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INTRODUCTION \

ILLITERACY IN THE WORLD 4

1S

Illiteracy is a strange pﬁenom;non and one of the §2st pressing '
world-;ide problems, In many ways it is like povérty,/;kd it is closely
asqpéigted with poverty. Illiteracy is painful, and s~ 1é{poverty.
There is probably no educational question so important as ﬂhy SO many
péople;are illiterate. We need a thorough understanding ofx%t.

aSo;; basic features of this phenomenon will be highlighé;d in this °
essay, such as its universality and its f;lativity. Also,’thére is need

to discuss basic principles behind action towards itsaeradicatf?n--one
\

of ghgm being functionality--which has aroused the greatest ;esﬁpuse in

terms of international understanding and collabbration.
5 1lliteracy is mo longer regarded as a special feature of the developing
worid, Mauy countries with sn elaborate system of free compulsoryi!du-

cation for generations have been surprised to discover that they haye to

contend with a serious illiteracy problem, involsing 5 percent of the

3

R 1
population in Italy, 4 percent in the United Kingdom, L0 percent in ‘the

United States of America, and 7 percent in Canada.

3

In the vast panorama of illiteracy, the situation of illicerltes--x

] . - \
particularly those in industrial societies--is probably the most difﬁicu\t

v

3
of all, In a situation in which oral communication predominates, flliter%
ates do not feel out of their element or out of step with their envirounment,

but in a technologically advanced world where written communication is

the rule, people who are unable to decipher the signsxof vwriting are

H - R . \
i ¥ Y
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automatically placed 1n a position of infexiority compared wfth thos

was going through his ordeal?) They labor under a severe‘disigility when
it comes to coping with a number of essential routine tasks, andtore often
relegated to the sidelines of 2@3 soc1;1 environnent in which they live,

In addition to its universality, illiteracy is a relative state of
being--a matter of degree. Surveys conducted in connection to tne Adult
terformance Level Project (APL) revealed that one adult out of every five
in the U. s. could, be considered functionally 1111terate. This means that
more than 20 million adu;t citfzen:“ere‘;ot in a position to make use.-of -
th; fundementol tntelleétnal techniques.of communication, computation,

problem-solving and inter-personal relvtionsnips.’ These facts highlight

an meortant feature of literacy, namely that it is a highly relative con-

1

[ 4

cept. Standards dxffer considerably from one country or one type of
society and civilization to another. In some parts of the world, people
are considered literate if they can write their name and decioner a notice
a poster... Elsewhere, as in the UniteoAStates, for example, they are
considered 111;ter3te if t;eir knowledge end abilittes do not go beyond
fifth grade level. It is not surpris}n;ithat in this area definitions

and norms play a decisive role; they exert an influence on the statistics

" and objectives of literacy educa*iow. as well as organization and choice

of methods. . .

In tnc mid-sixties, UNESCO (United Nations Educational, Scientific
and Cultural Organization), the UNDP (United Nations Development Program)
and a number of governments embarked on an unprecedented world program to
develop an effective method towards overcoming the problem of illiteracy.

The whole decade of 1965 through 1975 was dedicated to this program, the

¢ =
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World Experimental Functional Literacy Program. Millions have been

helped. Nevertheless, the absolute nunoer of adult illiterates is still

*

enormous and is continuicg to grow. (There were some 815 million illiter-

L3

ates aged fifteen and upwerd in 1980 in the Horldl. However, according ,

. to a recent: UNESCO study, projections for the coming decades are encouraging,

K

perticulerly with regard to the percentage of adults who will bec0le

literate. % . - .
| . . v

In chinging societies where massive literacy campaigns were con-

.

ducted among people-of all ages, the success of such programs seems to

have been less.a result of the nethods used or even the quality of instruc-"
: .,

" tion than it has been the reelity and extent of social change. Israel,

Cuba and>Tenzanie set good examples. If people feel a real need to, be

n -

literate because of changed roles, values ,and opportunities for\\ettici-

petion in the culture, then many of them wiIl become literate eesily and

’

‘well. International expetienceateaches us that sociel chengg, politicel

a

action, and policies geared to developnent and modernization have- been

more effective methods in helping people acquire literacy. It is surprising

£

to find illiteracy in biterate societies, let alone affluent nations,

- -

where_hnnnnfqnd,ueterill resources are available and opportuuitien’for an

organized acquisition of literecy are abundant.

Functionality is now the mein guiding principle behind action in the
literacy field. “In every region of the'world, irrespective of social and
economic .conditions or politicel regime, it is unanimously acknowledged

that‘learnlng to read and write cannot be an end in itself. Thie'beiné

2 -
L)

-80, particular importance clearly attaches to the objectives that are set

-

for adult literacy work. These objectives aré closely bound up with the

level of develo of societies and with the intentions both of the

10 .
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people p;onétlng‘gﬁe_edéﬁationtl activity and of the individuals and . .
‘ groups wishing to emerge froﬁ their state of illiteracy. s - . -

< !

-

¥

Some considcrltions in regard to thgory and practice of litetacy I

education follow, First, litctacy wvork must be linked to all.effqrti

[ 3 / - ot

which aim at enabling adults to cope efﬁectively with the dtfferent situ- o

3
/

-

‘ations ‘they encounter in life--efforts which'involve,the multiple dimensions
of thclr:physic 1, moral, emoﬁion‘l, ihtellectq;{ and social being.,
PO [ L A « * 4. / -

_Illiteracy has been artificiai1y~set apart 4s if it were of a different

*

pature “and more serions than the other forms and nﬂnifestations of

. - . - :
' ignorance and lack of skills., Acquisition of the tools of written com~
s . .

1

7 2 -

munication forms nart of an overall action in uhfcq the entire spectrum e

of knowledge and ability is involved. ‘From'bhe'psychological }hd‘SOcial

-

standﬁ&iﬁt; ithQ most Importint fo: 1llifefates to realizecthat they

13

are not - tlone in their quest, and that men and women 111 over the world-
\,

are in the sane~9§tu§cion of wealth and>poverty, 1It.is also very impore T -

e

tant for other pedplé to see illiterates in this way. _Only then will

1111tef;iesAno longer beﬂfbpkeﬂ'upon.aa-outcaits, nor regard themselves .

