutions read "provide educatdion for all regardless of age and

time" ;
(T) - all educational institutions cease factoring in ahe
(I) - there*will be b youth ghettos .
(T) - there will be'croea-ege leatning arraﬁéemenxs s . / S
/ . . . .-

2. Time: More than anything else, recurrent educatinp aﬁifta atound the time
for education, work, and 1eisure, intermixing them in new sequential ways which sub-

stantially modify the conventional life-span end societal time factor in education.

Some participants addressed “the tige factor. There will be: fe

(I) - after 18, periodic studies leaves for all persons in the ratio of one
study period to six petiods ‘of everything else -

(I) - study subsidiea a:\the level of the salary average -for the past two
years; over a lifetime, ten years out of forty

.

(I) - elimination of gime periods for completion of programs - *

(I) -~ (and as a consequence) higher dropout rates in compulsory education -
as persons can return to the learning system more easily

Access and Funding: Who participates in post~becondery education is seen
~.b§ eong pe}ticipants as a matter as much of financial: support and equity as of ege
and. time. It is interesting to note; howe&ér; that in distinction to the preasing~

public policy issuea of equality of access in the 1960'3, only a few participants
L]

_ addressed thip issue in the researched seminars and vbtkshopa. e ’

(I)v“renove financial harriers to pott-secondary education; (it) should

: be for ‘all .

]
-, ~

(1) - increase federal expenditurea to individuals in post-gecondary educati&n

(1) - adult education should be an integral par: of -the total educetion system, -
. financed by local ahd state taxes and federal subsidies .

.
-

‘.‘ . -«
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Two participa%ta, in their consideration of funding/access issues, went to the

heart of the control factor:

(I) - money should be given directly to individuals, not to institutiona

(I) - credit vouchers should be given to all adults by the federal govern-_
ment, to be spent on any learning ‘
Shifting or ,modifying“ p;a' age, time and/or accesa/funding might have

- . L

i Mgt
a substantial impact on“ﬁat-secondary education, but participanta placed a greater

focus on more conventional institutional conttel and guidance mechanisms, ‘such as

ctedentialing, ertification and- lic.enaure, teacher xp.l?'and public policies and laws.

g
4; Crédentiala, certification and licenaingagtc.. Perhaps more - than in any

' othhn' single area. participenta focuae&on these central control mechaniama fn

(:,,'

might call this approach 'going for the jugular", for these inetruments conatitute
the central, legitﬁna'ting factors which meliorate or control the relationshiﬁ ‘between
the diatribution of educational and non-educational (societal) benefits.

() - elimination of degreea and certificates as the link between education
and work ) -

. . ‘ \ -

+ . (I) - elimination of compulsory education and credentials ;

g (1) - elimination of accrediting adaociat”a, it ahould be done by government

.

(T) - self—-regulation by professionals, accountability by clients

(T) =“a wide ranging delivery system for lif'elong learning, with professional
and para-professional competences evaluated on a continual basis by R
self, peera and clients ‘

.

I3
R

-
’ _,"_;("t)

£

cer;ificates of competency instead of d'egreea

(there should be) less intereat in cr‘edentialing (certificates and
degre_ea) and more intereat ip demonstrated personal ability

+(T) = the need for licensing agehc‘i..es no’ longer. exiata' instead, control is
. (lodged) . in the hands of profeca:lonala and .consumers themaelvea

v

l .
" 5. Teaching roles and controls : testing, evaluating, grading, reimbureement.

’2ronotion and tenure; The 1egitinized teaching role includea, of couree, a grqat

W aw .o
deal more than the activities of teaching. The role itself conatitutea & constella-

tion of legitimated control pointa within the poat-aecondary education eystem.' Many

+

-

- ‘ -

\
,"‘

~ their approach to the future of lifelong learning and post- aecondary education. 4 We ‘\‘s«‘*’“
Y & > £ "
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participants wanted to modify or eliminate specific futurcq, of that role.
.(I) - replace the tenure system with an extensive eval@ation process

(T) - (there u&uld be) new criteria for .dv;nccunc

‘(I) = elimination of the grading system

(I) - increase in competency-based testing
» . , -t )
. (T) = (teaching-learning) arrangements should be contrictual and tutorial
. (1—1). with technologically assisted mdividul learning

(T) - faculty collective bargaining should be on the work content, lcu on

money, with the rewards being in the work itself "
-
' ~ (I) - all supportive (education and teaching) services should be on a o 7

se 2 contract basis’

6, Shifting control and guidance factors through policies and laws: Finally,

e

'pnrttcipcnti focused 'og intentional ssrategies on policy and legislative muru:

ments: these still had to do with modifying, changing, adding to or deleting omne

e o — e

or more control and guidance mechanisms. - .oy

(T) + consumers have the veto power over all policy-nkin; with service
*  organizations, educational or otherwise .

