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‘ing nembers. &

Foveword

itvher education-institutions in increas-
Kig surge in enrollment among the

Adults are retu

non-18-to-2
women, minovities,
aify training will oflw.
develepment. Yet uses v

adults believe college and univer-
their  personal and praféssional
velopmental theories abouf human

growth and needs are seidcin in evidence in the college or uni-
‘versity clasaroom:. Researchers such as Perry, Loevinger, ang

Levinson have dona studies that describe aapects of adult de-
velopment. Obviously, teachers themselves fall somewhere in the
developmental gpectrurs, “vhich has a direct bearing on their
teaching style and percegpilon of student achievement, especially

" in teacher-student and stndent-student interactions.

This Research Report is one of the few studies to combine
a survey of adult developmental theory with its application and
implications in a higher education setting. The authors, Rita
Preszler Weathersby, assistant professor, Whittemore School of
Business and Economices, at University of New Hampshire,
and Jill Mattuck Tarule, dean of the graduate program at God-
dard College, provide readers with a conceptual groundwork for
the use of adult developmental theory in course and program
planning for college students of all ages. This study should also
help faculty and administrators interprel individual differences
among their student population in ways that foster human de-

velopment in a formal learning environment to a greater extent
. than has occurred in the past. ’

i

~Jonathan I. Fife

|
i
I
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on is due to the opportunities that .
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Preface

The AAHE-ERIC/Higher Education Research Report series is
usually directed to administrators, deans, and faculty in higher
education, undoubtedly busy people who simply cannot keep up
“with the ramifications of research in each field of study bearing
on higher education. The focus of the series is on applications of
research, As we wrete this monograph we faced a dilemma be-
‘cause research in adult development is new and adults are an
uneasy and often unacknowledged clientele in most instifutions
of higher education. Also new is a developmental s#pproach to
Lhe des;gn of educatmn, fm what grc.ws Dut r::f thl af%earc-h is
mg gamt 15 d]ffez. Ent as are the p1 EmlSES on whlch EdUEatlDﬂ
is based.

Nowhere is there & small volume that presents the range
of research in adult Jave ]'prmzﬁt that we have tried to present
here, to say nothing of implications or practical applications.
We wondered if busy administrators would read what we.have
written, especially if we started with research and only be-
lat=dly got to applications. Our choice was to present the re-
search firsf. Because applying these theories relies first on under- °
standmg them, and because the result of this understanding is
to change thé premises and scope of one’s thinking, we felt we
had no aiternative. Also, this choice reflects our convietion that
knowledge of adult development provides the beginning of an
interdisciplinary, theoretical base for adult education. And then
we must hasten to say that the focus on adults is arbitrary; the’
same principles could apply to learners of any age.

Thus, the audience for this monograph is indeed broad. In
our minds, it includes scholars and practitioners in adult edu-
cation; administrators and faculty in continuing education, com-
mumty colleges, and "nontraditional education; directors and
stafl of counseling and student services programs; a variety of
people coneerneii with federal policy and programns as they af-
fEEt careez Gppﬂrtunities and quality cf iife far adul q; and

whom thls 1esearch can enl;ven the1r thlnkmg a:nd teaehmg,
regardless of the age of their students. ,

We.ask you to be & self-directed learner. If your concern
is with application, start near the end of the book. If your
curiosity or fascinatién\ is with adult development, read this in

w . 5
L A -



the sequence 'we present. We are excited about thiz research,
angd have found msny opportunities to use it in our own teach-
ing and administrative duties. We are glad for the opportunity

to present it in this zcries.

Rita Preszler Weathersby
Jill Mattuck Tarule

vi
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Overview

Assumptions and premises

- Adult development is just emerging as a field of study. Current
research is drawn from many disciplines; is highly variable and
. incomplete, and is as yet without a commonly agreed-upon
vacabulary or unifying them*y N evertheless even in its academic

'tmn for thcase whg teach and admlmsker in mstltutmns Df h]gher
education. The value of any new theory or body of knowledge
is that it focuses attention on elements in a SItuatmn not previ-
ously seen, or defines a new pattern, or allows an energizing
idea to emerge as an impetus to action. This change, in the
terminology of gestalt psychology, creates a new figure- -ground
relationship, which we can see as an apt metaphur for the sub-
ject of this monograph.

The essential focus of a developmental perspectwe is on a
somewhat pr edictable sequence of growth, ‘adaptation, and trans-
formative change. We view this sequence as describing individ-

uals ‘and, ideally, institutions as well. Directing attention to de-
velopment can counteract personal and institutional tendencies
to teach as one was taught and thus to choose blindly in matters
of educational policy and pedagogy. Most important, starting
with the developmental needs of individuals and considering the
demgn of educatmn in respange permlts a gclutlmzmg of insti-

In this rncmograph WE review alter nthve ways of descrlbmg
adult development and comment on the impact of our under-
standing of these processes in relation to present .and future
approaches to the operation of institutions.of higher learning. -
We have divided the literature into two basic perspectives: the
first describes characteristic issues and tasks of- chronological
periods in the adult life-cycle; the-second describes develop-

" mental stages that have no strict relationship to age but instead
"represent individual trajectories.of maturation. These latter
theories describe successive changes in a person’s basic ways
of thinking, feeling, and making sense of social situations and
personal experience,

These perspectives Qverlap The word development takes on -
different meanings across perspectives and sometimes among
researchers with the same perspective. Because there is no grand




~ scheme, each theory or group of researchers provides a different
set of lenses through which to view the process of education.
We start with a mere recognition of the demographies of adults’
inereasing partieipation in higher education. We move to con-
sidering the inner changes associated with higher education.
Far beyond the implications of particular concepts of develop-
ment is a more persuasive question concerning whether and how
institutions respond, if at all, to the presence of adult students.
QOur conviction is that most institutions can be much more re-
sponsive than they currently are to the developmental needs of

- . their constituents of all ages: students, faculty, administrators,

and staff.
Concepts of d’evélapment

One of the most general definitions of development refers to
orderly and sequential changes in characteristics and attitudes
that adults experience over time. Knox offers this definition in
a comprehensive handbook on adult development and learning
(1977, pp. 9-13). As he explains it, earlier characteristics help
shape later characteristics, and an understanding of these ante-
cedent-consequent patterns can be useful both to the adults ex-
periencing them and to anyone who wishes to assist.

This- general view of development, concerned with patterns
of change and continuity, is a useful initial framework; however,
not all change is synonymous with growth or development.
Ghanges can be pm e]y ExtEl nal and need not imply nmtul atian
made by Kngx (19(7 ) and c@uqu ated by many Dthers is that
while developmental changes occur over time, few oceur strietly
as the result of time. There is something moye. involved. The
dynamics involve learning that is irreversible and sometimes at
the fundamental core of our lives. Further, the process of de-
velopmental change implies both choice and necessity in inter- .
action with life circumstances. Development is not merely ad-
ditive; it involves a process of qualitative change.

The major significance of concepts and theories of develop-
ment is their articulation of patterns of individual variation, to-
gether with some idea of the dynamies of change over time, as
an individual goes from one set of circumstances and patterns
to another. Adults as a group of students and as individuals are
sometimes embarrassingly diverse, and that is the challenge of
their presence in higher education. Research on adulthood pre-
sents patterns of individual differences on many dimensions;
knowing them can. engender a more thoughtful response, one’




that is more likely to facilitate the qualitative changes implicit
in the aims of higher education.

Adult students in ﬁigher education

Adult students as a gr Dup represent mcre diversity in life situa-
tions, gc)a]s, previous experience, skills, intellectual capacities
and styles of learning than most institutions are accustomed to

acknowledging ot planning for. This is especially true of public -
institutions, as higher educatior—at least at the bachelor’s level ;

—becomes almost a necessity for every working citizen. It also;”'
has become a way back to work and to more meaningful EEtIVItY
*for many adults out of the workforce or dissatisfied with then
lives or jobs. The “new students” are diverse—women,’ 11‘111101‘1—
ties, older versions of traditional- -age students, pr ofessionals
: seekmg upgrading, and those who lost out on a previcus chance
at college because of lesser opportunity or ability.-This dlvasﬂzy
of students implies that some response has taken place, whether
grudging or enthusiastie, but more importantly, it- rém esents an
opportunity for reconceptualizing the role of higher education.
Several social trends combine to create this opportunity. The
adult segment of our population is growing proportionate to a
decrease in number and relative size of the _youth cohort, and
although the exact nature of the demand is uncertain, adults are
increasingly participating in a wide variety of educational op-
portunities in academic, professional, vocational, and avocational
realms (Gilford 1975). With declining enrollments of youth of
traditional college age, it represents enlightened self-interest for
many institutions of higher eduecation to restructure educational -
programs to serve a more-diversified adult elientele. Additional-
ly, with new patterns of family and work, it is becoming inecreas-
ingly i ppemtwe as a matter of social policy to break the lock-
“step of one-chance matriculation from high school to college and
to create a variety of flexible second-chance educational oppor-
tunities for ‘individuals of all ages and motivations. In this way
the umversﬁy helps to create what could become a “lear ning so-
ciety.” Of course,-the university is not the only actor here: we
have a vast systern ,of postsecondary education, and adults take
advantage of many ncmfcurnal leammg gppurtumtles ag wel]

to be mvcxlved 1f we cre*lte a soclety more 1espan51ve to the edu-
‘cational and developmental needs of its citizens (see Bailey
1976). But here we are concerned only with hlgher education.

Many institutions have responded creatively; tiiey have ex-
panded offerings in continuing education and created external




degree programs, time-shortened degree programs, alternative
colleges, weekend colleges, individualized degree programs, and
revitalized adult education proframs.*

However, only, a few have looked at the-logic of those efforts
with the intent of designing environments that support or pro-

- - mote development. This is the real challenge, and it applies to

traditional classroom instruction as well as to external degree
programs, Adults ean become an unsettling and unacknowledged
clientele except in programs designed specifically for them. Ac-
knowledged, they can provide the impetus for new definitions of
quality in teaching, counseling, and learning. The challenge of
responding appropriately to adult students is to design programs.
that are theoretically rationalized and not merely add-ons to
_ existing programs. Adult development theory is not a panacea
in this regard; however, it does provide some starting points
toward application and towazd an interdisciplinary base for new
approaches

. Educatms shauld av;u] themse]ves of the Qpportu,mty ta
take part in the general social {rend toward humanizing institu-
tions; knowledge of adult development enables thig te be real-
ized.,

. Resp@nse to student diversity. as described by develop-
mental theorists, should become the basis for change in the di-
- rection of creating standards of quality.

‘. Tnstitutinns shau]d prepare tn l'esl)atld to the extreme]y di=
change the chaiaetel of hlg’hél eddcatlon

"To do this, institutions must: (1) identify groups to be
served; (2) assess the learning needs and goals of this clientele;
(3) set up educational goals that reflect a commitment to in-
dividual development; and (4) establish Educatmna] delivery sys-
~ tems to reahze these goals.

= % 1

——————— e e i
*For examples see: Keeton 1976; Medsker et al. 1975; Cross and Valley
1974 Hesburgh Mlller, and Whartun 1974; Haule 19‘7'3 the Cameg;e Cnm— .

_tion of current grant prn]ects ﬂf the Fund fm- thu Impruvement of Past—
gsecondary Education. =
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EOur startmg nmnts axe W1th first, the concept of cycles and
stages and, SECDHd the certainty that adulthood IS not a stable

~and munnhthlc state but is divided into successive life permds,
.-each of whlclfushms in its own variety of learning tasks. Reﬂent

research indicates that adults’ lives are indeed patterned in pre- .

dictable sequences; and that there are certain key issues ard
: tasks usually asscciated with'each life stage

ﬂA life stage is an ‘age-linked period in which certam issues
and adaptive tasks are likely to be paramopnt. (See Table 1 for
“a bl‘lEf characterization of adult life-cycle stages.) Such. tasks
‘are marker events that "mark” the period or its boundaries. Ad-
‘ditionally these’ st'iges 1mp1y characterlstm psyehn]nglcal stances

many of us adopt 1:11"1 elaflcm to life events. The age linkings are .

provocative but not*prescriptive; resear chers findings differ and
there is room for individual 1d1osync;1 asy.