.

' as ignoramuses in a world where knowledge. is all-pe:fa;ive. Illiterates

= '

af; now'heiné,bgought Qaék_into ;he mainstream ofy society, and the process

Yy s
' ’

"must be successfully completed. o . . . -

" the teacher to the people béing tauéht; or rather, ffgm what the teacher

+

Second, 1n,thé lifeiiong approach to educatiou,; emphagis shifts from -

’ h . e ’
dees to whax‘happ¢ns to the learnbrs.; The idea is not 30 much to transmit “

]
¥

knowledgg and culture as Eo equip people with the competencies ta build

2

up their own,knowledgg and skills, There are countless sourcl\\fPr adding

- .t ' . )

todindividual knowledgg: expérience and’ the lessons taught by life;

H
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there is also the knowledge imparted by other people, teachers included.

Bu. such ﬁnowiedge wmust be put in the fightrperspective and allotted its
proper place as a basic contribution rather than a form of domination.
Through re;ding and writing, people who are newly iiterate acquire an
independence and\gptono-y that are essential features of their adult
personality., It is being increasingly recognized that illiterates have
to play an active part in their own instruction as self-directed learners.
In the third -place, from both the theore}ical and methodologicdl . -
- perspectives, litegacy Eraining functions propégiy under circunstéépg: of

an effective adult education syftem, where attention is paid to;ggi.;ocioﬁ

‘légical, psychological and cultural situation of tHe learners, where

‘ experiences and information are shared, and where dialogue is estabiished

-

and use is made of a wide range of practices that are not subordinated to

L]

~~ the tyranny of outworn pedagogical models.

Fourth, there has to be a favorable social and cultur71 environment
if people are to become interested in literacy trainingiand take pa}t in
lit;rncy programs. It is up t; the people whoreMQAtk on actiom in this
fi;ld at all'leveli, and particularly at the policy-making level, to

involve learners in cgtivities designed to change the living conditions

1

of 1111teratas for the better and to boost their self-respect, so that

-

they cdan come to exercise responsibility. "Conscigusness-raising,"” with:

which the name of Paulo Freire, the Brazilian educator, has come to be

N

associated, is one of the keyAﬁgrds to which references are baing

increasingly made in many countries. 7 ot .

’ La;tly, for iliiterate leatners, as for adults umdergoing any other

n

kind of training, the 1mportant thing is what the future holds in store, ~

That future takes the form of a series of stages. The favorable conditions

+
i o . . . -

12
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discussed above can be regarded as the preparatory stages for literacy

training. However, growing importance is being attached to the stages
following the sctual learning of reading and writing. The acquisition of

new powers of expression and communication is meaningful only if adults

are in a poiition to make use of it. This accounts for the essential

role played by efforts to conﬁolidateﬁiiteracy training. New literates
have to be provided with meaningful occupaticns. But they also hive to
be provided with books, newspapers and reading centers tailored to their
needs and abilities. Wherever possible, this introduction to the civili-
Q zation of writing and print has to be accompanied by a change ’{(ming
condit}qng anq inﬁfbgrpﬁttern of individual and‘collective relations.
This is necessary if people who have made the effort to learn are mot to
relapse into illiteracy, made worse by the fact that they will have lost

IS

ceafidence ia themselves andin the help they can receive from others.




. LITERACY EDUCATION IN THE UNITED STATES

I

Michael Harrington, Jack Heziiow, Patricia Cross, Jonathan Kdiol,

and recently, Carman Hunter have been penetrating investigators of

poverty and illiteracy in the United States.

It is useful to keep in mind that adult illiteracy can better be

understood in relation to adult education and within the context of

s national development in general.

Historically, adult education programs

- 1in the U.S., were related to national development, but they have not. been

This may have been a mistake.

- P oriented.

- r.,‘

spectfttltty“tdéncified with a political program or a cultural theme,

Views differ;on this issue. Due to their

éﬁhcational‘philosephfes, most projects were characterized as product-

The product was reflected in the attainment of a high school

‘diplona, GED test; an increase in achievenent skills, vocational skills,

or, for example, the ubility to prepare nutritious meals. Although these

- - are- worthy;goals, for those who seek the-, this product-efficiency view

> of education leaves the adult lea;ners in the position of the consumers

r .ther than the manufactuy: -:

f their choices.

Let us remind ourselves,-

at this point, of the core concept--that the starting point for adult

education is the needs and goals of the individuals who are seeking edu-

cation. Malcolm Knowles, therhistorian and fatﬁ;r of self-directed adult

le;rning, defined the priaary mission of every adult educdtor*as helping -

-

>

1

14

" adults satisfy their needs and achieve their goals.
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N HISTORY OF ADULT BASIC EDUCATION
— ]

The ABE (Adult Basic Education) program is federally funded and state
administered. It originated in the sixties during the war on poverty.

Programs wete!provlded almost exclusively by or through the public school

L S

systems, The Statement of‘Pnrpoée of—the Aduir Educatidn Aqt geared the
.{roérams to échoog or academic-skill levels of achievement. Sixth, eighth,
and twelfth grade levels of acadenic~abi}1ty--reflective‘of the public
school organizazion--facilitated many administrative processes: enrollment
and placement, curriculum and’ cdntent. tediz;é_;ad—;Zhid;;;;rzjigr;iuation
(of learner, instructor and program), and reporting of results or perfor-
mance, Through norm-referenced standardized tests, educators knew what
the ABE levels were all about, but generally speaking were never fully
satisfied qith this method of conducting adult education.

In other words, adult learners have been treated as children and youth

for a‘nunﬁer of years. Basi;ally, the ABE ptogram has been shaped by the

GED test. Though some creative ABE ‘teachers took care of some of the per=

-

sqpalized needs of their students, most of them stuck to the academic.-

cdrticulum and skills (which may vary a little from one publishing Eompany

to another). Aad classeg, of course, have*:hffered from exhaustive - . = _

testing. "All they want is GED," is very often heard from the teachers. .