(1) - gu'aunu'o (by law) of the right and opportunity for lifelong learning !

(T) - labor unions ahd'p'iohnioul organizations should monitor the right ' ‘
to lifelong learning
[ 4
. (T) - (there should be) a national policy for lifetime education as part of )
the public education system %
1A summary, the preceding are sets of claims about alternative ;pouibuxuu
for "opening up" the delivery of learning opportunities and thke administration of .

- learning settings in pou-ucondn'ry “education. . By “opening up" we mean rendering
) control less hierarchical and more participatory and making the delivery systems
more amenable to internal change and more accessible to adult learning activities
not previously encompassed within thea (i.e., '].cgithncd). .
Iy lh?tt. these participants rather c'on_fnlly targeted their intentions. While
the impacts might be comprehensive, t the l‘ougct run, these approaches focus e

“specifically o'a one or another single tgaditional mechanism for control and msin-

" .
’
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] . .
tenance within existing delivery components of post-secondary education.

-

*

B. New Arrangements Within Post-Secondary.Education _

In this uct.ion. we report out pntticl?nntn' perceptions of new, de;irablc
organizational arrangements, roles, programs, and d.ssions within post-secondary
education which change the delivery of learning opportunities and the adnini;tration
of lgaming settings b? the method of addition or modification. With each of these
proposals, the larger delivery system remains either intact or, at least, identifiable.

1. Scope u;d iize: Here participants were concerned with both’qunlitltive and
quai\utuivo changes in post-secondary education. They wege opting !‘;or:

(I) -"a higher general level of education

L) ¥
(I) - post-compulsory education should be indtvidunlizéd consultative, and
recurrent thtoug’hout the. life-span

(T) = wide range delivery system for lifelong learning; competencies evaluated
on continual basis by self/peers/clients \

(I) - education as a multi-structural enterprise, vith all .ednn of the
oociety involved throughout their lives

, f
(T) - a revolution in K-12 through lifelong learning

(I) - school buildings used for all persons, all learning
(I) - a giant ex];inlion of the teaching-learning system
(I) - a great expansion in learning resource persons

(1) - effective post-secondary education provided to a growing number of
citizens at minimal cost, seeking viable alternatives to rigorously
structured college and university extension, and'alternative choices to
traditional pou;ucondnry education in institutions

(T) - persons (now) excluded by the traditional lylteﬁ should bc,iggluded'

(I) - all segments of post-secondary education (collegiate and non-collegiate)
. to be regarded as equal in status as institutions of highcr learning

- “.,,

2. New Programs or Agenctn vithin Pou-Secondnrx Education: These intentions

are concerned with developing uav program thrusts or unlts within pootcucondnty
education, sometimes referring .xpucitly to a component within a college or muvu'-Q

sity of which the participant was a member.

1}
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(T) - the (college) library should serve as an information center support-
ing lifelong learning through telecomuntcations

(?) - teacher-training ngencies should be increased, with teaeher-training
for adult learners

(I) - non-traditional approach to teacher preparation, exposing candidates

- to a variety .of human experiegce.a
(I) - SUNY divisions of higher education should establish "Centers for
" Career Alternatives"

(1) - establiah compulsory ltudcnt (international) exchange program within
Jesuit higher education

(I) - establish an Office of Discouraged Learnero, which identifies and counsels
discouraged learners

(I) - residéntial/experiential learning for one year for credit-to develop

. positive in:ra-peuonnl relationships
(I) - establish Value Learning Centers with post-secondary education

3. Organizational Hission.‘ Structure, Governance: Many of these intentions

come from participnn't. inventing the vfuture within specific action-settings and

.

organiutionl.' such as liberal arts colleges. - Thus, much of this thrust repre-

sents an explicit focus on changes in oruniutionil missions, structures, and

governance.

Some individual participants gave their inteutvionn' this kind of

specificity though not directing their proposals and commitments to individual units

within post-secondary education.