. Changes in life stages mvolve changesin one's life str ucture.

sze structure describes the-way one is externally related to so-
ciety by social roles in both work and intimate relationships. It
also describes the intérnal meanings that these roles take on, in-

‘cludmg an lntemg] c:lock that marks the passage of time in °

terms of changed perceptmns of one’s place in the life cycle.
Gauld whose work (1972, 1975) exp]mes changes in people’s
attitudes ‘about various .aspects of theu‘ lives in relation to the
passage of time, writes:

‘While children mark the passing years by their changing
‘ 'delEE, adults chsnge then mmds Pagsmg yeals and passmg -

‘ leasmg theu' energy and asaummg new fnrms in alte;ed re-
- lationships w:th both tirhe and people (1975, p. 78)

Examples of varymg versions of adu]ts life stages and the
events, .tasks, and ‘stances associated with them are presented

in" charts throughout this chapter, They represent the work of - -

Neugarten Erikson, Levinson, Gc\uid and Havxghurst (see

~ Figures 1, 2, 8, 4). S
Thé concept of. devﬂlapmfntal task is-a’ bmad one. Sorne

tasks appear to. be extez nh] m natule such as learnmg the skllls

mg Aa ,ps.rent or p]anmng im retlrement (see Hawghurst in

13
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ble 1: A Brief Characterization of Adult Lif&C}fﬂé Stapges

y
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"fﬁajar )
Psychic Tasks

: . Marker

Evemg

5

Characteristic

Stance

Leaving the
family

(16 or 18
to 20-24) -

o

2

Separate self
from family;
reduce depend-
ence on .familial
support and
authority; de-

‘velop -new

home base; re-
gard self as
-adult. ’

"" Leave home;.
. new roles and

more autono-
mous living

arrangements:

" college, travel,
army, job.
Initial de-
cisions about
what to study,

- career, love
affairs.

A balanee be-
tween “being
in” aud “moving
out” of the
family.

. Getting into
the adult
world _
(early 20's

to 27-29)

Explore ‘avail-* - 7 “ |
_-commitment to should.” Living

able possihili-

" ties of adult

world to arrive
at initial vision
of oneself as
an adult.
Fashion an
initial life

_ structure; ‘de-

velop the ea-
pacity for inti- -
macy, create a
‘Dream; find a
mentor. .

Provisional

“Doing what one

decupation and- ‘and building
“first stages of for the future;
a eareer; being  transiency is
hired; fifst job: an alternative
adjusting to track.

work world; -

quitting, being

- fired; unem-

ployment; mov-
ing: marriage; .
decision to have
~a child; child
goes to school;
purchase of a
home; commu-
nity activities;
* organizational
roles, : |

Age 30
“transition
" (late 20's to

early 30's)

structure and

' present com-

mitments; make
desired changes,
particularly to
incorporate
deeper striv-
ings put aside

in the 20’s.

“What is life all
tion or direc- - about now that
tions within- I'm doing what
an occupation; # I'should? What
go back to do T want out
school: love af- of life?” .
{air; separa- | '
_tion: divorce,
first marriage;

Change- occupa-




Table.1 (continued) : ) y

: VLifE Major Marker Characteristic
** Phase Psychic Tasks Events Stance -

Seitling " Make deeper Death of par-~ Concern to
-down - ‘commitments;  ents; pursue establish orger
(early 30’s) invest more of work, family and stability in
: T self in work, activities, and life, and “mak-
family, and ‘interests; ing it,” with
valued in- . children old =~  setting long-
' terests; for enough for range goals and -
men and ca- "mother to re- . meeting then.
reer womer, turn to school.
become a junior
member of
one’s ocecupa-
tional iribe;
set a time-table
. for shaping
one’s life vision
into concrete
long-term -
goals; parent-
" ing.

-Becoming Become senious  Crucial promo- Suapended ani-
one’s own . member of oc--  tijon, recogni-  mation; - waiting
v, DErson - cupational ~ tion; break ‘for the confir-
+(35-39 to group; prune with 'mentor. ‘matory event;
39-42) - dependent ties - time becomes
: to boss, crities, o finite and
colleagues, . .- worrisome.
apouse, mentor. ’
Seek indepen-
dence and af-
firmation by
society in
most valued
role. For wo-
‘man whose
fifst career is
in the home, a
growing com-
-+ fort with

family respon-
sibilities and
independence to
seek valued
interests a}id

. activities. \

ERIC

Aruitoxt provided by Eic:
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Table 1 (cantiﬁix,ey’i) -

Life
Phase

" Major

Psychic Tasks. -

Mirker
Events

Characteristic
Stance

Mid-life
(40'8)
transition
(early 40s)°

‘Create a better

fit between life
structure and
self; resolve
experience of -’
disparity be-
tween inner
sense of the

, benefits of -

living within

. a.particular
"structuré and

what else one

~ wants in life.

Change in ac- -

. tivities from

realization that
life ambitions

- might not de-

velop; change
of career; re-

. marriage:
empty nest; a .
“second carger .
for womé .

whose first ca-
reer was in the
home: loss of
fertility: death
or- friend, sib-
ling, or child.

Awareness of
bodily decline,”- - -
aging, own mor-
tality; emer-"
gence of femi-
nine aspects of
self for men,

‘masculine

espects for
women,

Restabili-

© zation -
(a three-year
period
around 45) ..

C

a

13

Enioy one's

choices and life
" style.

Become a men-

‘tor; share

knowledge:and

 skills with

vounger friends
and associates;
contribute to
the next gener-
ation; develop
new interests
or hobbies: oc-
cupational die

© - is cast for men. - -

FTransition
2. 5
o inlo the
7570!3 o
(late 40’s
-to mid-50's)

H

Another reex-
amination of
the fit between
life structure
and self; need

for redirection,

a whole new
beginning for
some,.

* a career, or

Lgst chance for
women to have

vigorously
pursue a de-
ferred life
goal or in-
terests—

- family crises,

home duties
cﬂéﬁgé in hus-
band’s job,
status.”

‘An imperative

to change so

_ that deferred
-goals can be ac-

eomplished—
“It is perhaps
late, but there
are things I
would like to
do in the last

~_half of my life.”

O
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TaEle 1 (continued)

Life ¥
* Phase

Major
Psychic Tasks

Marker
Events

Characteristic
Stance

Restabili-

" zation,
mellowing
.and :
flowering
(late 50’s,
early 60")

Accomplishing
important ‘goals
in the time laft

“to live,

ties rziated to
eareer and
valued inter-
ests; per--~

. onally de-

5

1

ined accom-
plishments.

j\'&w opportuni- A mellowing

of fealings
and relation-
ships; spouge
is inereasingly
important;
greater com- -
fort with self.

Life review, -

. Finishing
& up -
{60’s and
. beyond)

Accepting what = Retirement of Review of ac-
- complishments;

has transpired
in life.as hav--
ing worth

and one’s
choices,

self and

-spouse; aging;

: agd ™~ death of
meaning; valu> - friends; spouse
ing oneself and self. -

eigerness to
share every-

-day human.joys

‘and sorrows;
“family is im-
portant; death

\, i a new
+ -~ pFesence.

Sources - for this chart afé Levinson (1974), Gould (1972),

—_—

(1969), and Sheehy (1974). Category titles and time designations’ are
Levingon’s, Classifications for the later periods were developed from the

" data in Weathersby (1977).

¥

777"A ir ., ‘75!7'

Chickering 1980).. However €there ‘are
coping even with these tasks, ard maqre
often dissynchronous aspects of Nving

¢ £

internal components to
so with the various and
and aging. These have

£
Neugarten

an even greater claim to the development tasks of the life eycle,-

since they are thejintrapsychic work associated with adapting to
life’s changing ‘ciXecumstances (see Erikson 1968; Gould 1978:
Vaillant 1977; and Levinson 1978). . :

Overall, the focus of most research on the life eycle has been

~

on adaplation: adaptation to the events and realities of 'suc-

cessive live stages in general; and idiosyncratic adaptations as
they are created by individuals and experienced by age cohorts
.in particular periods of history.” A newer focus is on growth, on
using life transitions to forge greater personal integrity and

effectiveness in the world (see Kohlberg 1973; Imara 1975; and,

Gould 1978).
* Another concept is

transitions. Understanding the nature of

particula,z;gr,;nsitionseand the processes by which. individuals
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Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

10

..cope with transitions is beginning to be a foeus of interdiscipli-
nary research (Spierer 1977). Transitions take place in at least
three ways: moving through time periods in the lifespan; chang-
ing rules (as we age we adopt new roles and relinquish old onesy;
and through the events that mark transition points (such as
entering school,-embarking on a career, getting married, becom-
“ing grandparents, or losing cne's spouse). Very generally, tran- .
sitions from one. period to the next can be due to biology, social
sroles, career and work, history, or the inner meanings. of life
evants They may be evident to others (such as balding, having -

;& child, becoming “successful”) or may remain unnoticed, al-

though still dramatic, such as losing one's career aspirations.
rey may be sudden, or more likeiy cumulative. Transitions may
"Be simultaneous—for é&:am]zle, late_adulthood may be initiated
by a letnement party that ;Lcknnwledges a socially dictated
change and cr eates n new mind set for appropr iate behavior. No

matter how tmnsxtmns are defined, coping w1th them provides
an occasion for lé*u'nmg

Timing of transitions: ;}ge norms and cultural norms -

When a particular tl"msiﬁcm occurs and what prompts it has
been a question of lmpmtance for life-cycle Tesearch. Neugarten
(1971, 1963) describes adult activitics on a continuum in which
the first half of life is characterized by a future orientation and

striving for mastery of the outer world, fostering a sense of

. “time lived” or-one’s own history as the agmﬁcant factér. The

second half of life is characterized by a more inward orienta-

tion, sponsorship of others, and consciousncss of the finiteness Df
" time and thé need to set priorities in one’s “time left to live.”

Ther e ave clear dlﬂ'el cnc*‘s, toa bs.t\v tn m:n *’md womm 1eﬂcct-
ing the differ
roles (see Flguze 1)

Clearly, the sense of time z‘md tlrﬂlng the individual pos-
sesses markedly effects the expern:ncc, of self in.the world and
plays a erucial vole in prorapting significant: tranmtmn: The con-

- cept of age norm is central. Neugarten (1968 1976) points out.
that there is a wldesmead culture consensus about the proper

time to leave home, go to college, marry, have children, stop”
having children, azgd so on. We carry within us'an internal clock

_and a sense of “proper” age for events to occur. Breaking a

norm. is . difficult, as ‘is adjusting to. an .event. that occurs “oﬂ'"
time,” such as losing a spouse or child unexpectedly in mid-life

: or beginning a new. career. When’ “fransitional ‘events are *on -
_time,” they are usually ﬂntl"‘lpatéd and less likely to be experl-

.
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- enr"td as crises; hmvever even antlupated {ransitions, such as’

children Ieavmg home ‘or technological’ unemplayment Inesent
chall&nges and a need for support.

Our institutions have-yet to be adequately responsive even

to the variation that currently exists. As more adults enroll in
colleges, they do so in opposition to earlier age norms with re-

spect to the appropriate time for schooling. But these adult stu-
dents are also conscious of being out of synchronization with

others of their age group, and often perceive themselves behind

" in their career timetable as we]l There are age norins in many

. careers that make late entryinext to impossible. This is-par-
ticularly unfortunate for women who mar ry and begin a family

as their first career. Professional schouls, such as medicine and ™"

- law, often do not-welcome students after age 30 or 35. The mid-

twenties is the “app;opnste dage for managerial training pro- -

grams in businesses. And men: often have difficulty making a
career change, even at 35 or 40; if the career involves some in-
vestment by the employer. : - :

Ghanges in patterns Df work and childrearing are creatmg a
i 1etables and thus a need to recognize

ngw age norms; otherwise, for those whose tlmmg is different
from the standard pattem particularly women (but probably
increasingly men as well), further education niay represent false
promlses Df acc:ess tn new and more 51gn1ﬁcant wmk Sc»cla]
examp]e, the llmlted 10155 av"ulable to oldm Wijmen in Dur §0-
-ciety (Jacobs 1979), or the problem of wamen ma;rled to sue-
cessful husbands who at mid-life are st-futmg a career out of
phase with their social status. The br eakmg of age norms and
. the setting of new ones cchlde with some external life tasks,
~ such as making a living or establishing a career, and with some
mtemal psychic challenges, such as "becnmmg one’s own per-
son.” Models- of development consistently posit a “person-en-
'virﬂnment” intemetion va 1lables silch as age, sex; and thé

fect that mtez actmn T %

Epigenetic timing and Iife tasks‘f

in 1t is meably best attubuted tn Erlkson Enksan quates

Freud as replymg to a questmn abcut ihe tasks Df adulthmd bv’

. * N =
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the life cyﬂe Stmting with inf'ancy, he conceives of "'psychc:-

1esclutmns of the m’t_]m task Qf each step ( ird 1‘ lgum 1). The_ '

task of infancy is trust versus mistrust; of early childhood,
autonomy; of later childhood, initiative; of school-age children,
industry; and of adolescence, identity. He assigns to adnlthood
the task of intimacy from the teens to mid-twenties; gene-
rativity (the forties and fifties) ;-and integrity (the sixties and
beyond), and sets them in opposition to feelings of isolation,
stagnation, and despair. By generativity is meant a concern for

'creativii:i;ﬁaﬁgl productivity, a voluntary commifment to guide

né'\\ ar ge’riefatians and youngél assaciates I.Izwing chi]ch en dces

tn;m is mteguty, a deﬁned acceptance of what hfts transpir ed m
one’s unique history as both valid and- necessary.
This definition of life tasks is quite general, and simul-

taneously intrapsychic and cultural in nature. The origin. of these °
tasks is seen as a :matta of internal unfolding according to an
epigenetic “ground plan” in which each task has its special time
of ascendency.. Nevertheless, Erikson’s work focuses attention
on the impmtanee cf each majc»r ]ife period in c;-reating a “vitai :

‘mtlapsyc:hlc issues that undeﬂle many Dther f@rmu]atmns of
-life_tasks. This. appears to be generally valid, a]thaugh the idea

of internal unfolding is questioned by others who have defined

« the tasks, time-periods, and settings more sociologically.