~————— —This statement is-reflective of the prevalent notion among teachers and

administrators., It makes the program glnost an elitist one, because GED

candidates can certainly be considered the "elite--those who are most

[

highly motivated. In the last couple of years, with efforts on the state

level towards a more scientifically oriented needs assessment, there has’

%

- been.a growing awareness éf a number of populstions unreached s¢ far by

=

" ABE prograas, such as ‘the poor, the black, the immigrants, the elderly,




and the handicapped. .

. & .
In a repart to the Ford Foundation, Hunter sharply criticized existing

grams be designed with the aid of-the participants them;efvié;hﬁ

U.S:"brogri-ifdliedfﬁt’ié&@hiﬁg illiteracy. One of the major findings was
that only from two to four percent of the eligible .population weré reached

by the existing programs. Publicly proclaimed goals and actual achieve-

‘ents were {ar apart,; the report said. The public rhetoric of these pro-

grams is designed to secure legislation and funding from a Congress that

knows little about its educationally and economically narginaljconstitueuts.

azy ol

The report cnlle& for a network of naiﬁhborhood programs Jesigned to

increase literacy :long)thc poor. Because many present programs are not
relevant to the daily lives of the disadvantaged, it adv’'sed that new pro-
Currenttj, there is a mixed mé&d toq?rd education in the country.
Everybody talks about decline in rendinglskills. People are unhappy with
elementary and secondary edu;q%&gn, énployers point, out example after

example of high school grlanatés who can neither read nor write or handle

nimbits*mvlhe,nxmy is faced with a serious probles of functionally illiter-

+ . 8te soldiers--they do not scem to be able to effgctively operate sophisti-

]

3

PR =

cated weaponry. S r
In adult education we have seen incra.sqﬁrenphaqi:'on adult practical

litéracy\educaiion, demonstrated mastery of basic and lif;‘functioqal .
:kills-nﬁc;ngaty for the individual to function proficiently in society.

In order to achieve more rapid reduction in the country's illiteracy rate,’
which is rggardé& 3;,;ontrary'to the spirit and practice o{Ademocracy, the
fed;ral.administration and the individual states have devoted substantial-

financial and manpower resources to the problem. ABE programs continue

to receive taxpayer support and interest.



— - TEACHERS AND TEACHING STRATEGIES IN ABE

e ——————— + ".
si\\% . . .. .
— —Host ABE ttlchtts‘ﬁive‘betn‘tttintd'previousty4t3~ciencntaty—andAAAA* -

secondlry school teachers and they are ‘most knowledgeaEIb éBout pedagogical o
concepts and techniques. Nevertheless, there has been a long hist?ry of
using these teachers to help educate adults. '™n these situations the

teachers usually use the same formal classroom strategies and setting

with cheir adult students that they have been trained to use with children T

and youth, often with tragic results such as a high dropout rate, poor

B I e

22

motivation,  and disappointing performance in the classroom. Research

studies document the lack of professional training in this specialized

ares. In-service ;ducation is the only formal training these teachers

receive. Most of them are part-time teachers, and with all their enthusiasm. -
for adult education they heve no- time to experiment with new teaching-

learning techniques that might be more applicable and more efficient in

adult learning situations. -

» B

This - haadbook nssanesfthat in-service education~as;practtced in ABE-

- - - -

programs is often inndequate in that i: does not provide teachers an

opportunity t6 understand and accept new adult educational concepts. If
£

we believe that the future of ABE rests witb the practitioners, then we

also believe it rests with their training. With the growing body of
modern adult education theory Knd techuology. and with the society's T -

growing:loncern for the undereducated adylts,. it hgcomes'a pressing need -

o apply concepts of modern adult learning to the training of ABE teachers.

In one of the primary written sources on ABE, The Last Gamble on

Education, Mezirow made significant suggéstgﬁns including (a) using swmall

learning groups (mot traditional classes') to foster attitude change in

adult learners, (b) using discussion as an instructional method, and (c)

e
i

, .
: ,
, ,
o 17 |
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teaching coping skills. Other researchers have strongly recaunnmded the .

xnvolvement of adult lparners in needs assessment and evaluation of methods.

curriculum and teqcher performance. ) : _

A_WORD ON ABE LEARNERS
e - * . : "

’Research studies concerned with needs assessment in ABE have indicated

EN

that teachers and administrators often conclude beforehand that the ABE

students don't have the ability to assess their own educational needs.* .

—~———ffor teaehing—sdults_basedfon.A.nroughfs recgniuxasgarch f1nd1ngs regat dlng

Some researchers refute this contention but do not tell us what strategies
mig&} be used by the ABE teachers to facilitate the learnin; tcwards those
identified needs. It seems that there has been no tesearcg to date to
indicate the ability of ABE students themselves to identify teaching
*strategies to schieve these needs. However, most of the past research
‘has been épne 1n.ignor§nce of the research findings on self-directéd
learners by Allen Tough some ten years ago.
Only durzng the last ten or twelve years have we evolved a new model .

,,,,,,

the unique characteristics of adults as learners. And with Knowles' book

.

-on the adult learner, titled The Adult Learner--A Neglected Species, this

new educational phenomenon--the ADULT LEARNER--has come to the educatiomal - — -

§cen§--irreve£sibly. This uoéel has been given the label of Andragogy--

the art and science of helping adults learn. So it's high time ABE caught

up with Andragogy!

EE L P PR R Y £

*This is not sutpriéing. as the ABE learners have been described in the

literature as people with low’self-concept, people with continually

teinforced conviction of failure and incompetence, "prisoners of silence,
- even, 4 :

1"
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. . Why should peoole whof I:u_ve been exposed to teoching'methodg through -

years of teaciring (ahd,A al.so through years of being taught) now spend time

 and energy studymg odult educotion methods?
? _— M [

They should do that for several reasons. ) !

For one thing, the methods of adult education have been' changing from

. the mer.hods of trndinonal schooling as we have gained increased knowledge

!\

about the uniqne characteristics of adults as 1earners. 'l‘eag;hersﬁwho try

to teach adults as they themselves were taught in school tend to be

]

- ineffective in most situations. The technology of adult education has
~been in a state of ferment for the past three decades. We have experienced

wave after wave of innovations that tend to take on the character of fads.