(1) -
(1) -

(1) -

lifelong learning should be the primary thrust
we should shift to a school of continﬁing studies rather than
remaining a traditional undergraduate cqllege

consolidation of departments vithin higher education
»

f(-p - schools should become differentiated, moving from centralized uniformity

(1 -

(1) -
(1) -

(m -

to becoming creatyres of their various communities

Ypost-secondary education) should aim at gonl-o:iented learning -
a person's s ¢

-

(there ohould bo‘s:"';;nrticipatory government in ‘higher education

4
a college owned and governed by its members (ltudentl. facllty and
ldninutution)

norm for decision-making should be value and service orientation

29 . '
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* (T) - teachers must be v’inter-disciplinary

27

(T) - the faculty should be responsible for a total liberal education,
not just for a discipline . - !

¢

4.: QOrganizational Culture and Inter-Personal Relationships: It would be sur-

prising if ﬁen of the intentional claims iterated in this puper would not impact

on organizational clinatg and culture and on the feelings which persons would have

for and about each other within learning uttinga. A few part:lcipants focused on

these uttera explicitly as first-order m;entiona.

(T) - open commnicatione between students and fnculty

+  (I) - faculty should be available 24 hours a day

(I) - better feelings'among faculty, administration, studenta and trustees

In Summary, 1: can certainly be said that, taken item by item, these intentions
are not radical departures fron existing missions, structures, activities or roles
within post-secondary education. They represent a wide scatter of concerns, a kind

of chipping away at post-secondary education in increnental rather than traumatic

ways. The approach is to work within the system rather than to by-pass it. What

.

* follows next; however, is quite different.

C. New Institutional Formations Outside of Post-Secondary Education

This section foc;uea on parﬁicipanta' intentions to-design settings, 6pportun-
1t.1es‘ and arrangements for adult learning activities outside of what is presently
considered the domain of post-secondary education. Clearly, at this point we enter
the anbigupl‘nrlnn of definitions and bpunded categories. ‘In the first 7sense in
which we used it, poot-oeco}:duy‘ education. can be meant to encompass almost any
learning activity. And in inventing its future, participants did not hesitate to
state what the‘y thought ougilt to be done, and then call that "doing", post- |
secondary education. Were we to leave the matter at that level of unboundedness,
however, a disservice would be done to those many persons within that domain of

adult le‘nniing who are concerned with naniing what they ‘re doing in order to

distinguish it from something else.
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Naming is ‘perhaps the most fundamental activity for rendering a human activity

intelligible, manageable, km;wable, controllable. Not to name some phenomenon is

to keep it out of cognition,uuhicl; of course does not mean out of existence. Many

1mportan‘t human, social, natural activities are not named in Western cognitive,

analytic, positivistic culture. Such phenomen; are difficult to reaearchj A major

problem in futures-invention has to do just with naming - what should I call what I ‘
" intend to do or bring about?. 'i‘o the extent to yhici’x a p'atti'.cipant'a intentions

constitute, for him or for her, an 1nven'tion or a d.iacovery, it is often difficult

to decide what name to give it. Sometimes old names are given to new activities,

and the questions begin: what are you talking about?

Giventhis problem; futures-invention—-can-be-understood-as-a-hermeneutical-
activity among persons who share some‘ matter of concern and who take their time
—to clarify, tease out, sometimes- even emancipate new meanings for their intentions
"and 'actions. The quality of that intensive experience, however‘. can not easily t;e
~tl:'ansnu.l:ted in a research report. Nevetthéless, we are conflron:ed_with the same
problen.’ What do we (the authors) mean when we designate a category of new
institutional formations outside post-secondary education? Doeén't that pre-
suppose that we claim to know what lies inaide post-agcondar;f education? We do
not make that claim. Rather, we have added a defit;itional feature to the c'ategory
., which we call 1e31:iﬁacy. 'l‘t.mt concept itself fs seminal in social theory and
.sociology, and as such is also fraught with certain defin’itiopal problems.