In Erikson’s thinking, a developmental crisis is not a
catastrophe but a decisive {urning point that simultaneously
brings heightened potential-for intrapersonal integration and in-
creased vulnerability to personality disintegration. Most im-
portant, a developmental task is never mastered once and for
a]l Ratha at the ccnc]usmn of each lle stage one works mlt a
peuences in new penuds le tl "msn‘:lon one cycles back thmugh
earlier crises and reaffirms or renegotiates their resolution. This
concept offers ‘an insightful perspective on adult “identity

~crises.”- In transition, our identity becomes problematie, and we
: are forced to renegotiate previous resolutions of earlier issues,

such as trust, autonomy, initiative, and industry, before pro-
ceeding to newer, more integrated ‘and satlsfactmy versmns Df '

_ mtlmacy, generativity, or initegrity.

Vaillant (1977) has used Erikson’s framework in mte1pret- ,
ing the results of a major longitudinal study of Harvard men, de-

SCllblng in detall the adap‘tlve mechamsms used as each man




“career consolidation” as a test between intimacy and genera-
tivity, and the task of “keeping the meaning” or “rigidity,” after
generativity and before integrity. One of Vaillant’s most inter-
esting findings, revealed by longitudinal inter\;,iewing, is that
. " ..people cannot be expected to remember accurately the events and
 meanings of a previous life period. We actually reconstruct our
‘history as we move from one life stage to another. Overall, the
. ‘contribution of thls view of life tasks is the greater empathy and
N clarity that can come from labeling or naming them as tasks.
Lcwe and work-—the need to be generative, and the need to con-
solldate one’s career and keep faith with one’s dreams—are es-
" sential. developmerital tasks that will arise regardless of how
well or poorly one adjusts to life’s cir cumst-‘mces Labeling them
helps exp]am thexr putency

f—

The concept: nf hfe struc.ture

Levinson (1978) advocates a view of adult develcpment as the -
evolution over time of an individual life stru«:tule A life strue-

——-—ture-is-the basic -pattern or design-of a person 's life at-a given
time; it is created by the choices a person makes about occupa-
tion, family, and other valued interests within the constraints-
imposed by environment and circumstance. For the individual
" the life structure has both e}.ternal and internal aspects; 11: in-
cludes

the external uverall pattern of mles, membershlps, mterests,

the partlcuhr wa_ys he. is pluggcd _mtu sgcmty In lts mterna!
aspects, life structure includes the personal meanings these
have for the individual, as well as the inner identities, core
values, fantasies, psychodynamic qualities that shape and in--
fuse one's engagement in the world and are to sorhe degree
fulfilled and changed by it. (Levmsan 1974 DD. 7-8)

,._.evmson sees the basic task of adulthoud as buﬂdmg and

. mndlfymg one’s life structure: working on single components of
the structure by making choices about m:cupatlon marriage and

" family, friends and relationships, ethnology, rehgmn and the

» .use of leisure. Additionally, one develops by becoming more in- -
dividuated in personality by resolving intrapsychic-polarities
such as destruction versus creation, masculine versus feminine,

. and attachment versus separateness. These tasks take on a dif-
ferent chal acter in E'l(.‘.h lifé peﬂad but they remain sig‘niﬁcant

tl_es reﬂgcts an undEL lymg‘ ag‘reement amang theﬂx'lgis that. de—
velopment progresses through the resolution of basically dia-




lectjeal problems-(Riegal 1972) . Alternatively, such formulations .

‘may %‘ﬁgj,ca a theoretical limit: the paradigms we have avail- .
- able for analyals have not. progxessed beyond the.dialectical ciage

(Kuhn 1962).

-~ Working with biographieal data from the lives of 40 men,
Levinson and his associates (1974, 1978) have identified a -
schema of surprisingly age-linked periods in early and middle

adulthood, and have described the nature of each period (see

Figure-2). They view life structure as consisting of a scries of .
alternating periods of stability and transition: in a stable period
we build a life structure; in a transitional period we question

our choices and commitments and peﬂiaps make changes. Both

the structure- building and the structure-questioning tasks are of
considerable magnitude. W01 se, they must be cyclma]ly repeat-
ed. Levinson’s research seems to indicate that a stable period

+lasts six or seven years, and ten.at most. Even a transmmnal

period ordinarily lasts four or five years. _

Two other critical concepts emerge from Levinson's re-
search: the importance of forming and meodifying a ‘“dream”
(an _energizing vision of one’s self in the world) as a component

'_csf one's life structure; and-the importance of forming mentor-
“ing relationships, a mentor being a sponsor on life’s journey.

One of the things that seems to happen throughout adulthood
is a person’s attempf tomaintain an equilibrium or “goodness
of fit” between the life structure and the experience of self.
Levinson believes that in creating an integrated life structure an
individual can use only some parts of the self, which means that
other important parts are left out. Changes in life structure can’,
be seen as attempts to resolve disparities between a person’s
inner sense.of the experience of living within a particular life
structure and aspects of self that were neglected or left out

~when the structure was created, A dévelopmental érisis, then, is .
. the same kind of turning point articulated by Erikson, as Levm-

son desecribes it for men undergoing mid-life transition:

The central issue is not whether he succeeds or f;‘uls in
achieving his goals. The issue, rather, is what to do with the
experience of disparity between what he hag gained in an in-
ner sense from living within a particular structure, and what
he wants for himself. The sense of disparity between “what

. T've gotten to this point” and “what it is I really want” insti-
gates a soul-searching for “what it is I really want.”

A ‘man may do extremely well in achieving his goals and =

vyet find his success hollow and bittersweet. If, after failing
in an important respect, he comes primarily to castigate him-

" gelf for not being able to “make it,” then he is having a rough -

“ time; but he is not having a mid-life crisis. He just regrets

24



* Figure 2: Eras in the Male Life-Cycle
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Source: The Seasons of a Man's Life, by Daniel J. Levinson. Copy-
right 1978 by Daniel J. Levinson. Reprinted by permission of Alfred A.
Knopf, Inec.

failure, He is having a crisis to the extent that he questions
his ]ife 5tructure and fee]a the stlrring‘s of rmwerfu] ﬂ:nrt;ese

"the structure (Léwnsan 1974 p 19) . /

The concept of life structure allows another explana.tmn of
the forces that create hfe transfcmns We can speculate that: the
that create pressure on our exlstmg hfe structure There are
.changes- in biological functmmng brought about by increasing
age,. changes in the ages of one’s parents and children, changes _
in cultural expectations about what someone of our age and

- stature should be doing, and finally, progressive shedding of our
1llusmns about the “reahtles“ of adult hfe as we discard the

T — 17




Goulds wmk (1978) foers an- alternative e]aboratlon of
the 1nner task Df development tluough successwe llfe stages.

therapy,vm Whl(;h he began to see age variations in what pegple

- wanted to talk about in therapy groups (1972). This prompted
- a questionnaire survey that pointed ‘to a; iated differences

among adults not in therapy. Tliese results independently cor-

roborated Levinson’s descriptions -of the issues at each life .
_period, despite some differences in age breaks. Gould emphasizes -
‘ inner changes’in consciousness that are the rosult of progres-

sively glv:mg u]: varlous 1lluslcms Stlll held fmrn chzldlmnd Fnr

(ages ES tc: 34) Gould dESQlleS the. m’ljﬂl task as beccmmg

aware of coexisting and contradictory forces. in one’s emotions.
With this awareness, the'illusion that “What I know intellectual-

ly 1 Know emotionally” is often confronted. He argues that
~adults seem to have an ever-increasing need to win permission
.from themselves to tackle these inner tasks:

Ch;ldhagd delwms most people mtc adulthood wnth a view of
adults that few,could ever live up to. A child’s idealized image

- of.an adult can become, the adult’s pamful measure of him-
self, Without an actwe thaughtful confrontation of this
lmage, the 1mpressmns nf (Zhlldh()()d w111 plevall An adult

nut hls or hez. ]le cantmllcd by thL lfl’mﬂgslhlﬂ attempt tc
satisfy the maglcal expectatmnb t:f a child’s world (Gauldv
1975, p. 78). . ‘

Tianszltmn for Gould as for Levmson involves a thoughtful

'conflont-‘ﬁ’mn \V]th the reality of one’s.own choices and ex-
. pEl‘lEﬂQE% it necessitates a chinge in viewpoint, a change Gould

sees as transformatwe

3 ; ffl -cyc]e research sex, Ethmmty, and elass

to do w1th sex dlffelem:-es Are \vomg.;ns llfe stdges dlfferent

- from men’s? Are’ the developmental. tasks af successwe life
- -stages different for men and women?

The ewdence 15 ;Er-igmentmy beeause of Lhe scarclty 01 '

ceptmns are Sanguxllano 1978 and J"u;c:bs 1‘)79) Gurl ent coh-
cepts and descriptions are derived more’ from men’s lives than

- women’s, Levinsoii-and Vaillant’s samples, for: instance, included

only men and thus it would be incorrect to assume, without motre

spemﬁc veuﬁcatlon that their constructs and the;r descrlptmn '

Il
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of stages also anply to women. Gould’s population-included both
men and women but was cross-sectional. Predominantly, gen-
eralizations about all of human development have been made
from research samples of middle-class, white males.
Preliminary evidemce Suggeests cnnsidemble dispal ity daes
oppartumtles result in dlﬁerant pattE'l'ns Gf fmen ] and women’s
involvement in family, educntmn, and work. Thus the contexts
for development (both internal and exilernal) differ sharply and
- are sex-role dependent (Miller 1976; also Hansen and Rapoza
+1978) . This difference in context is true with respect to ethnicity
and social class as well—poverty, for example, is not a context
that is especially well suited for promoting development. Al-

though the basic concepts concerning life tasks and transitions °

are likely to’ apply across most variations of sex and ciretm-
.stance, the particulars contain the most interesting disparities
(Gilligan, 1977). Much more research is needed in this area.
Some comparative studies across sexes affirm that the se-
quence of stages; the life tasks of a particular stage, the mood
shifts, the support systems, and thé messages sent about how to
exist in the world are different for men and women (McCoy
. 1978; Sheehy 1976, 1974; Maas and I{uypels 1974). The result
is very different coping mechanisms for men and women. For
example, one study (Lowenthal.1975) reports large sex dif-
- ferences in coping styles and Stl ategles among couples who could
_be hypothesized to be at the “same” life stage. There are con-
vergences between the sexes at the extremes (high school sen-
iors; pre-retirees) and dramatic divergences in the middle
(newlyweds, middle-aged parents), The most critical or stressful
;. periods are different for men and women. Additionally, women
. consistently report more problems and less satisfaction with
their methods of copmg, qlthough “the intensity of d]SSif]SfaEt]Qn
varies across life periods. :

Further, although both men and women in their twenties

may be working on Erikson’s task of intimacy, there is ample
evidence that' a young man’s major concern through much of his
life is his career, whereas a young woman is socialized to place
her primary emphasis on family and relationships. The timing of
~ women’s life stages with respect to family and career cycles is
" usually more interrupted than for men; this in itself creates a
- developmental task of balance and integration that may be of
greater 1nten51ty fm women than men. Wcmen at m1d hfe re-
conformlst lle pattern refashlonmg a ch eam and hfg Stl uctum
They often have more limited brushes with mentors because of

\
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their in-and-out career paths; ofien the mentors are male both
for traditional careers and-for those just opening to women.
These. differences can lead to real difficulty. The unevenness
in development between the sexes and the oppositional needs
create c:cmﬂicts among cnuples at the same ]ife peziods Such

of dievelopmental change fm women ;‘md men, as well as " dif-
ferences in the timing of tasks and transitions.