'Some people get so enamored of one technique that they use it in every

14

situation whether it is appropriate or not, The ability to 1ncorporate
. ‘ new techniques into a growing tepertoirg of techmiques, aud then to choose
the technique that is most effective for accompu.shing a par:icular objec-

tive is a conpetence that separates the professionals from the amateurs

- } 1n adult educauon. This abil.ity grows out of an uoderatanding of a good

theory of adult educotzoﬂ methodol.ogy. . - -

.
7

Finill.y, we oow have a coherent, comprehensivel,giid integrated theory
- ‘ .
of adult learning that requires a redefinition of the role of teacher. -

In tradwitional education the teacher has béen defined as one who decides

"~ . - what should be learned, how it should be learned, when it should be*

- 1 - _ _ N a —

leo;ﬁeg,mond whether it has been learned--the role of content. planner,-

controller, transmitter, and evaluator, In the modern addlt education
(andragogical) model, the teacher is defined as one who designs a process

and manages the procedures for helping learners to identify learning xneedq

’ and them to acquire the tontent necessary to meet those needs--the role i




. ) of facilitator and resource person for self-dlre;ted learners,

‘The handbook is not intended to be a rigid prescription for educational

. _ _. activities.

~the traditional teacher..

THE 'PURPOSE OF THE HANDBOOK

This handbook has two major purposes:

1)
2)

To provide a resource for new ABE teachers who use .the APL

curriculum

To serve as a resource for leaders in the training program.

}
different situations.

accomplish four broad objectives, ‘namely to develop:

The pnrpose of this training experience is to help participnnts .

1)

2)

Creative deviations are encouraged to fit the demands of

THE . PURPOSE OF THE TRAINING PROGRAM

An ynderstanding rf the godern_concépts of adult learning and °
how these differ from traditional concepts of youth learning:
An understanding of the role of educator as fac111tator And
resource for self- direéted learners.

The ability to apply these concepts to thehdeaigding of learning
experienggs for one's self and others through the use of
i;a;ﬁiﬁéréghttacgs."

To facilitate the impleméntation of the iﬁnovati;e’(competency-

based) State curriculum guide--Learning for Everyday Living.

L.

20’
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This new

. role requires a very different set of skills and attitudes from those of



A THEORETICAL FRAMEWORK

Throughout the history 95 the Western educational system, there has
been only one model of assumptions about learners and l'.nmigg",th;’ T
pedagogical model, dating back to the seventt; century when monastic¥®
schools were being organized.- As Malcolm Knowles has pointed out, our

educational system has been 1deologica11y committed to this model to the -

model was applied exclusively to children until well into this century,

and so it became identified with "the education of youth, When adult edu-

cation started to become an organized part of the national educational

“enterprise in the early 1920s, Ehe—pedagogicalAmodelfwas theﬁbnly model

.
\

adult educators had to guide them, However, teachers of adults almost

—_— -

1umediate1r 1earned that the model did not work well with adults. One-of

the’ Teasons why it didn’t work was that most adult educatioq is voluntsry

* -

and adults simpty'do*not'retufa tcrexperiences in which they are treated
- a8 c"iihtreg Pedlgogical assumptions are no longer functional in adul.t

educatxon, at:hough, we must admit, they continue to be utxlxzed in

teachlng ntuntions with adul.ts. , B
Modern ua-p:i.ons are needed for adult educators .and adult learners

in thc 1980s. Teachers of adults (and, also. teachers of youth) have long

. 3
~

[ - < I R R
\\ ~SecsemsessnnDw"

- *As—mi(\:é%\ were received into the mnam:mjurmtgiﬁpr m'onast. ic

life, it was necessary that they be taught to read and write if they were N

- later to use atd transcribe the sacred .books. The teaching monks based

their instruction on assumptions about what would be required to control
the development of these childrem into obedient, faithful, and efficient
servants of the church). From this origin developed the traditiom of
pedagogy, which’ later spread to the secular schools of Europe and America
and, unfortunately, was much later applied even to the education of ndx}ts.
Padagogy comes from the Greek 'word "paid" ueaning child, and "agogus
meaning leader of. So, litertny, pedagogy means the art and science of

teaching children. ‘ N . , \
_____ o . . \
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been in need of another Iodel, another choice. The new model--the )

' andragogical model--emerged in the 1960s. First, Malcolm Knowles formu-
lgted'hit theory of'endreg;gy* and then clne Allen Tough to support it
“trjugiy”withrhia findings. Allen Tough conducteq -8 clessic study in - -
Ontario, Canada, based upon the question: Pl-low do adults learn netureuy R
when they are not being taught? He had s hunch that much of traditiomal

teechiag-interfe;es with natural learning., Andragogy continued to grow%

2

inwiheriagz fifteen years or so with the acquisition oieadditionel data

to support the theory that children and edults are signiflcantly different

kinds of learners.

.Andragogical theory is based on assumptions about the nature of ; *

L3

adults as learners in four major areas: :

3 - ' L

1) Changes in self-concept .

Z) The role of exkerience e s
i .
3).  Readinegs to learn .

™
5

4) Orientation toulgarning .
'These,will be furthe§<e1eb6rated later.

In the chert t.hat fallom bot.h pedagogical and andragogical assump- \ .

%
tions are presented. They should be looked upon as a continuum of assump~ -

tions rather than as child-edd}t dichotomies, and teacher;‘ete adviged. to ., -
A\ ‘ .
test them out, not just to pteérﬂe them.