‘v Nevertheless, it is our hypothesis that nany.participants were concerned with
ﬁwenting new neanihgs, new settings, néw act-ivitiea,‘ new m’asions,'new methods
which are not generally understood as presently within the domain of poat-secondafy
educattfm. This is because these missions, activities, etc., are not yet legitimated

'by one or mor; of the five legitiufing instruments empl'oy;ed to encompass adult
~learning within post-secondary education. We are not judging whether or not such

legitimation will or should occur, Some participants wereval;'a/olu;sly unconcerned

. )
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with this problem; others were clearly aware of it. What follows, then, might be
best understood as the participants' challenge to any reader who is concerned ab.out
“adult learnit;g and the future ofl'i post-secondary education. What are the ‘conditions . -

(1f any) under which you, ‘the reéder, would be prepared to support one or.more of

these new institutional formati.o B to' legitimate them, to bring them within an
emerging .dom'ain of post-secondary |education?
In analyging this material, foux\:d it helpful to organize it into four -
categories, thfee of yhich tat;her learly have‘to do\with level of aggregation. '
) ‘ Some participants focusgd their intentions at the level of community, neighborhood,
or family, all characterized‘ impligitly or explic;.tly, by intimacy,. ttu!&, sharing, ’
_.etc,, Some focused their intentions ‘ t a much brogder level of-aggregation, wh'ichr we
call society. 'Still others laid the‘ir intentional claims for new institutional form-

ations at g»i}e; ;nternational level. A fourth group of participants were unclear about
(the importance of) these distinctionl, and instead talked about new networks,
structures and agencies. . ) -

v

1. The Community Locus: Perhaps the most striking ‘conclusions we uncovered in

this material is the quest among a large number” of participants to encompass adult
learning activities within settings which are community-based, rather than city,

state, region or nation-based. This conclusion is, we believe, directly related to

»

the starting point of this report, in which we focused first an thg principle of

learning ag;ncy and the learner as person. This is, we judge fro;n t;he material, a

. radical critique of the systems-building apl;roach to pvst-secondary education..
Researchers, policy-scientists and policy-makers hg‘ve adopted, 1in recent years, a
‘a_ystem’s-a‘nalytic approach to understanding educational ‘Phenomena and a systems-—
buiiding approach to controlling these phe:‘omena. In much of what follows in this

. secﬁion, that aﬁproaci\ to edupational (i.ei, social) phenomena is fleliberateiy‘ .
eschewed in favor of locating new 1nst1tugj{ona1 formations within community.: Keep

- [} |
in mind that all of these predicates shouldrlbe preceded by such phrases as, '
; ' r - )

.. " e ‘ 32 § ‘ .
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"f intend_to .« ", "My goal for the future is . . . ", "What we aimrto briog %
about is . .. ", "What we should do 18 . . . ", all within a futures-perspective
ranging from ten to fifty years. .

" (I) - community education concept of providing catalytic and coordinating

role in identification and satisfaction of community needs, governed
‘. by a community education council

”

(I) - community self-help centers s

tl) - Commuoity Institutes of Law engaging in educational research and conr
sultation on all aocial. legal, political issues

(T) - economically self—eufficient communities, impacting on the values of

) - soclety
’ (I) - the local community should be the educative action setting .within which
- individuals are socialized to non-violent behavior, and learn to
/ " appreciate persons and human community ’

(I) - community learning seminars
(I) - professional community learning facilitators
(T) - network'of neighborhood learning communities

(1) - network of local learning collectives and cooperatives, with support
‘ structures at regional levels ]

.(I) - cegkralized information service and counseling within a community *

(I). - open, trans-disciplinary, problem-oriented education for adults through
non-conventional-instructional methods; traditional academic departments
w would be abolished; the workplace, home, and. local study éenters would
replace’schools and classrooms

1 (T) - organizational structure in place within each locngoemmunity for the
education of adult citizens :

e p e 3 (7). = community-basedllearnihg centers with a local support -system e

. (1) - community centers for education and recreation, providing psychological
- support . ;

(I) - community utilizhtfon resource bases - educational facilities in the )
broadest sense - getting at community problems - criminal justice, etc. -
education for living . J

e

IR and within the community locus, sometimes an emphasis on family and home : ' »

(I) - home. as the central educationol institution of society

.

(T) - home-based teaching/learning centers

o~
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(I) - organizational atrangements replaced by "family" arrangements for the
- elderly, etc.; persons and groups replace organizations and institutions
(I) - continuous learning and action in family, workplace and community

2. The Societal Locus: In these cases, the participants' designs and inven-

. \

‘tions were cast at the level of aggregation of the society. In effect, the partic-
ipants were talking about the whole cloth of adult learning throughout society. Sgin

(I) - freely .available organized settings for adults who want basic knowl
(i.e., compulsory -education), but with resources geared to the leatnets

(I) - political, cultural, social, educational entities cooperagg_in a single
delivery system

(T) - all U.S. organizations take pn'en educational function, the development
of human persons, for the personal and the public domain

" (1) - lifelong process for enabling the individual as a member of aociety to .
* take”responsibiiity“for‘changing”goaIst“methods"*nnd“results“bf“education“”w““
work, and leisure

3. The Internationsl Locus: Some participanta placed their foci of inten-

AAR i
~

tionality on the international domain. )
(T) - world-wide federation for global civic licetacy (differentiate what
one will nd will not ~accept)

.