_Life stages and education’

One important contribution of life-stage research is that it dis-
pels the notion that adulthood is a stable state in which dis-
equilibrium and distress are always individual matters, unre-
lated to natural or predictable life transitions. It highlights the
larger context of adults’ participation in higher education—both
in terms of what may motivate participation and what goals or
needs are met. An understanding of life-cycle stages demon-
strates the personal uses of education. It sheds light or potential

answers to a significant question each individual has: What'’s an _

education good for? People’s needs for education grow out of the

‘larger context of their lives. Education enables the satisfaction
of different develcpmerxtal needs depending on a student’s place

in the life eycle.
From Gould’s work, we know that adults need to give them—
selves permission to continue devalapmg, and that this process

‘involves honest and thoughtful confrontation with the reality

of their life experience. Erikson, Levinson, and Vaillant identify
the major psychological themes: or developmental tasks that

_ must be faced and resolved in successive life periods for success-

ful adaptation. Levinson’s concept of life structure adds the in-
sight of alternating periods of building and then questioning

one’s life structure. Sheehy’s and Lowenthal’s identification of .

the criss-crossing trajectories in men’s and women’s develop-

ment also raises inipurtgnt issues. From preliminary work we

can assume that women’s development is different in content,
context, and timing, and that relationships between men and wo-
men will involve struggle and some jeopardy.

Needs and uses for education shift with the life eycle and
are probably different in periods of structure-building than in
periods of structure-questioning. Many adults use formal educa-
tion as a support in life transitions; they find different uses for

K education depending on their life stage. Life-cycle research is -
~useful to educators in its clarification of learning tasks embedded

28



in age-linked life stages and in its emphasis on the requlrements
for effective coping with transitions.

For example, data from a studyv of adult students in an ex-
ternal degree program at Goddard College (Weathersby 1977)
indicate that “going back to school” is a change in life structure
that is linked to other changes, both desired and already aec-
complished. It appears that some individuals enroll as the re-
sult of experiencing a traumatic or “off-time” transitional event;
others enroll in the vague uneasiness of a transitional question-
inyg of life structure; and still others enroll in rational anticipa-
tion of changed needs. There are underlying commonalities in"~
adults’ reasons for enrolling that reflect the adaptive tasks of
both successive life stages and individual’ life patterns.

Similarly, Aslanian and Brickell (1979) have explained
adults’ participation in learning, both nonformal,and formal, on
the basis of life transitions. They come to the conclusion that
life events provide reasons for learning, although trigger events
are necessary to make active learners out of latent learners. This
indicates a readiness factor in adults’ demand for various forms
of education, a factor that is related both to internal changes in -
self-perceptions and to :ma JDI life events and changes in external-
circumstances. The result is a matter of ‘teachable moments."
Education for some adults serves the purpose of altering the
“goodness of fit” between their current life structure and desired
inner experience of self, It is at least a testable hypathesis that
there are predictable populations of adults who are “ready” for
specially designed educational programs that meet their needs.

Overall, an educational institution provides a setting for as-
sembling and changing one's life structure. Choices about work,
relationships, family, lei f wl are components of
life structure—can be influenced by the ideas, practical knowl-
edge and skills, and opportunities provided, either for building
a life structure or making a transition. As with other institu-
tions in society, we have organized-education primarily around
the developmental tasks of early adulthood. We now have an op- ~
portunity to rethink the role of education in mediating life-strue-
ture transitions and in enabling people in middle and late adult- -
hood._ to find resources for restructuring their lives.
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-exerare}‘u 1Sequences of Developnient

eerlptlve eequenees of develepment is that the deserlptlene ar-
ticulate and elaborate on possible steps in a process of glowth
The life-cycle stages are age-related. In confrast, the steps in"
these sequences are, for the most part, not age-related but in-
stead examine the nature of an individual’s world view and the
ways ‘that view can be altered. While life-stage research de-
scribes a series of transitions and adaptations, the hierarchical
sequences of development describe successive transformations in
adults’ more inward ways of constructing experience.

Many psychologists have deseribed the development over
time of personality characteristics that are essential to adult
functioning. Maslow (1970) for example, in studying healthy

‘adults, has identified a hierarchy of ‘human reeds ranging from

basic physical security to self-esteem and self-actualization.
Much of the humanistic approach to education uses this work as
a theoretical foundation. Others have described different strands
and eec}ueneee ef deve]e]pment Sehaie and Schaie 1’e]ate etages

van has described a eequenee in developmg a eepeelty for

‘intimacy; White has written about the development of humani-

tarian concern; Green has described the acquisition of purpose; .
and Terbezt heédeeerlbed the deve]epment of interpereene]

these). Each desel,;et;en_:efﬂ e,,eeenenr:ee,;s,us.ELU1e.te_educeters,:b:e;

cause it can sensitize us to an individual’s internal experience
and ways of making sense of the world. And this can inform
educational designs from curriculum to teaching practices.

. One major difference among various descriptions of se-
quences is the degree to which they embody a structuralist per-
epeetive Sequences and stege deseriptiens in the etrueture]iet

ment they e]ee eemp]y wrth the formal deﬁmtlene ef strueture]—

'develepment theory; for example, ‘»ey are wholistic, sequential,
transformational, and hierarchical.

Stages of development in a structuralist perspective

Structural-developmental stage theories detail a “map” of the

. progressive reoganizations of intellect, emotion, character, and

1 . ;s !
. i
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personality at each stage.Thus, each level is a gualitatively dif-
ferent frame of reference for responding to and learning from
one’s daily experiences. The concept of structure-is central to
the idea of a developmental stage; each stage fis an inferred
construct that describes different psychulugiual\ulganizatiung
or basic mental structures, at different pumts in one's develop-
ment. In psychology, these structural-developmental concepts
orginate in-Piaget’s work with children’s intellectual and moral
think'ng. In Piaget’s classic definition (in Tanner and Inhelder
- 1960) developmental stages deseribe an invariant sequence of
mental reorganizations (no stage can be skipped). Stages are
hierarchically integrated; that is, spbsequent stages incorporate
and transform earlier stages, and they represent “structured
wholes” or thought-organizations underlying one’s basic ap-

proach to the world. Development in Piagetian terms (1967, '

1970) is understood as progressive equilibration from a lesser
to a higher state of equilibrium through mental struttures that
are continually undergoing transformations and moving toward
more complex levels of differentiation and integration. Indi-
viduals assimilate experiences to existing thought structures-and
‘then accommodate the structures through transformations and
recombinations that result in a new and more differentiated

structuring of experience. Accommodation occurs as a result of -

perceived 1ncongru1tles between ‘experienced event and the

thought structures an individual has available to interpret them. -

When considerable numbers 6f elements in a structure have been
transformed, a newstructure or .“stage” of development has
been reached.

A majur ]SSUE m structural psycholugy is measurement of

can; in palt, be c:lted as promptmg the ac,:uumph%hment of ne}w
structures. Such processes as the motivation for change are not
so apparent with adults. This has led to considerable discussion
about the. qualities inherent in each stage and what theoretical
metaphurs best describe the nature of development.

The increased interest in adult development ptromises to push™

the work another step (see Gibbs 1977). And apart from ques-
tions of differences between adult’s and children’s development,
there are also basic measurement problems. For example, a
subject being tested responds with thinking that is apparently
' drawn frurrl more than one (though gener ally adjacent) stuge
,less relevant fur educatxun and.educaturs, What struuturul des
velopment sequences provide is not only a highly differen-
“tiated description of steps in-an individual’s process of develop-
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@degukte seemlly reepme;b!e end plmelplec‘. W erld riews. The

potential for individuals and the society to attain such views can
begin to shape and inform our gea]e for education.

Strands and levels of development -

In the study of structural development, various theorists have
examined and articulated different strands of development.”A
resgarcher who begins by studying only one strand (for example,
the development of faith) also invariably creates a scheme
that goes beyond the limits of that particular strand and. con-
neets te ethel stlande bemg identlﬁed Almeet all develepmental

thmkmg, flem powe1 ouented to ])llnElp]E euented eeneepte ef
morality; from conceptions of interpersonal relationships as in-
struments t6 ideals of mutuql responsiveness; from faith based

"~ on magical or conventional thinking to faith based on chosen

commitments; and from limited self-awareness to increasingly
complex understanding of one’s own psychology and others’.

~ Kohlberg , (1969), building directly on Piaget's work, has -
looked at stages of moral judgment. He longitudinally followed
a small sample of men from college yvears into adulthood. Gil-
ligam (1977) has taken Kohlberg's work and is modifying and
reshaping it theoretically with respect to women’s development.

- Fewler (1974) exqmined stagee in the‘ deve]opment of feith endr

mene (1973) exemlnatlen of stegee in the development of
children’s abilities for social role-taking; Broughton's (1975)

-~ stages of epistemological development; Perry’s (1970) SequenEee_-

of intellectual and ethieal development; Kegan's (1979) ideas of_
the evolution of self; and Loevinger's (1970, 1976) formulation

- of stegee -of ego deve]opment

lev‘ele c:f deve]opment 1dent1ﬁed by Koh]berg, Peu y, Leevmger,
Plaget and Bloom. Working separately, these theorists have

- come up with strikingly similar schemes.

There eontmuee te be ergument and lwely dlalog about the

ers” sequencee Agreement is hlgh howeve1 that most adu]te are
in the “conforming to persons,”. “conforming to rules,” or
“principled autonomous” stages. Thue it is these higher stages
that begin to characterize what may be important to adult stu- -

“dents (or. faculty), in terms of both world view and significant

new learning lying before them in the next stage.
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Table 2 Stages of Ega, lllural and Elhu:al am:l Intellectual Develupment

Egu Develﬁpmeﬁl

lllural and Ethltal DEvglument

Inteller:tual Develapmeut

Fearful-
dependent

Opportunistic

Conforming to

persons

Conforming to

rile

| Principled
autonomous

lllllllbt?l"]

 Lgoceniric

Obedjence-
punishment
oriented
Instrumental
egoismand
exchange
(Good-boy, approval
oriented

* Authrity, rule,

and sotfal order
oriented

Social contracts,
legalistic oriented

Moral principle |
orientation

) ey

Basic duality

Multiplieity

prelegitimate

Multiplicity

siligrdinate

Multiplicity
correlate or
relativisi

‘subordinate

Relativizm
cofrelate,
competing or

. ilfuge

Commitment

“Toreseen

Initial commitment,

implications of com:

mitments, develop-
ing commitments

1 ul.;mur
Stercotypy, con-

~ reptual confusion

Coneeptial sim-
plieity; stereotypes
aiiil eliches

Conceptual com-
plexity, idea'of

patterning .

Increased cori-

~ ceptual complexity,
complex patterns;

toleration for
ambiguity, broad
seope, onjectivity

“lllf}l [
Symbalic, intuitive:
thought

Concrele operations:

L. Categorical
¢lass.fication

Concrele operations:

2 Reversible con-
crete thaught
d

5

Formal aperations:
L, Relations invalv-
ing the inverse

6f the reijracal

Parmal eperations;

2, Relations involv-
ing triads |

Formal operations:

%, Construction
of all passible
relations

Systematie isalation
of variables

Deduet've hypoth-
ESl% testing |

ilingi

Memorization

Analysis

Synthesis

Fvaluation

Suuwe Arthur W, Chlckermg, “Develnpmental Change B A Majnr Dutcame,“ in E’zpcmnlml Laarmn

ties and Asseasment, ed, by Morris T, Keeton (San Francisco: Jossey-Bass, 1976).

]

3

mras

7: Ral mnale Churm:tem=




\

v1cles a way to undastind ..he notmn Df strands and levels af
development, and demonstrates how strictural-developmental
theories can inform our thinking about adult education.

Luevinger’s theory of ego development -

The term ego development is an inferred concept uniting inter-

related progressions of cognitive, interpersonal, and ethical de-
velopment into successive hierarchical world views. Each stage
is a characterology whose representative types, from Archie
Bunker to Mahatma Ghandi, illustrate qualitatively dlﬁ'&lent
ways of responding to life experience.. '

Ego development is considered by Loevinger to be nDt ]ust

’a pEL scmahty tralt but mrzsle? trait secand cmly tc) mtelllgence in

In hEl sc:herne of ega devel@pment Lhele is a_ sqccessmn of

‘ qualititive tuming jmints that Laevinga calls milestone se-

thus the plesence, absencei or mten51ty cf a smgle pasanallty
trait is best interpreted in the context of how thatjcharacteristic

fits into an interrelated sequence of development. Loevinger uses
, fhe ten’n mllestones ta emph351ze that her Eystem moves away

absent, hlgh or lcny) tow*u d def‘mmg ;‘md nleasur ng quahtatwe
shifts in a trait that mark steps in a_continuous progression.
.. This distinetion highlights a different way to examine par-

ticilar traits as part of development. For example, concern for
. achievement is most pronounced at a stage-of ego development

mid- way in the sequence. A woman with little apparent urgency
about achieving may be at lower stages, or may have gone be-
yond to higher stages in which the concern related to achieve--*

- -ments is afte"n éast in tmfns Df individual fulﬁllment mthei than

of mllestcne sequences, in whlch a glven tralt czm transfmrn ancl
appear in a “diiferent context, aliows us to place this wcm:m 's
“lack of achievement motivation” in perspective.