[

S
o

adult, and agogus--leader--thus be defined by Knowles as the art and
science of helping adults learn,. this definition, the Greek word s
"aner," andros, is u;ed as generid\term comprising the whole class,

men and women,

*And:egogy is derived from the Gre§§a:tem 'aner,’ lndros, meaning man/

‘\

\ ‘ )
\ 20 |
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- ASSUMPTIONS
FROM FEDAGOGY TO ANDRAGOGY
N N N N Q
rd Pl i 7

doubt that adults will
learn without externally

applied pressure,

- - b * .
PURPOSE ~ "The purpose of education is The purpose of education is
— OF - < - - to produce a "knowledgeable'”  to produce a competent per-
EDUCATION person, T son~--one who can apply -
knowledge and skill in per-
. formance,
EDUCATION Education is a process of Education is a process of
AND transmission of knowledge/ acquisition of knowledge,
TRAINING content and skills from a skills, and attitudes by a
(as a teacher to a student; it learner with help from a
process) is often interpreted as facilitator and resource -
doing something to people. persons; education (and .
training) is a process of
self-development through
collaborative inquiry.
LEARNER The student is an "empty Learners are- regarded as
o . vessel" to be filled with increasingly self-directed
knowledge predetermined by human beings,
the teacher. Learner is = .
regarded as a dependent
personality. - .
ROLE OF The role of the teacher is The role of the teacher is
TEACHER that of transmitter of con- that of a facilitator and
. tent and controller of - resource to self-directed
rewards and punishments. - learners.
4 .
“MOTIVATION  Learning will pot occur in Learning is enhanced when
OF the absence of extrinsic prapelled by intrinsic moti-
LEARNERS motivations; there is 'vations. Andragogues have

faith that adults want to

improve themselves== -
—————they are motivated enough

to identify a learning need’
and will seek learning ex-

periences to meet that need.
"What do I need to learn to

be a teacher of adults?”




N
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ASSUMPTIONS, continued

.FROM YEDAGOGY

3

>

\“\

>

—>

CLIMATE
) FOR \\;\,;7
© © " LEARNING

Y

Y

Pedagogues pay little atten-
_tion to climate; they are

® satisfied with climate of

cold formality, competitive-
ness, one-way communication,

v * teacher dominsnce.

°

Andragogues place great
emphasis on establishing
a-climate conducive to

_ learning=-one of warmth,

mutual respect, caring
trust, informality, ~ = .

3
\
1

LEARNING

. Learning takes place most

ENVIRONMENT\ " effectively in a formal

\ . classroom,

3
kY
i

Y
%

+
kY

Learning takes place most
effectively when learning
resources of a wide variety
are accessible to learners
at their convenience in -
time and place.

-—«ha_wﬁ_§££§£§iffcontenf.

f NEEDS T&achﬁrs determine for the Teachers engage .the learners
ASSESSMENT Ie?rners what they need to in diagnosing their own needs
) * leara through needs ‘assess- for learning (assessing the
. ment procedures in which gaps between where they are °
, the%léptngrs have no part. and where they want to be),
MR ) :
LEARNING Teachers formulate learning Teachers engage learners in .
GOALS goals! for the learners, . formulating learning goals
usually in terms of term nal in terms that are meaning-
behavipral objectives. ful to them.
TEACHING Teachers develop a plen for Teachers develop a sequence
STRATEGIES transmitting units of content of learning experiences that
AND ' according to a logical se-~ _takes into account both
. ' TECHNIQUES  quence with the old-fashioned " group similarities and in-
~ lesson plan as the model. . dividual differences, with
. ) They select speakers, pack- the organizing principle
N age programs, assigned read- being a learning project.
: '  ings, audip-visual aids, etc.,, They select techniques and
— . that will most etfectively materials that engage

learners in an actjyve pro-
cess of self-directed
inquiry.” '

- EVALUATION

Teachers evaluate learner-:
on the basis of normative

. criteria.

Teachers .engage learners in
a mutual process of evalu-
ation based on performance
criteria.
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. ' ) ASSUMPTIONS ABOUT LEARNERS

. (as derived fron\andragogi;Al theory) '
//,\\ + , This handbook makes certain assumptions about adults as learners and
\ . - - o
‘ N7 T the learning process that have some implicatiors for what you do and how
you will use the workshop leader(s) and resource materials, . ’
. ) _ First, about you as an altult learmer, it a:sulerz‘: ' .

(1) That you’ ‘have the self-congept of being an adult, and therefore

-QY\\~__, you have*the desire and capebiiitykgf taking responsibility for planning

_ — — - - [ m—

and nanaging your owm iearning--with heip, of course, from peers, workthop

M

- participants, ‘and workshop lesders and other helpers, It further assunés

h Y

that whar you learn through yoer own initiative you will learn more effec=
. ° 1o -

tively than what you learn-through imposition bxkothersf :}

= o (2) Theteyeu bring with you into this‘aetivity a rich background

of experience that is a valuable resource both for your own learning and .

~ W

for the learning o{zotherq}in ‘the workshop(s]. It further assumes that
" your ?xperience is different from the experiencessof the other members of

$f the group (workshop participants), and that thetefore your combined.

- . experiences represent a rich pool of resources for one anotherkg learning.

L

(3) That you are readiest to learn those things that you perceive
will contribute to your preparxng more effectively for your life tqsks‘

and to your achieving-eqhigher level of your potential., It further
,., , ' | 2 . Ies
i assumes that the handbook itself, the leader anﬁ‘other faciiitators have

an bbiigltion to help you ‘see how-the content of the workshop can help

PR =3 -
-

you perform more effecciveiy as a teacher of adults.. L
(é) That you and every other member of the group (workshop pertiei-

pants) are unique, with your own styles and paces of learning, ourside

-» * . e -

3

S | S o

1y
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commitments and pressures, goals, and in@ernnl notivatioh; and that
therefore your learning plans and stretegies must be highly 1nd1vidua11zed.
Rext, the h:;dbook sgsumes that leerning is an internal procelt with
the locus of contro{‘of that process re:idid§ in the learner, but that
this process can be facilitated by outside h;\Pee;. }t further assumes
that there are certain conditipns that are noréaconduéive to learning -
than others, and that these superior conditione%\:e produced by preetices

in the learning-teaching transaction that adhere \? certain superior

’princiélek of teaching. These principles are descﬁ}bed below,

3
[

- " PRINCIPLES OF TEACHING*

{

.
-

o
3

l. The effective.facilitator exposes the learners to new possibilities'

for selfifulfillment. . (.