(T) - international resource centet, not-for-profit, with exchange programs
among governments, industry, and business °

; ’ . L .
(T) - world-wide learning centers to facilitate decision-making world-wide

(T) - post-industrial world institutions for integrated 1eafning‘experienceé;
* ‘networks have replaced educational inatitutibns .

]

4. Networks, Structures, Agencies, and Centers: In thig section, the problem

of naming is partiéularly*acute*becanse‘bf reasonable arguments by some post-

.aecondary educators that almost any organi;ational entity can (or is already, or
should be) encompassed within post-secondary education, providing it has ‘to do with
adult learninp activitiea. Some patticipants would argue otherwise. Our'judgement
is that in the preponderance of the litetature on poet-aecondary education, most of
these inventions would be left out because they are not yet legitimated and/or *

because they are not controllable bf one or nnother of the central gu%dance and

control mechanisms traditionally associated with education.
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iI) leisure time centers

(1) - socio-emotional network - older citizens and "helpers"
(T) - agencies for'self-definition, valuedclarifieatiﬁh and resource identification
(I) - network of social change workshops to promotefdndividual growth and development

(I) - counseling system; get the right education to individuals

(T) - educational cooperatfve for the maturation of local talents

D. The Technological’Alterdative: Learning as Information Management and Retrieval

One interesting feature of this report, to this point, is the almost total
absence of technological solutions to the problems and prospects for the future
of adult leerning and post-secondary education. We have eaved this material for

«ur.*ﬁﬁwlast,wnotmbecause«oﬁﬂanyAnormativamp:edelictiannnhutwsimplyebecanseQLLMconﬂtitute“,

v

" a powerful, if aimplietig,lvay of cutting across or through almost every category
‘Aof,éresentatiqn:gnd analysis employed id Parts II and III of this paper.
Indeed_:he{unenimity of focus 1s so strong that the material speaks for itself..
; Tﬁese‘pafticipants have all understeod thein desirable futures to be a matter of
harnessing electronic comnmnications, 1nformation management and the 1ne1uctabie
computet in gome m#x to the chariot of adult learning, thefeby pulling the post-
secondary education system into its (inevitable) future. . In American: society, one
dare not discount our love affair with high technoiogy.

: , . ‘
(1) - 1ntefaet1ve educational and professional retrieval system; generates
‘latge number of options in response to individual goal input

(1) post-compulsory learning de—inatitutionalized linkages are advanced
libraries and information systems

(I) -.telecomputer ayatem;iaccesaed,at all'ﬁouseholds; do fee for search

(I) - public utildty operationalizes a system of computer and TV monitors to
provide information necessary to continuing learning

(1) - cdmputerization of all work, vacation, travel, study opportunities'

(I) - home wvideotape recorders, eooperative extension offers independent
.study programs

(1) - Ehildeyouth leerning centers; core (cdrriculum) from mass media reaoufces
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(I) - computerized gommuhications and information retrieval syatem'
operating on brain waves

(1) -, coordina:ion of teachers and learners throug‘ia ce‘&(al data bank

(1) - studégts have own educational learning envitonment, interact with a
computer programmed to deal with needs and personality of the student

(T) - communications learning and retrieval system
. B .
(T) - international learning referral/retrieval system allowing individuals
to have freedom to enter/exit at will

(T) - educational netwotk; community based with data bank of resources and
a4 consortium of individuals, groups and institutions

(T) .~ libraries - international communications'experts'
i /
(T) - multi-disciplinary, multi-lingual 1ndexetmentors operate information
. o retrieval modules s .

(T) - 1nstantaneoua 1ntercu1tura1/1nternational communications/1nformation

retrieval o
Some participants clearly intended to design alternative futures for adult
learning'which'fft'withiﬁ'the frameworkAof'post-secondary education. Othef part~
‘icipants clearly intended to exclude their "inventions" from that burgeoning .
system, and particularly from ita.ﬁighgr education component. _Amohg those who
. were at home in invehéing within the system, their aim was to "open up" the deliyery
ofllearning opportunities’ and the adpinistra;@onof learning settings by a modif%ca—
tion or deletion of some of the control featurgs or by adding new organizétional
miasions,‘hrrangements or pfosrams. Amohg'thobe participants who chose.to by-pass
tﬁe system, there w;s a powerful emphasis 6ﬁ the ptinciple of learning agency and
the actualization of tﬁat agenE}vwithin the setting of community rather.ihan system.
Disco;ntihg ideqiqgical debate and rheto%ié,‘ye see these perspectives as two
ends ofla continuum rather than.aa hardfand-fast,categories either for gnalysia or
. poldicy formation. At 1§§ue is the*question of central control and legitimation.