Reading down the ‘columns in Table 3, are successive levels -
of complexity in each facet of development; reading across are
the broad character patterns of each stage While this is only
one way to label complex phenomena, there is substantial empir-
1(:'11 EVldEnCE to suppmt this formulation. Maregvm to most

\.y




Table 3: Some Hilestones of Ego Development

B __ i

.
Stage Impulse Control,
" Character Development

Interpersonal Style

¢

Conseinug

Preoccupations

Cognitive Style

Impulsive, fear of
retaliation.

Impulsive

Fear of heing caught,
externalizing blame, \
opportunistic -

Sell-Protective

Conformity to external
tiles, shame, guil
for breaking rules

| Conformist

Differentiation of
fotms, goals

Consclentious:

ngfﬂrl’m;t

i

Self-evaluated stand-
~ ands, self-erlticism,
. guilt for conse-
quences, long-term

* - poals and idegls

- Conselentious

Tireress

- Recelving, dependent,
¢ exploitative

4
¥}

Wary, manipulatiive,
exploitative

Belongid, superfal

Avare of self in _rgla:
tion to group, helping

[ntensive, responsilile,

muteal, coneern for-

. communication

Badily feelings, espe:
cially sesual and
AL

Self-protection, {rouble,
wishes, Lhings,
advantage control

Appearance, social
aceeplability, banal

-+ [eclings, lehavior

§

- Adjustment, problems,
. Tesans; opporlunitics-

(vague) ./

Differentiated feolings!
ntives for hehaviar,
sell-ospect, achiove-

ments, Lraits, expres

)

Siercatyping,

eoneeptual eonfusion

Canceptual simplicity,
stereotypes, cliches

Multiplieity

Conceplual camplexity,



B
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Table 3 (continoed)

e
i
L)
s

[ndividualistie Add: Respeet for in-

individuality

Add: Coping with
conflicting inner
needs, toleration

Autonomas

Itegrated | __
- * eanflicts, reunciation
of unattainable

Add: Reconciling inner

Adl: De;&endenae 15 un
emotional problem

Add: Respect'fur auton-

onty, interdependence

Add: Cherishing of
individuality

Adil: Development,

snr;ml_ problems,
difTerentiation of

inner life from outer

Vividly conveyed
feglings, integration
of prysiological and

psychalogical, psyeh-

logical causation of
lighavior, role
aneeption, self- -

fulfillment, self in .

social context
A Tdentity

Add: Tentity

Add: Distinetion of
process and outcome

[nereased conceptual
camplexity, complex
iitterns, toleration
[t ;ﬂnlngulty, hroad
seope, objectivity

25, Reprinted by permissmn of Jns'my Bass,

Note: “Add" means in addition to the descnptmn applying to the previods level,
Source: Adupted from Ego Development: Conceplions and Theoties, by Jane Loevinger (San Frandiseo: Jossey-Bags, 1976) pp, 24



people the progressions make intuitive sense. It is obvious that

~ change in one aspect of development is likely to stimulate change

in another; conversely, if there is little movement in one facet,
. lelthEl development is neeeeeaul} restricted. Conexder fDl ex-
“the mdmdu*ll;ty and autenemy Df Dthe1ew(et, sallent concern at
the Autonomous State) if appearance and social acceptability

were predominant life-themes, and one thought in stereotypes

and cliches (characteristic of the Conformist Stage).

It is helpful to have a more solid sense of these stages when,

considering their relevance to education (for a more complete
description see Loevinger 1976, pp. 18-28). The earliest stages
are usually thought of as childhocd stages and may be grouped
in the larger category of preconventional stages: An adult at the
Self-Protective Stage would be concerned with control and ad-
vantage in relationships; would follow rules oppmtunletleally.
vou]d reason 1110g1e-1]ly 1nc1 thmk in steleetypﬁ’ weuld tend ta
peeple or te eueumstamee Sueh a pel son Weuld h*we ar eat dxf—
ficulty succeeding in eellege

Moving to the next larger categofy of stages, the conven-
tional stages, a student at the Conformist Stage would be con-
cerned with appearances and social acceptability; would tend to
think in stereotypes and cliches, particularly moralistic ones;
_would be concerned about conforming to external rules; and
would behave w1th eupel ﬁeml niceness. Lmotmns would be de=

At t*le C’eneezentwus Cenfenmsi T7 aneztwm or Self ;l'wme
Level, an individual develops an increasing self-awareness and

the ability to think in terms of alternatives, exceptions, and

multiple possibilities in situations. Students at this stage are
sometimes painfully aware of their separateness in relation to
social groups; they are concerned primarily with taking ad-
vantage of opportunitiesssolving problems, finding reasons for
. the way life works, and adjusting to situations and roles.

At the Conscientious Stage an individual lives by self-
evaluated standards in relation to society. Rules are not abso-
lute; exeeptmne and contingencies are recognized, and reasoning
is more complex, based on analytical patterns. A student at this
stage would be concerned about responsibility and mutuality in

relatlenshlps would see people as having individual choices over

their destiny; would value achievement highly and be concerned
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with self-respect; would have long-term goals and ideals, and a
tendency-to look at events in societal terms, or in a broad social
context. The bulk of 18-to-22-year-old college students are found
in th’n‘%e ]ast :wo stages; adult students exhibit a bloadex di-

The Autanamaus Stage represents a major Shlft since this
wor ]d view 13 achleved when the cnnvéntmn"ll 15 transfarmed to
scicml gmu‘p, and othe1 soclal %ystems and rn,,,t make QthCEg
and commitments within that awareness. An ability to acknowl-
edge inner conflict is a hallmark of this stage; also there is a
respect for others' autonomy (for example, allowing one's chil-
dren to make their own mistakes) while valuing interdepen-
dence. ‘A student at the Autonomous Stage would take an ex-
panded view of life as a whole; would tend tobe realistic and ob-
jective abiout him- or herself and others; would be able to unite
and integrate ideas that appear as mcompatlble opposites to
those at lower stages; and would have a cognitive style character-
ized by complexity ;’md a high tolem’nce fm ambiguity Selfe
nc.ltu:ns c:f athevement are less vﬂlued. Féellngs are E\,pl essed
vividly, including sensual experiences and the kind of existential
humor that is inherent in life's paradoxes. The highest stage,
the fnfcg;afed Sfﬂgé; intens‘aiﬁw tlfese desil abié Chmactéiistics

sense of 1dent1ty

To summarize, we can expect most traditional-age college
students to be at the Conformist or Self-Aware Level, and then
move beyond, although probably not past the Conscientious
tage. Some students will be at preconventional stages; they can
be expected to have serious trouble making their way'in any
college environment. Those at the Counscientious Stage and be-

’ vand shéuld tend to do better, although this relationship may m:it_
_neaessaruy be apparent in individual grade-point averages. An

inter esting question is how far beyond conventional stages adult
students have ventured. Data from adult students in nontradi-

tional undergraduate programs suggest that they have moved

far beyond indeed, much farther than is believed to be repre-
sentative of the general adult population.

Frames of reference for education

Structural developmen’t stages can be.seen as deseribing the
frame of reference we have for creating and maintaining mean-
ing in our lives..In short, the frame-of reference is a “meaning
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perspective,” a psychological structure “within which we locate
and define ourselves and our relationships” (Mezirow 1978).
_ This is one of the most useful contributions of this research:
regard]ess of \Vthh sequence or them*lst orne uses as a baSlS fDl‘

to be suceessful students ,

Lasker and de Windt used Loevinger’s work to conceptualize
stage-related differences in definitions of knowledge, the uses
and origin of knowledge, motives for educatlon conceptions of
IE,.u“ung process, tEEu:hEl and student mles anﬂ the functmn Df

4 taken fl om Weathez sby 1916 pp. 68- 9) show a pl Dgref,slon of
views of knowledge, from experiencing knowledge as a means to
concrete, instrumental ends, to a means of gaining stature and
approval in valued social roles, to know-how and competence in
work qnd scn:lal rcﬂes to se]fskncwledge 'md .as’a means for ap-

prehir

teacher’s role changes fl om demans‘tl atmg z‘md Enfercmg, to re- .

vealing truth as an authority, to being a role model and evaluator
of students’ competencies, to heing a facilitator for students’
emerging levels of insight. The student's view of the institution’s
function shifts also from showing how things should be done, to

providing basic information and certifying the level of inter-
" nalization, to providing opportunities for skills develonment and

certification, to fostering personally generated insight by posing .

questlons highlighting dilemmas, and providing new exper-
iences. These distinetions are provocative in their detailing of
how the successive world-views of the stages may shape stu-
dents’ experience of their. education.

‘Perry’s work expands on Lasker's more speculative aprjroach '

because his research examined and then defined students’ in-
tellectual development and ethical views during four years Df
full-time study. By looking closely at both an educational en-
vironment and the students in it, Perry has been able to delin-

eate a progression of development in relation to students’ con- -

eeptians of knﬁwledge and nf mithm itv zmd thus Df what their

terviews w1th twc gmu,p% of Hal VE rd ﬂdergléduatesﬂeach

'smdled Tongitudinally as they progressed from freshmen to sen-
Students ivere aslred wh-?., stood out for them abmit then-

39,
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Table 4: Impilmtmns of Epo Stage for Adull Education

Whm does knovlele

mation required for

pearanee, status used

thority: from asking

B | Whts ~ What use. Motive for
| Dexelupment . knowledge? Is knowledge! come [rom? education

SofProtective A possession which  Means foconeretd From externa Instrumental; to
helps one to get ends; used to obtain ~ authority; from satisfy immediate
ogired ends; instrumental effecls  asking howto gt moeds
ritualitic actions i world; education = things

 Which yield salutmns bgdX
Erjﬂgﬁrrmst T Goerlinfo-© Social approval, ap- Fromextermalaw- To impress signifiant

others: to gain social

social roles; ob- to meet exncetations  how things work ~ aceeptance and
©ective bruth, v and standasds of sig- entry into social
vealed by Authority  nificant others: educ. roles
tmn to be X _
Conseleations ~ Know-how: Porsonl Campetence inwork  Personal inegration  To achievereom-
skills in problam and social rules: used  of information hased  petence relative

“golvizg: divergent

views resolved by

to achicve internalized
standards of excellence

on rational inquiry;
from setting goals,

to standards of

oullence,

rational processes ~ and fo act on or exploring cavsal - 4
change world; eduea-  relationships and
tion to do X asking why thingy
o work
Autoromous +  Persomally gener- . Self-knowledge;self - Pessonal experience  To decpen under-
| ated insight about ~ development; eed and reflection: per-  standing of self
solf and mature of o transform sanally enerat ed world, and life

life; subjective and
dialectical; contra-

-+« diction and paradox

a8 cantral

alf ond the
world; education
tobecome X

__Jydgment%- _from
asking if things

are a3 they appoar

cyele; develop
increasing capacity -
to manage own
destiny



?Tah]e4(cnntmued) -
| insfitutional Fenction Learning F:ﬁca_sgm “Teacher Role © SudentRok

| Toenforceleaming by Demonstrofion; showing _ Enforce; Teacher 46 agent  Stadent,acs a8 imitalo

roviding examples ~ howto -~ who focuses atfention and  of aciivity
| showing how things ‘- ~+ shows how; foeus: showing

©| shoudbedone | o

| Provide pre peckaged ger- Revelation: of truth by ex- Inatructor: Teacher as pre- ~ Student as subordinate in

| eral experience or bagic . - pert authority: if confit  senter of information (often  frequently impersonal

| information; to certify - between ideas is perceived, in impersonal grovp mode, - relation with teacher,

< | lovel of information inter- one clement is incorrect e, lecture) focus: verbal - student internalizes and
o nalization | presentation ~ parnols information
Ty pmwde structured pra Dzsaovefy of cnrrect answer Ege Model ond Evalm for:  Student ag subnrdmate m .
. | grams which offef concrete - through scientific mefhod  Feacher models skills, poses . substantia personal inter-
- | skills and information, op- - and logical anlysis; multi-  questions, outlines forms of - action with teacher: tu-
o pnrtumtles for rational . ple views acknuwledged discourse, evaluates analytic dent analyzes and crlthues

| analyss, ond practice,  but congruene and sim- ablites and skilcome ~ infomation” ractices
oo\ which can beevaluated - pliety sought ~~ petencieg: foeus: apprentice- competence
| and certified - - shi, mternshlp . i

| To provide now experlences Emergifizg lovls of insight:  Faciltafor: Teacher sets up  Student defines purposes in
- | o ask key questions;-to pose 1earning entals reorganiz-  experience and reflective eollegial relatmnshlp with'
- | key dilemmas; to foster per- ing past insight intonew  ohservation by students, iz 2 teacher as equal partlmpant
| sonal experience'and per- - personally generated par- resource for planning and  emphasis is on personal ex-

| sonally generated insight; , adigms through new experl- evaluation; focus: - perience, creating own in-
- |'bo highlight significant dis- ~ ences, Learning follows dia-  facilitating terpretations and meanings,
| tontinuities and paradoves - lectical-process in which con- ;. transforming meanings
I ~ tradiction and multiplicity of . " o