2. - The effective facilitator helps the learners clarify their own .

- . 14

* ‘ aspiratioﬂs fdr iuproved perfornnﬂce.

L]

3. The effective facilitator helps the learners diagnose the gaps
bitueen their aspfrationsinnd thelr preaent level of perfoti-nce.

4., The effective facilitatot provides physical conJitions that are *

>

confortable (as to seating, :empera;pre, ventiiation, lighting,

. . decoration) and conjpcive to interaction (circle or small groups
# v s M

at tables). " . oo T .

i

5. The effective facilitator dccepts the learners as persons of

- - [

worth and respects their feelings and ideds.

-

6. The effective facilitator builds relationships of mutual trust’

and helpfulness with andvamong the learners by,enconraéing

-
“

*Adepted from The Modern Ptactlg of Adult Education by H. s. Kncwlea.

19705 pp. 52-53. -
é, H

B

. . 19(3 .
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~eoéporitiv¢ activities and discouraging competitiveness and-

judgmental procedures - L

-

o ‘ 7. The facilitators expose their own feelings and contribute their
re:du;qes in the spirit of mutual ibguiry. -
8. 'The facilitators involve the students in a uaturgl process of

- forlnlating learning objectivea in which the needs of the S
@
learnera, of the facilit;tor:, of the institution, of the sub~

ject matter, and of society are takenrinto nccougt.

% 9. The facilitators shape the experience by nnkiné options avail‘ble V
in dgsigning learniné experiences and the selection of ueihods
and materisls ané'invﬁlve the learners‘in deciding among these

options jointly.
- 7 0. .

- 10. The facilitators help the students organize themselves (ptagect

teams, field : "ojects, etc.) to share responsibility in the

»

process of mutual inquiry. .

li. The facxlitato:s help the ledrners. exploxt thexr ‘own expeficnces

LS
- s

- . ias rcsources for learnicg through such technzgues ls group -

‘e ﬂis;usszpn, case method, etc. ) ‘ M

l?.A The facilitatorg-geag the pr!sentation of their own resources
to, tbe leve;sgéf experxence of the learngrs. -e
S 13.: The facilitato;s‘help t@e leqrners to apply new lea;ﬂingsﬁto
ﬁeir personal e:;peri;nces, and thus to Qaiﬁg theat‘eaming_s more
: v - ;

»

- T ] relevant and tntegrated.
14, aThe.facxlxtators involé% the iearners in assessing mutually

) acceptable progress toward'the iearning quecg}ves. '

15., The facilitators helé'the ii;tﬂerSAGQVB}Op and apﬁly procedures

for self-evsiﬁltion‘aacording,io their criéeria._

- - - + z =g

: »
P ‘ 27_ .ot -
- !.\ =
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In accordance with these assumptions, this handbook employs a

competency-based,. self-directed learning approach.

14

28




PREPANATORY ACTIVITIES

The value of the first meeting with the trainer-facilitator and
" other resource persons will be gre.il.y enhanced if you accomplish the

following tasks before the first meeting:

1. Read Part I (pages 7-28) of Self-Directed Learning by M. Knowles
50 as to have at least a beginning gri;p of what is involved in
your having a high de‘gree of responsit;ﬂity fos your own
leart;i.ng’.* | ‘ | 54

2, Scan the _ba;ic references so as to get a“broad overview of the
territm;y to be c;wered in th; program:

. (A) M. Knowles, The Modern Practice of Adult Educatiom,

especially Chapter 1l.
(B) G. Grant, "’Implications of Compe_tlence-'Based Education”
(pages 1-48) in On Competence--A Critical Analysis of
s Competence-Based Reforms in Higher Education.
(C) C. St. John Hunter and D, Harman, _;AME Illiteracy in the
. United States, especially Chapters 1 and 4.
(D) J. Mezirow, et. al., Last Gamble on Education, Part 1 and
* Ppart 2,

{(E) Introduction to this handbook.

2%



PROCESS DESIGN

PPE-SERVICE TRAINING OF ABE TEACHERS '

! - -

This design assumes that there will be four sessions (workshops),

each requiring a full day, prcftribly Saturday.* The same general de;{gﬂn,
with‘the‘sl-e co-pongn§s, ;an be used for longer'workshops“nllowing_-ore
time to go into more depth in each conl;énent.
Regarding the time needeQ between the workshops, some recommendations
" are offered: : - . |
1) Due to their tut;xre. the first two workshops should be close
-together, s0 a week or r.worshould be the period of time in
beCVee9 them, -
g 2) 'l;ore time will be needed between the third and fourth gorksh&ps.
. ‘ as tl'xex participants need\ ;.ime to complete their tasks.
3) Also, a recommendation is made that the ffrst workshop be con-
ducted a week b;fore Flassés start,
Prelxain{ry activities before the first work session include regi-
stration, dispensing the package of handouts (the handbook), welcoming
the participants at the designated location, reviewing the objectives 2ad

introducing the leader-facilitator, (These activities are not described

below).

i

brettedacBONaRS
- -

N

#Because most ABE teachers work &t schools, and ABE is part-time for
thea, '

30 .

-
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-~ FIRST SESSION (WORKSHOP
.on

AHDRAGOGY. SELF-DIRECTED LEARNING AND CONTRACT LEARNING

The major purpose of this workshop is to help participants develop.

l. An understanding ‘of the conceptrpf_gggf-directed learning
2, An understanding of the concept of contract learning -
3. The effcctive use of small groups to pronote peer learning

R Skills ia diagnocing their learning needs lnd‘desxgning their

lcarnin; contracts,

8336;6536‘1.l§!\:- Climste-Setting Exercise

%ﬁé"ﬂg:kihop leader will explain the importance of

s craating a clin:te that is conﬂuclve tg-&earniug--a

——— e e T T

climate that is characterized by mutual respect, warmth
and supportiveness of relationships, active partici-
pation, collaboration rather than competition and
acknowledgement of the concerns and interests of the
!earﬁer;--as a prerequisite for effective le;rning to

/ take place,

/ ‘ Since this is a new exparience to the participants,

it would not be fair just to throw them into the

. strange vaters of self-directed learning And expect

that they can swim., They need some preparation for

’ this, So, the leader opens the self-directed learning
sttivity wieh an orientation session.