.

What kihdp.of adult learning activities should be legitimated? How uﬁbouuded,

, robust, ﬁlu}alistic and uncontrol;éd should be the domain of, post-secondary education?

Hhaé do we lose and what do we gain by designating it as a system and‘aégiﬁg as 1if-
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it were? Should new legitimating instruments be designed, and by whom? Does

legitimation lead to compulsion?

PART IV - SUMMARY

Are there any 'lsrget conclusions or hypotheses which can now be drawn from

_ the msterisls report:ed out and analyzed in this paper? At this stage of the

snslysis of futures-invention activities, probsbly not. The mstgz:isl speska for '
itself in a certain way: it provokes the reader to rendéi" judgemsts on the o
'_zork, the desirsbili‘ty, the. value of the ideas and practic:es which these partici-—
pants pulled out of their own im&instions and intsnéions. Certain caveats and
suggeations. however, may be ststedé | v

First, the material reported out in this paper, like the primry experiences

Q

of futur'es-invention, is not survey data. It is slso not collective ptiority

Wx:s_nhisgs of previously assembled items. Finslly, it is not a set of recomendstions

by "clients" of the system to administrators, officials snd policy-makers. .It ,i: .
’eithelr much more or much less, depending on how the reader views the activities’ of
futures-invention. ]Jnfq,{'tuustely,' it 1s difficult, if not impessible, to develop

~.an understsnding"of. futures-invention without thé eiperience of?ututes-invenﬁion,

as it is an approach to’the future fundamentally different from the preoominsnc

modes of forecsst.-ing’sodf methods of planning employed in our soc’iety.s

We remind the reader of the source of tﬁese data and the essential features
»

of: fdtutss'-invention» which generated this data: its psrticipstoi!f character;

v its enphssis on the pei‘son as agent impacting on his or ‘her future; its concern

— for gmncipsting intentional claims for sltetnstfve, dzsirsble future states of

LS

sffairs. its methodology for enabling participants to move from their futures back

to the ptesent in~ such a wsy that participants can devise practical strategies and

- ° . :
. -
: . . <

5. For a more deosils;l discussion of futures-invention as a form of long-term
planning see Warren L. Ziegler and Grace M. Healy, "The Planner as Teachér and-

Learner", in International Journal of Educational Planning, Vol.II, No. 3,
: January, 1976. ; . = .

87
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"and develop action commitments to bring these futqfes into existence; and most

important of all, its approach to'th@se activities as matters for teaching and
lesrngng.' B

Participants did nst stop with the production of the scenarios from which the
data for this psper\;a{é\drawn. They moved beyond an explication of their 1ntended
futures to the identif csslon of tactics and strategies. It was their intentisn to

br;pg about their futures, not to recoumsnd them to others. The tactics and strat-

egiss are not analyzed in this pspet. because they belong to the participants in

’otheir action settings and oust therefore conform to the ethical principles and

methods of social action research.

It is approptiste for the resdet to ask: tht are the conditions under which

~w-—~m~i'sn~prepared“tu“support“bhe’br more of the ideas™ reported“ouf?““llfernstlvely, the

e

_action settin-to invent my future and its future? - Persons concerned with the future

,thensslves other persona intentions. They will wast to discover their own, and

paper we solicit. o S

‘reader might ask him or herself: Am I prepared to join with others within my own

of adult learning and post-secondsry educstion must begin by making their own in-

Qentions for that future rather than letting it happen, or leaving it to “others.

To put it another vay: persons who are prepared to~esssy the question: What do I

1ntend to bring sbout, why, and how. will find it most difficult to sppropriste to

» ! !

confront the difficult Question of their commitments to take action in the ?reseéc J

to bring these intentions 1nto existence. ' . . 2
Of course, futures-invention, like everything else, 1s no panscea. We 33511' ) g o

welcome being informed of other 1nventive spproaches to lifelong learning and post—

‘secondary education from our collesgues, whose comments on and critique of this .

9
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