T views i itself of inferest ~ © . /

- ‘Sﬁurcﬂ Harry M, Lasker ond CYﬂthlﬂ deWindt, “Tmplications of Ego Stage for Adult Develapment" (Carnbrldge, Mass Harvard
-Graduat e—Scbaﬂl of Edueation, 1076). (Mlmeagraphed) -
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. dents seems to be the transition from

/

.environment and ’\%;hat their education meant in both broad and
narrow terms. The. .Scheme presents a codification of the forms,
or patterned progression of thinking, underlying their replies.
Perry’s scheme traces students’ development from basically
seeing the world in dualistic terms, in which authority is in-
vested with the power and knowledge of what is right, to seeing .
mu'tiplicity. In the various positions within multiplicity, the stu-
dent can see and understand more ‘than one point of view, is
able to question authority and to appreciate if /Liot ‘celebrate the
complexities of a relativistic world. The final cluster of positions -
address the development of commitment within that relativistic
world. Commitment provides both orientation and purpose that
st’r’u’cturs ths individual’s 'Wsys of knawing Within this visw, :

tlcm -
Nnt sveryons progresses smanthly throug‘h these stltlQDS

tsmporlsmg, or sssaps. Thsss 1espcmsss lsﬂsst ths.mtsllsstual

: snd smstionsl traums Gf changing EHES wculd visw Psrrys—

fragmsntstmn snd 1ntsg1.st1cm, allsnatmn and mvo]vsmsnt .
In Perry's study the transition\point most difficult for stu-
P5sition 4 (legitimate un-
certainty is extensive; “anyone has a right to his own opinion”)
to Position 5 (all knowledge is contextual and relativistie, in-

cluding authority’s). This shift involves discarding the view that

knowledge is a quantitative aceretion of discrete rightness, in-
cluding the kind of discrete rightness in which everyone has a
right to his own opinion, and adopting a conception of knowl-
edge as the qualitative assesément of contextual observations and
relationships. Although Perryls work has largely. focused on the
traditional-aged student, preliminary work using the scheme
with adults (Griffin [n.d.] and Knefelkamp [n.d.], from unpub-
lished research) both suggest that this is also the salient shift
for the adult student.

By sticking close to students’ sxpellencs snd expressions of
that experience, Perry has created a developmental scheme that
is often found by college personnel to be the most easily under-
stood and applied in their own work, Perry, himself, has been
particularly sensitive to these issues of application. Pointing to
how the scheme highlights individual differerices, he observes: =~ °

_Our students must be considered a relatively homogeneoys .
group In intelligence and academic ability, and yet our study -
"reveals the wide range, in any one college year, of -the ways
« in which they construed the nature of knowledge, the origin

12
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ERIC

Aruitoxt provided by Eic:

" Position 4: : Multiplici

A

Flgufe 3 Perrys Pusntmns of Intellectual anﬂ Ethmal

Main »Iine of development

Position 1: Besic Duality. The student sees the world in polar terms
of wesrightsgc}c:d vs. other-wrong-bad. Right Answers for everything
exist in the Absolute, known to Authority whose role is to mediate
(teach) ' them. Knowledge and goodness are perceived as quantitative
accretions of discrete rightness to he collected by hafd work and
obedience (paradlgm a spelling test)

"Position 2: Multzplzczty Pre-Legitimate. The student perceives diver-

sity -of opinion, and .uncertainty, and aeccounts for them- as unwar-
ranted confusion in poorly gualified Authorities or as mere exerclses
set by -Authority “so we can learn to ﬁnd The Answer for nurselvés

Position 3: Multiplicity Subordinate. Tha student accepts dwelfmty
and uncertainty as legitimate but still temporary in areas where
Autharlty "hasn’t fmmd the Answer yet " He suppuses Authnrity

as tn standards

student perceives iegltmmte um:eltalnt) (and therefare dlversﬂiy c:f

memn) tcx he exteziswe :md ralses it tn the status of an unstl UEtl]l ed-

Qwrx nplmcm, "a realm Whlch he sets over agamst Authmltys rea]m
where right-wrong still prevails, or (b) the student discovers qualita-

tive contextual relativistic reasoning as a spéclal case of “what They
© ‘want” thhm Authority’s realm. - e :

Position 5: Relativism Correlate Campéting or .Diffﬂss. The'studént
pereeiv’es qall knuwledgs and values (including Authmitys) as con-

. tions- 1:0 the stat:us gf a spemal case, in gantext

Position 6: Commitment F@reseeni ‘The student apprehends the neces-
gity of orienting himself in a relativistic world through some form of
personal Commitment (as distinet fram unquestioned or uncgnmdered

) commltment to sxmple beljef m certainty).

- Position 7: I’nztml Commitment. The student makes an initial Cams

=

fmtrnent in some area.

Position 8: Dnentatmn n I’mplm:itwn& of Cnmmztme’nthhé’ sthﬂent
experiences the implications of Commitment, and explores the sub-
JEEthE and stylistic issues of respnnmblhty

&

Position 9: Developing Commitment( 5. The student expeuencés the
afﬁrma fon - Df IdEﬂtlty amcmg multmle respansxblhhes and mah?es

presses hlS life style
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' Figure 3 ‘(eantinued)

Crmdltmns of delay, reflection and regressmn

Retreat: Active denial of the potential of lEEltlmSEy in C)themesﬁ
the student. entrenches in the dualistic, absclutlsflc structures of Po-
sitions” 2 or 3. Variantd of retreat involve ‘reaction, negativism,. and
becoming a dedlcatgé reactionary or dogmatie rebel.

Temporizing: A prolonged pause (full year) in ahy position, exploring
its lmplmatmns or explicitly hesitating to take the ;next step but nct
éntrenchmg in the structure of Escape

Escape: Settlmg for Positions 4, 5, or E by denying or I‘E]Ectlflg thexr
implications for growth, using the detachment of these positions to
deny l’EEpDnSlbl]lt}' for cammltment through pasawe or oppgrtumstlc

. alienation. ,

Source: F'arms of Intéllgctual and Ethical stel@pmﬁﬂt in ti!é College .
Year: A Se:hsmgi by William G. Perry, Jr. Gupynght 1968, 1970 by Holt, -
Reinhart and Wmst{m, Inc. Reprinted by permission of Halt Remhart and
Winston. - .

“of values, the mtentmns of instr uctnra, and their own respon-
gibilities. The implications for the conduct of education are
appalling, but there they are (Perry 1968; p. 215). :

In examlnmg ‘some of these appalling consequences, Perry
(m Chickering" forthcoming) . directs us .to appreciate the
courage such development requires, to 1espect the student’s need

-to mourn over the losses that growth usually entails, to be pre-

pared to “accompany” students in their struggle, and to respect
students’ needs to-grow and change at:their own pace.
Elaborating on the scheme, researchers have turned toward
the curriculum itself, since Perry’s observation-above about the
students’ experience of the curriculum can also be reversed:
curriculu}n cdn be examined for its underlying assumptions

directly to shapmg mst.mctmnal methﬂds In an apphcatmn in
an undergraduate English course-at the University of Minne-
sota, Knefelkamp and Wideck divided students into two groups:
those near Position. 8 (Multiplicity Subordinate) were given -
highly structured assignments to explore contradictory and
antithetical statements, whereas those near Position 5 (Diffuse
Relativism) were asked to contrast their own position with that’
of characters in the readings. In the first group there was ‘movet
ment along the positions; in the second group there was no
change. They hypothesized that the students in Position 5 had
just recently arrived at relativism and needed more time be-




, i'Dre deveiapmg commltments (Knefelkamp 1974 Wldez:k 1975)

H

curncu]um deve]opment

“Conditions for defelnpment ' L : o

The task of accomplishing significant development in adulthood
is no simple or easy one, Much of the early work in the-field, de--
spite the concerns about the need for post-conventional develop-"
" ment, suggests that as a group most adults do not reach the_

. higher stages”in any of ‘the developmental schemes. Although
Piaget ascribes the development of formal intelléctual operations

to late adolescence (12 to 15; for some, 15 to 20), many adults

‘do not reach formal ope;atmns at ]east on Plageman tasks. In
~contrast, Arlin’s (1575) research supports the view that there
is the potential for adults to develop beyond Piaget’s stage of
“formal operatmns” to a “fifth cognitive stage” that involves

problem- -creating. This is a qualitative advance beyond. the prnb- _

. lem-solving abilities required for formal operations.

‘Similarly, while the various stage schemes provide c’lescnpa

tions of-the potential for-development, many theorists posit that

most adults remain at the. conventional levels in their schemes. -
Loevinger sees the average American ‘as a "CDI]SEIEH"I]OUS con-

farmlst ” a transition (from Stage 3 to Stage 4) that appears
modal for some students dunng their ﬁrst two years of college.

Kohlberg believes “his Staga 4, or “authorlty and social order

~ maintaining erientation,” is the modal stage for most adults. In
' Perry’s scheme, these are the mlddle positions-of multlphmty

The question becomes: Wiat conditions promote develop-
~ment _for adults? This question :3 erucial because adults do not -
automatlcally -reach the higher stages and because develnpment‘

is pc:551b]e in adulthood.

' It is not clear why for some peopYe, at some point, deve]ops
ment stops or why all adults do not move to the higher develop-
mental- stages. Development apparently stops when individuals
-do not have the disequilibrating experiences that lead to form-
ulation of higher-stage structures, or when they cannot attend

" to the experience at all.because they are psychlcqlly immobilized, -

frozen - by fear, threat, or defensiveness: Other conditions may
. well p]ace constraints on or minimize Qp’portumtles for further
development. Environment iz a pnwalful factor in f'lmhtatmg
development; pnverty, hostility, or serious deprivation can place

- ‘ceilings on growth

E
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Development can be seen as a personal act of will that in-

‘volves overcomiing considerable adversity: environmental, cog-

nitive, and emotional factors all press toward maintaining equi-
librium or the status quo. Change does not result when such

7 equilibrium is deeply challenged and the usual ways of explain-
. ing and coping with éxperience are disconfirmed and inadequate.

Then, restructuring may result. But even this basic description
of stage change, which is drawh from work with children, may
not apply precisely to adults, particularly adults shifting from a
conventional to post-conventional orientation. Gibbs (1977) sug-
gests that to understand this sHift we must-use existential meta-
phors to describe the tasks of tliese later stages. He argues that

.it is the existential taskcof creating significant meaning in one’s

life that shapes and empowers the condltmns for develcpment in

the latter stages.

Further, such transitions are difficult. Frequently both intel-
lectial and emotional trauma accompany changes in one's
epistemological world-view. As Kegan (1975) once described it,
while one is not going crazy, one may well be going-“out of one’s
mind” as one progresses into a new -framework. Perry empha-_
sizes transition, seeing the most important educational implica-
tions of his scheme as highlighting the courage needed for this
kind of transition and the importance to the student of being a

_confirmed member of a community that.is supportive through

the aloneness of that transition. Providing this kind of com-
munity and individiial support is no easy task. ‘

Each structural-developmental theorist looks at what pra-
vides the conditions for development in his or her scheme. Be-,
yond the formal definition of jncongruity and dissonance, it is’

' "apparent that-there are some general conditions that probably L

aid and support development: a supportive community, a chance

" to try out new behaviors and new ways of thmkmg in a non-

judgmental envir onment; an opportunity to explore alternatives;’
and a sense that risk-taking is a valued activity, including the,
chance to explore various commitments and to reshape their
meanings. In addition, an individual who has just ccmpleted the
transition ean provide a specific and sensitive support as a peer, -
colleague, or mentor (Turiel 1969, 1972). The good’ clinician,,.

whether a practicing teacher or therapist of adults, has come to
undmstand rnuch abﬂut what the CﬂndltIDnS are that suﬂpmt

end, at St"lke is exagt]y th]S kmd of change :
For the educator, consideration of such conditions for de-

velopment points fo—and redefines—the old dilemma of balanc-

ing the aﬁectivgﬁ,?nd cognitive domains. As Loevinger is quick to

16




'p int out, it is a thor nghly eutarnoded eonceptlen . integra-
tmn of observations into a coherent frame of reference is, ob-

ure to attain a meaningful and coherent integration is pre-
7 what generates anxiety” (Loevinger 1970, p. 8). When
eﬁ,,dltlene fm develepment are undeleteod ae a, eemplex in-

B - it 1 ’
\A\g the preeedmg dlSCUSSlDD has shown, develepmenta] stage
.Aﬂ‘léDI‘IES provide incr eaemg’ly complex and differ entiated ways to