LA LA 2 2 2 2 2 2.1 2 2 1 3

*Time limits are suggested, but should not be followed rigidly.

=

- 21 ;
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. (L) The leader asks the participants to form themselves

into groups of three to five persons (preferably with

1, L ¢
people they don't already know well) and
- (2) share these things within each.group: ¢

3

- "7 a) Their "WHATS"--what -they are--in terms of their

&

present work roles and.p:gviousf}gpefience.

I

-

b) Their "WHOS"--who they are--ome thing about them-
selves thatzwill énable Athers to see them as
uﬁiﬁhe ﬁhnﬁn beings;ﬁdifferent f;on everyo;cf;i;;“gﬂ -

- in tﬂe robm. '

c) Any special résources which are relevamnt to ghis
workshop~«gained through previous experiences'or

‘ study--that would be useful for others to know

. ) . about,

' d) Any concerns, problems, curiosities, special

interests or issues that they are hoping to have

- . b ' this workshop deal with,

The leader makes ; self-introduction by giving this -
information about himself/herself first (role-modelling
what he/she expects from the participants). When he/
she senses that the groups have completed this task,
hc!she invites one member for each group (reporter)

to summarize the concerns and problems that were ex-

pressed. In this manner the information is retrieved,

@

?:30-9:65 a,.m, Break




v

9:45-11:00 a.m.
T )

i " (2)

7757' A N 11:00 '.'-. -

(2)

. (3)

12:00 p.m. (1)

26 °

Orientation to Handbook

F

The: leader skims through the}hnndg;ok with the parti-
cipants, peints out definitions, charts and appendices;
disggsse: the world problem of illiteracy, illite:;cy -
in the U.S,, and the efforts that arelbeing mader °

towards its eradication.

-

Pregentution of Andragogical Model '

The leader hands out the chart iAppcndi; A, page~42}f~<—

with andragogical and pedagogical-assumptions, It’

represents the theoretical framework for self-

di;ected learning, An opaque proj;ctog is used so

the participants can folléw along. |

The leader shares with the partigipauts where he/she

comes from as regards adult learning, and .

engages with them in .

a) a dialogic presentatién of the two sets of
assuﬁptions, : >

b) the main £inding; of recent research about the
_characteristics of adults as learners,

c) reviews the process elements of the two models

(Appendix B, page A3); The participants are

encouraged to test the theory of andragogy ian

- the iight of their own experience, and to adopt

12:00-1:00 p.m,

-

only those aspects that make sense to them.

Lunch

33

.
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Group Meetings . , | °

1
i

g

. B 1:00-1?(_) Pem.

?

1:30-2:30 p.m.

v - - -—- - = - -
B

 2:30+2:45 p.m.

2:465-3:30 p.m,

' (1)

(2)

partiéipkntg get back into small ’
\\ 3‘ .
groups. (they can form néw: table groups): to apply the

— =

After lnncﬁ “the

.

model to the problems and "tonce'ms they genera'tgd in

- their earlier meetings. They, pool questions requiring .

H]

. clarification’ and further eﬁ\nniﬁation from .the -leader.

\ : »

The leader resaggnds to group'\b questions. This

should be a lively dialogue a‘qut the problems and —— . '

obstacles they expect to confromt if ehey‘atteapt“to

introduce the andragogical model ian the back~houe

situa}r ion.
“\
Break . .

Diagnosis of Learning Needs (Skill-Practice Exercises)

The leader introduces the concept oé&cogpetency-basgd
education, Definition of competency \\\is referred to 7
in the guidelines (Appendix D, page aﬁ). Also, they
are referred back to assumptions in th\e Introduction
to the handbook. The participants learn that a dif-
ferent set of skills is required for self-directed
learning from those required in learning from a

4
teacher.

4

Then the leader engages them in one of their exercises

designed tc develop such skills as diagnosing one's
own needs for learning. They make a self-rating of
their conpetenﬁy-deve‘lopment needs, using the com-

petency model (Learning Need Diagnostic Guide) in

34




. o Appendix C, page 44. They do not have to go through

‘ . 6 the whole model. The leader checks to make sure o

e M . ¢

everybody has found at least one competency in which

there is. a discrepancy between the "P" and "R".* If

. A more time is needed to get everybody to that pdiEg,

the leader gives them another five or ten minutes. 7

%
*

*

Pk 3:30-4:00 p.m, Orientation to Contract Lei&ning

°

The leader introduces the Guidekinés (Appendix D,
;E - o page 49) tq contract learning and a sample contract
‘ (Appgngix E, page 56) and encourages the participants
"~ to read .the guidelines.: The leader explains how to

construct a learning contract (Appendix F, page 57).

. ~
\ - s
=
L

. ~\% 4:00-4:30 p.m. Formative Evaluation
g i \ i (1) The leader asks the participants to go back into
‘ _ —
} E L their table groups, choose one person to be its xe-

cotder,,and then agree on three to four evaluative
statedents they would like to make to the leader,
the sponsors, and the géoup as a whole, (e.g., What
do you think you have lear;ed in this experience?
How do you feel about the process that was used?

! . : ) .
Ty ‘ What suggestions would you like to make for the next
| .

workshop?) 1f some 6articipants do not:agree on a

given stgtemiﬁt, recorder will indicate how many

ERE L R T T B T 2 X -

_ *The technique of self-rating is explained and demonstrated in Appendix
‘H (page 68)..
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\ .

aéree and how naﬁy don't\ Tﬁc leader asks the recor-

dersvgo turn in sheets wi*ﬁ their statements at the

¥

end “of the(pcrioq. \ J

\ R

The leader suggests (or rec%nnends) that participants -

it

f (3)

org;i;e into informal "learhing networks" of from.
three to five persons to giv;Xone anpthet‘sﬁéport in
the back-home sitpation, The \eader also asks them

to keep track of Va‘ny problem; Segaiding the use of
learning contracts in their bae -hon; situations ﬂ;lt
they want to raise with him/her.