- Uinderstand adulte=me]ud1ng’ educators—who are found'in edu-

vieus]y, cognitive, while anxiety is, ebvmusly, affective. But the'

eahoml eettmg‘s Altheugh{the pmpmtmn ef etudents (m f'lc- :

_mr}e _glreupe Df etudente w111 exhlblt a w1de unge in egc: leve]s
ﬁ -'studente taken as

den ‘s;'a e dlvelee in thl\fatan cngmtlve etyle ceneeptmns Df

‘ -knotvledﬁ'e, cﬂrfceptlene of the locue of 1eeponelblllty end rele

and ﬁys of coping }w1th lHStltlltlDﬂS; Adult neede there-
i argue fm a similar dlverelty in areas, such as. grouping,
‘l‘.len end guidanceé., [

e lven *m‘— uﬁdeietandmg of et"lge ceneepte edueatere must

8 ;lleng ng end eﬁ‘echve leal mngr envir onmente but develep-
suel]y is rmt a mmm St'ited objeetlve Alter—

velap e"‘lt i. Lhe ne;xt hlgh T stage al@ng an 1dent1ﬁed eequence
ThlZ d;etmctmn pmpmnte he cr uelel c’hlemma mherent in thmk—

1 gloup prebably Exhlblt both the/'

o
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- and objectives of educatmnb While most “educational- rhetoric
1dent1ﬁes personal ethlcal or mLelleatua] develapment as an Db- ]

: ag‘ree that the Q?Jer:t ve is to pm,mote the developmental pro-

gressions elaborated by the particular stage theorists. _

" To further cc&mpliegte matters, those who.are setting the
Db]ECthES may be doing® 50 from very different frames of refer-
-ence. A close analysis of a faculty argument about life exper-
iences or academic standards will reveal the hidden assumptions

7 cancernmg Jche source Df knowledge and authority and will then-

Slmxlarl , educatmnal programs ,nd educational strategies .

+ are constructed consonant with particular stages. Kohlberg and

Mayer (197122) identify three strategies for formulating educa-
tional objectives: the “bag-of-virtues” or “desirable- trait” strat.

cultural +ransmlsslon and a “develapmental phl]ﬂSDpth‘. strat-

‘egy, which is linked: to Dewey’s progressive ideology and the

Empll‘l(‘al sequences’ of development identified in this chapter.
We see even these three str ategles as broadly stage-related: the

- “bag of wrtues corresponding to a conformist orientation, the

“success’ schcol to a conscientious orieniation, and the “develop-

mental” view to an autonomous orientation. This serves to re-

.inforce the use of developmental stages as a pezvaswe frarne
of -reference for educational goal-setting. : '

. Administrative practices such as grouping and gmdange can
also be understood as stage-related. For example, in grouping,

" when one thinks ‘about stage-related needs, the desirability of

heterogeneity so that students can learn from each other is con-

" firmed. In extremely diverse groups there is-the need to identify

and support students at the earlier positions who are most vul-
nerable to epistemnlogical shock. In selection and guidance (in
areas such as curriculum, trackmg, college admissions), Perry

. says that knowledge of his scheme sharpens unresolved prob-

lems of prediction. For gxamp]ej students who have done well in
a “traditional” school may reflect the outlook of Positions 1, 2,
3 or '4 To predict hmv well they v&ill do in a callege that en-
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lncludes aptltude fm‘ the hlgher Qrder mte]]ectual operatmns Q
relatlwsm Ghmkermg (1969), in a study of personality develop-
.ment among traditional-age students, describes college dropouts
or stopouts as those who are mismatched with the institution.
Goldberg’s research at Simon's Rock Early Ca]]ege concurs
(1977). ’

But this discussion assumes a different cast when the subj ec:t-, o

15 cgllege admlssmns gmupmg? and tlackmg fDl adults Many

" same mle in adults llves as theg do in the hves of 18 ta 22=yeare

olds,-nor do colleges have the same incentives for selective ad-
missions, except perhaps in graduate or professional’ programs.

But adu]ts need tn knaw whether they will dr.) we]l ]f they enr@ll '

o leges_ need to malke mfmmed dEClSlOHS concelmng pmgram ad-

missions and instruction, Again, the developmental schemes can
prnwde a way to think. about and engage some of these issues.

In summary, it is 1rnp01tant to apply adult development
theodry to educational settings. It is especially important to con-
“ sider the conditions that promote the shift from the conformist
to a post-conventional orientation. Society needs individuals who
can cope with a world of uncertainty, rapid change, and global
lntEllE]EtthShlpS which in terms of developmental levels means
peoble at the higher stages But this post- conventional per-
spective means taking a critical and relative petspective on so-
- clety’s rules, a post-societal per spectlve It is probably difficult
for a democratic, egalitarian society to choose to foster a level of
development hlgher than- the modal stage of the majority of its
_ people. Plato’s Republic attempts to resolve this difficulty, but
Plato’s resolution has little relevance for a society with indi-
vidualistic, egalitarian values and a decentr: alized system of edu-

cation and social services. We are left sorting thraugh the inter-
connectedness of individual, institutional, and cultural change,
aware that education, as well as developmental theory, can only
play -a -midwife’s role—present and s:gmﬁcant at ‘birth but in
no way in c,:cmt};g] of the outcome.




Areas of App lica i' ' d Steps Toward Cha,,g

Siarting puints* the state of the ‘art

The application of a body of psy\:holcgmal knowledge to educa-
tional practice can be problematic. The word “application” as-
sumes that neuple stiut w,lth a partn:ulal bad Df knowledge or

ﬂect assumptmns that are often hldde‘“l Apphcatmns Qf new

theoretical perspectweg, however, are- rarely stfalghtfmward

. _not Qn]y is 1t extleme]y dlfﬁcult to break out Gf csld hablts oi‘

_'start w1th a genera] awareness Df a need smnetlmes mtulted
sometimes pragmatic, and then go on to create programs that
attempt to address a series Df competing factors. Often it is*not -

" until a program is "successful that its staff and faculty can articu-
late the reasons for its success, much less the principles that in-

formed its design. Thus, while there have been many innovative
efforts on behalf of adult learners, and we wish to applaud and
not discount them we feel compelled to say that in our view

there have been few thoughtful and systematic app]matmns of

- current thec;retlcal knqwledge about adults. In these efforts there
A% the excttement and: frustration of pmneermg, ‘and there is

_much yet fo be done. : .

~In this section we simmarize the mamr 1mpllcatmns drawn
from life-cycle research jand the formulations of hierarchical and
structural - +stages of dgévelopment. Following that we consider
1mphcatmns for” :progyam development’ and strategy, curriculum

and teachmg methogds, faculty develcpment and evaluation, and y

-counge]mg and supbort services. We w11] describe a few settings
in-which staff hayj e salfscanscmusly employed knmvledge cnf adult '




»1mpcnrtant ways mextrlcqb]y related tcn the aims of true edugas
tion. Whether programs are consciously designed as such, edu-

"+ cation is a developmental intervention in adults’ lives, an activity

that is by its very nature linked to pracesses of growth develop-
ment, change, and transformation.

- We have sometimes acknowledged that this is the case with
education for children and young adults; this is also the case for
adults at all life stages. Whether we choose to promote develop-
. ment or merely acknowledge its implicit presence, we now have

_ a better way of understanding differences among adult students.
 These differences include life situations that give rise to further
needs and- desires for education, the adaptive tasks of the life-
_eycle that aggompagg academic study, the frameworks of mean-
ing and motivation t6~which new cognitions, attitudes, skills, and
behaviors are ass:mllat\d the difTerential 1mpc>rtance and per-
- ceptions of various featurgs\of an instructional environment, and
the outcomes of study that are. _most personally valued.

Mezirow (1978) labels these. processes of change. as “per-
.spective transformations”: understanding of the psycho-cultural
assumptions on which individuals have based their lives leads,
to~a new perspective-for interpreting them. The concept has
“practical uses. Mezirow uses it, for example, to describe phases

.. of ~women’s “experience in various-reentry programs (1978).

Other work on the nature of tran51t1on (Tarule 1980) det"uls an
evolutmnary sequence or steps m the creqtmn Df new meanmg
' dﬁ%éf dependmg on the step nne ig in.,

N,Chl_ckermg (1976) ‘argues that develﬂpment is a major out-
come of study; in fact, an entire volume with ‘more than 40 con-

tributors, titled The Future American College (Chickering forth-;

coming), elaborates this view. The volume begins with the as-

sumption that future colleges will have a greater diversity of.

. sgtudents, including older students with more diverse goals and
life situations. The initial chapters describe various aspects of
_development; later .chapters review curriculum applications
" across a variety of professions and diseiplines, and then discuss

topics such as evaluation and grading, educational advising and -

career planning, residential learning, extracurricular activities,
student-faculty re]atlonshlps individualized education, experi-
ential lealmng, medlated Iearnmg and educatlonal techncnlogy.

‘a areas the cantgnt of adult deve]opment thec\ry is useful in otha

areas, the perspective that development should be the outcome

suggests different procedures and mgamzatmnal arrangements
for higher education:institutions, :

e

T

o
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Eﬂiicaﬁnén as a quppar‘t for life transitions

A second major outcome of research on adult deve]aprnent is to
make us more. conscious of the role that education and educa-
tional institutions can play as supportive environments for in-
dividuals in life transitions. Professionals in student davelop-

- ment have carried this concern for years, (Chickering -1969),

and there is curr ent work applying a developmental perspective
to students of traditional college age and earlier (Goldberger
1979; Bama Haws, and Knefelkamyp, 1979; Sprinthall and Mo-
sher 1978; Belenky, Tarule,'and Landa 1979). However, in the
work the variable of age is significant only after the commit-
ment is made to see education deVelopmental]y
Research on the adult life cycle gives us greater knowledge
of the issues and tasks of adult lives, an awareness of the func-
-tion of education in mediating life transitions, a healthy respect -
for disequilibrium in others and in oneself, and explicit recogni-
tion of the importance .of life-structure and identity changes as ‘
education becomes’ a part -of both_career and personal. develop-
ment. This research calls for a recanceptuahzauan of programs

- and mstltntlonal strategy for identifying and serving adults.

Within our’society the need is to create expectancies that adults
-change and develop, and -to create more Dpportumtles for adults
to use the resources of our educational system in that process.
We have a tremendous opportunity to replace. the lockstep of a
one-chance educational system with one that has multiple entry
points and methodologies, and allows thepursuit of multiple
educ:atmnal goals from gaining practical JDb skills and creden-
tials to self-enrichment.

One starting place-is to reconsider the usual answers to the
" parallel questions: ‘Whom do we serve? and What do they need?
‘Looking at the stratification of current and potential students
- by age group and sex in conjunction with notions of life tasks
-and developmental sequences is a starting place. This can result
in 1dent1fymg ways to teacly current students more satisfactorily
and ln the dESJgn Df new progl ‘ams fcu new groups of students
serve a partmu;ar group Df students

Some colleges, for example, have been turmng with “con-
siderable success to senior citizens as potential students. Ex-
.ternal degree programs, weekend colleges, campetency-based
professional training, and other mechanisms of nontraditional
higher education are suited to adults with work and family com--
mltments whn canncvt study in the tradltmnal mannez E]der—




tired -adults, is a thriving success. Additionally, within tra-
‘ditional institutions it is possible to identify particular groups.of
- adult students who have special needs and- develop appropriate
services, such_as reentry support groups for women. If colleges
take adult students seriously, they will design more flexibility
into course structures and teaching methods, as well as into
_ meeting times and places and support services. Miller (1978)
argues”that colleges must reconsider their traditional ways of

. «~organizing instruction so they can retain adult students. This

may be viewed as a practical necessity; it also expresses a valu-
ing of individual students and their putu:ul?r needs in addition
to -institutional exigencies.

Tt is possible to oversimplify this concern by responding on]y
to sex and age, thus creating programs targeted only to women
or older adults. This focus may be temporarily useful; however,
the real task lies in responding to students of all ages with great-
" er, respect for their diversity and in enabling access and ap-
propriate instruction: for students whose needs do not fit a lock-
step curriculum (Greenberg, Bergquist and O'Donnell, 1980).

A major question for program development is whether it is
necessary to create new programs or institutions as a response
to this research, or whether we can simply put this knowledge to
use to improve the quality of existing programs. It is our belief

-that we must do both. Students can ‘benefit by knowing more
about their own patterns of development. Classroom teachers

can use knowledge of adult development informally to respond
to students and, more formally, to design courses, independent
.. study experiences, or other forms of instruction. Program ad-
miinistrators can use knowledge of adult development to examine
the internal logic and congruency of a program’s design and its
match with students’ needs. But there is a.paradox here: the
-ecentral value of this research is in ‘“tuning our ears,” so that we

respond to other individuals in ways that provide both support
and challenge. These responses are difficult to organize on a pro- -

gram-wide or institution-wide basis; yet without changes in pro-

gram structures or institutional p1Deedures,;application is prob-,

lematic and piecemeal, and education is less than it might be-
. come. Additionally, the scale and scope of potential appheatlons
vary enormcus]y whethe1 one thinks in terms of improving
teaching in a single course, redesigning a program of study, or
" scrutinizing the offerings of an entire university system.

Implications also differ depending on whether one works

L
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within the tradltlonal course structure of an undezgladuate col- .~
lege or graduate pr ogram, or in a continuing education division,

~external degree program, individualized program, or other pro-

gram structured dlﬁemnt]v for adults. Responding to adults’
diverse and particular needs appears easier at the margins of.
most institutions and less likely at the core. The history of this '
exclusion is clear: adults are offered continuing education pm;j
grams but are not zldn’llttﬂd to matriculating status in the ‘“real”
college, - ,
, Exphmt lmkag’es among curllculum content desired out- -
comes, and teaching methods are rare in higher education. We

- afe usually content to leave unexamined the assumptions under-

lying- traditional practices. Thus, attempts to articulate program

“design punclples that reflect adult devel@pment ‘generally come

from experiences with adult students in. nontladltmnal pro-
grams,
For example, Greenberg (1978) using the lltemtme on adult

- *development, analyzes the eight-year experience of creating a
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University Without Walls at a4 small private college. She creates

guidelines for curriculum content appropriate to adult learners

and velates the program structure and academic process and
proeedures of both a four-month entry experience for adults and
an entire UWW liberal arts degree to adults’ developmental
needs  and tasks. In retrospect, among the organizing principles
she derives are: the importance of- individualizing academic con-
tent and procedures; the necessity for both theoretical and ex-
perlentlzﬂ “methods of" lealnmg (adults, unlike traditional- -age
undergraduates, are usually ‘“experiénce rich” and “theory
poor”); the realization that adults’ “teachable moments” arise
out of periods of internal transition or externa! “marker-event”
changes; and the understanding that the nonclassroom aspects
of -college life are not usually available to adults, so that there
must be some 131 ovisian fc’n ar c:u1j su})pmt m‘entm 1e1ationsl1ips

and f'u:ulty whc under'st.;md adult develapment and can 1elate to
adults as equals, and the necessity for program staff to be able

to relate well both to competent, self-directed learners and to .

students with few resources and little aptitude.
Similarly, a review of the implications of research on adult

:development on degree program planning in a nontraditional,
“external degree program at Empire State College (Lehmann and

Lester 1968) highlights many practical applications, particularly
diagnostic Gn\es in helping adult studénts .to formuldte and
clarify educational goals, to understand their own developmental
needs in the context of life planning, and .in enabling mentoring




relationships, program structure, and even graduation cere-

monies to be responsive to life-stage concerns. Concepts such as

. " peak experiences and marker events suggest, for exa’mp]e, that

“1nd1fv1duallzed programs need to pay more attention to situations

‘'such as degree reviews or graduation ceremonies, because for the

. adult student they symbahze larger meanings than simply get-
ting the degree. :

_ This reconceptualization of program structure is more often

. than not a collaborative effort, with many of the supporting

docurhents available in the form dt working papers or on-going

. . . , R . s s R

reports. Some available resources include Designing for Develop-

ment, a report of collaborative efforts:of four institutions sup-

ported by the Fund for the lmpmver’hEnt Df T‘ﬂstseaondaiy Ec’hi-

demic Im}i\rﬂvement at Memphls State Umvez,smys Cpnta fcn

the Study of Higher Education; and a series of working papers

available through the Office of Reseazch and Evaluation at Em-

pire State College.

Curriculum and teaching methods

There are many applications of adult development research to
'impleved teiching The ﬂevelaljmenta] sequeﬁces mesented
-mg prccess, :md the teachm g mle GEHEI ally, some kmd of a
matching process is needed (Hunt 1974), so that the lns*ltutmn,-
program, or classraom is consonant with the student’s develop-
mental level or moretlikely his or her range of levels. '
Schemes of cognitive development, particularly Perry’s work
‘have direct application to the design and sequencing of instrue-
tion: for example, in the 3531gpments lectures, andyexaminations
Df even very tr *1d1t10nally structured courses. Essentially, a de-
elcpmental view cal]s attentlon to pr ocess var mbles ina teac:h-
gage in the dlfﬁcult wcsrk Df movmg fmm pnsﬁmn ta pasrtmn
. _The basic variables in the interaction are a combination of chal-.
lenge and support: the difficulty is that students at different de- -
‘velopmental stages experience very different things as challeng-
ing mE' sgpportive (31 ucial 1spects Df a situatie’n appeﬁ-ir tcu ini ‘

mtpllectual tasks glven to students the deglee of dlvasﬂ;y ln’
the situation; the amount of direct experience provided in rela-

s tion to more cognitive content; and the degree of “personalism” '
- or personal .acknowledgement and. relationship incorporated in
_the learpingl situations.-Studénts at the lower stages need more

=
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strul ture, less diversity, more direct experience, and a personal
atmgsphere in the clasrroom. These same conditions can be ex-
perienced as constraints by students at higher stages (Knefel-
kamp and Cornfeld 1979). Students’ excitements, stumbling
blocks, and the supportive -‘onditions that enable developmental
change differ dramatically. -

This implies recognition of methods of individualized educa-
tica, as well as the value of experiential learning, not ernp]oyed

7w111y-n11]y Yut with a clinical appreciation of where a student is

in a sequence of developmental patterns and w hat mlght be next
steps. The state of the art in these endeavors is preliminary.

More is known about-the methodology than is known about their

precise connections with ‘development; nevertheless, staff of in-
dividualized programs often implicitly recognize the linkages and
react with sensitivity and skill. (For information about indi-
vidualizéd education, see Lindquist, ed., n.d. and Vermﬂyefed
1975. Sources of information on ehpellentml learning include
Kecton and Associates 1976 and Keeton and Tate 1978). )
Others have considered the importance of proce:s variables

in describing effective strategies for teaching acults. Knowles -

_has long een writing about andragogy as opposed to pedagﬂgy
(1970): 1he difference is that the word pedagogue was first -- -

coined to descnbe a person who led children. Methods of an-
dragogy, appropriate to adults, are those that enable the stu-
dent to be self—d;reatmg, and those that place a -value on inter-
persoral climate and organizational procedures that facilitate
self-direction. Similarly, Friere (1969) has described education
for adults as a process of liberation gained as one becomes a
participati’ng member of a culture and comes to be a problem-
poser-and cr eator as well as a problem- salva, ] pEl s0n nf “eriti-
eal EDHSQIDUEHESS" (1973). .

. The fundamental difference is a philosophical shift con- .
sistent with the higher-stage views of teaching and learning. In- -
structors are above all considered to be facilitators whose task
is to use their own authority, which is a consequent of their
greater knowledge, to evoke in students a sense of authoritative-
ness, with sensitivity to how that can occur arrrong' pEDp]E whase
levels of competence are different.-

There are some descriptions of how to teach "develcpmenta]—
ly” in various formats. Charland (forthcoming) describes the
use of group methods to build a supportive learning community.
Torbert (1975) describes the difficulty and challenge cf teaching
a ‘required covvse in “action lear ning”’ for 400 people at South-
ern Methodist University’s School of Business. He develops a
thec:ry of “liber atmg structures " which -are structures that can-




help students “c::hémge stage” in conceptions of’l’éz}ning, Argyris
and Schon (1975) describe ways to promote “double-loop” learn-

ing, where one questions the previous structuring of reality and
revises action strategies as the result of new information re- .
VEEIVEd in a qualitatively different framework. Devdapmenta]ly

sensitive educational designs also have led to a renewed interest

m wmskshops or mtenswelv d651gned lealmng experlences

Land’t, and T*uu]e 1978)

Faculty de?e]apment and evaluation

All of this information about pedagogy is relevant to faculty who
want to teach better. This assumes, of course that there are re- .
wards for good teaching and for teaching adults—a permise that
some dispute (Cross 1977). Knowing the variations in develop- ™

ment that shape students’ responses is useful to instructors. It
helps bring order out of a puzzling diversity of response, and

‘reheves the instructor of the necessity of being all things to every *

student, while simultaneously enabling a betté response to in-
dividual and group differences. Understanding some of the de-
velopmental sequences also provides insight into the context of

. the curriculum itself. Eafly in his work, Perry (1970) analyzed
examination questions and found that they related directly to

positions on his scheme. Thus, material may be organized, pre-
sented, and understood, very differently depending jon the de-
velopmental stage of the faculty member. Evaluation of in-
struction is mot~ useful in a developmental context because it
places judgments about therquality of teaching and learning in a
dynamic framework with mdny variables. Additionally, faculty
are developing adults themselves, subject to the same processes
of growth as their students. Some work has been done on faculty
career stages (Faculty Career Development 1979) and on. the

interseetion of life-cycle stages with faculty and administrators’

career concerns (Hodgkinson 1974). It is always good to begin

‘reform at home. The bibliography of this monograph contains -

the raw materials for a faculty development’ program.
Career development, éaunééling, and suﬁpﬂrt serviees

A final area of applxcatlon involves counseling and student
services. Enaw]edge of developmental tasks and sequences’is use-
ful for counseling student activities staff, residence hall stafl,
and those who work with career plarming and placement. Usual-
ly these services are organized separately and without an under-
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girding philosophy. Often adults are SEI‘VEd sepamtely or not

“at all,

o~

: \ T

The Adult Life Resaurce Center at the University of Kansa:

serves as an example of a conscious application of adult develop-

~ment research. Coungeling staff at that institution have trans-

formed an advising and counseling service for continuing educa-
tion students into an adult edueation programming unit designed
to help adults deal with life-cycle change (McCoy 1977). They
first changed their name from “student services” to-a title that
stressed the adult rather than student status of their clients, and
then planned a series of workshops taught by faculty and com-
munity leaders around life-cycle concerns such as career-develop-
ment, .the dual-career family, assertiveness, coping with life
transitions and stress, family communication, family hlEtDIV
and death and dying. Readers and tr aining manuals are e available
for both life-cycle and career development wmkshgps (5ee Mc-
Coy, Ryan, and Lichtenberg, 1978). Subsequently, the center has
broadened its function to include training of human-service pro-
fessionals in issues of the adult life-cycle. Here, thé university
provides a public service that is clear ly the mandate of exten-
sion programs in public institutions: the difference is the explicit
fncus Qn substantwe areas Df change 1n adult hfe

t:tr'ites a shlft away fmm a medzcal madel of “trentmentj“
which the staff or faculty have ultimate authority, to an edu«:a—-
tiana] deél that im:m pnﬁtes individuals as active partlcumnts
to use hnc:wledge ;md themy abnut Der sc:malb relevant matters
to arrive‘at new understandings. A similar change occurs: in
attitudes .about teaching and support services when the 1mp11ca-
tions of a develanmental pelspectlva ave t’llxen selmusly

it is ilseful tD develnp \;nunselmg :md career develnpment prn-
grams in cnmunctmn with some of the emerging ideas on what,
generates the process of developmental stage changes. Perzys
model has been used in this way, with emphasis on the need for:,
counselors - to become ”develﬂpmentil instructors,” helping-

clients think more completely about their situations (Wideck, '
Knefelkamp, and Parker.1975; Knefelkamp and Sleptiza 1976). :

Steps toward change . - //

In the next decade educators will have the opportunity to take
part in the genernl social trend of humanizing our institutions..
Adult @tudents by their increasing presence are creating a neeﬂ




- . ’ !

for some accommodations in our institutions of higher educa-
tion. We have the Dppmtumty to. use their presence to create
new quality standards for “higher education' (Greenberg 1979a).
This response on our part could er
“students in ‘addition to revitalized ins

Because the differences of age, sex, life- phase and develc)p-
mental stage are more clearly identifiable in .adulthood, adult
students need us to be nore sensitive to mdwﬁual variation
when we design formal educational experiences. This could be
crucially important in the future as institutions respond to more
diverse groups of students which include adults, and it cauld

dramatically change the nature of higher education,

The initial steps are simple. We must: (1) 1dent1fy the
groups and variety of students to be served; (2) become sensi-
tiVE tD théii gmls and leaming needs viewed f1 om the bl Dad and

ment, ;‘md (4) thén 1EE}gjlrmne the areas of pmgram develc:p—
ment and strategy, curriculum and teaching methods, faculty de-
velopment and evaluation, and counseling and support services.

* Our final question is: Can the presence of adult students and
increased knowledge of adult development become a fulerum for
1mp1’c:vmg higher education? We hope so. Surely, we now have
new\ideas with which to tackle tiie perénnial issues of access and
quahty, <

e second chances for adult 7
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