The ‘leader explains that the part cipants areéexpec;ed ’
to cqmplete their Learning N?ed Diagnostic Guide
(Appendix C,' page 44) and work on r}r}e first draft of
their learning contract befor'e retulx?ing for their“

second workshop., They will come to the second work=~

’ 2
shop with the learning contract draft.

A

36
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SECOND_SESSION (WORKSHOP)

The major purpose of this workshop is to help participants y

1) get further sassistancé and support in filling out the learning

i contract

A

e

“9:00-10:00 a.m,

4

learn franipcegs (through group discussion, networking and con- T

sultative tegls)

r o
3)  use the workshop leader as a resource person

£

4) share their experiences and products. *

An egg;dﬁloncl film 1: selected. for viewing and group

@

discussion.

(1) The leader introduces the film "What if You Couldn't
’Read?" Then the participants

(2) view the film, This is followed up by

(3) _ & group discussion (in which the whole group partici-
pates) led by the workshop leader. This particular
movie lends itseif to a fruitful discussion (changes
in persomn thfough developing new skills and attitudes-
and how it affects the relationship of the spouses).
gbe facilitator sets up conditions for this educational

éiperieyce (such as those discussed under climate

setting), Most importantly he/she raises questions

pertaining to the fiim which was shown (e.g., Was

the man in the film a self-directed and capable per-

son before he began ?is 11tefacy education? or,

What changes do you se; in the man after his literacyr

training? Are the changes seen in him only in the -

E
@

. . : | 37 .



> 10:00-10:15 a.m.

area qf skills guch as couput;tion, writing, etc,?

»

v
or, Why is his wife nostalgic about those times when

_ she was doing forms and bills for him?)

Break

10:15-11:15 a.m. -

(1)

‘ (2)

Reviewing the First Draft of the Learning Contract inm

Groups

It is, to be expected that the participants {n the
first workshop have experience@-sone anxiety while
working on their learning contract in the back-home
situation. Tﬁls anxiety or frustration was antici-
pated- simply bécause most of the learners were working
on a personal leafning contract for the Eirst time, -
thai is, perhaps for’the first time in their lives
they have been asked to take this'degree of re;apnsi-;
bility for their own learning. Now is the time they
shoulé get further suppart and assistance from ;heir‘
peers and the workshop leagir. It is hoped ihat . %
learning networks have been active and {hchnsuitagionr
with'the‘fa;ilitator during the period hegween ;he
first amd second workshops. '

The facilitator asks the participants to form groups

of three people--"consultative teams'--to review one

H
-

another's learning contract. First,
they will help one another check out how realistic
their iatingi are on the Learniog Need Diagnostic -

¥

Guide. Then the - |



e

3)

>

i
H

.
e
‘

»

11:15 a.m, -

12:00 p.m. .

12:00-1:00 p.m.

1:00-1:30 p.m.

= ‘\“ h t . 32 g.

T

teams review the draft conirgct of each of its .

members and make helpful suggestions. The leader is

‘acting as resource person between groups. It is

assumed that "consultative teams" will find out

where each member is encountering problems with

his/her learning contract (such as difficulty in

stating objectives clearly, loéating resources for

learning, evaluating the accomplishments, etc.)

L4 .
N -

The Learners (Participants) Raise (Westions About

h

Their Contracts

- The participa&ts are brought back into a large ggkup C-

to raise questions and identify-concerns related to

their work on the learning contract. This is an

T

opportunity for participants toridentify and use the

workshop leader-facilitator as a resource for them.

T

They identify those objectives for which the leader

%

. . " . T
is their resource so they can extract information
4 W

from him in order to fulfill the learning contract, -

The leader responds to group’s questions.
¢ :

,Lunch

[+} “
Continuation of Question/Answer Session

1f the learners need more time- for questions and

issues related to the writing of the learning contract,
+ EY

-

twenty to thirty more minutes are allotted to that.

. =

. + *

L3
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. . . 33
. 1:30-2:15 p.m. Sharing Experiments s

: . " The p;tiicipants'ire invited to share (classroom)-

. . , . experiments and materials that Eﬁéy have discovered

Ty . or developed by working on a new'model in the back-

s

home situation, This 'is doﬁe’ig;éiall‘gtoups.
, 5

¥ e

2:15-2:30 p.m. Break .
. a .
2:30-3:56\b.m. A teporter for each group suémarizes.;heAI:SO-Z:IS
: discussion. - .
3:30-4:00 f'i" The leader i.vnvtroduces the APL-~learning for Bveryény

Living Cirriculum and the handouts om the program.
Aftingements can be made on this ochasion to intto-.
duce the resource persén(s) in charge of the third

workshop and have him/her introduce the new curriculum,

4:00-4:30 p.m. ° Formstive Evaluation ' -

3

The flcflitator‘inggests=that partféippnts write
u down answers té the follot;ing three aquestions:,. :

1) What do you think you hsve learned in this work- »
. shop?

2) éow do you feel about the proceass th;t vas used

in the workshop? -

3) What suggqgtionsuwould you like to make for the

next workshop?

4
s
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THIRD SESSION (WORKSHOP)

*
H

“34

TRAINING IN APL (ADULT PERFORMANCE LEVEL) CURRICULUM

The awmjor purpose of the workshop is to introduce an APi prograam

(life skills curriculum) in order to meet the needs of ionc‘special

:aigat populations (the paor; the elderly, ESL learners, and the imai-

' grants).

8:30-9:30 a.m,

1)

(2)

9:30-9:45 a.m,

13

3

Introduction to the APL Comgept

-

The leader shates with the pi}ticipants the research

fi;dinss of Northcutt and othéfi£i§4fﬁéJUniversity of°

i Texa;. The participants view

-

-

£

P

a slide-tape presentation, "Functional csﬁpetency in

the U.S.," developed by the APL Project

A8, which

hel -5 them identify some competencies essential to

¢

- .
functioning = today's society, Northcutt and

associates developed a new curficuluﬂ based on_the

-~ .
life situations people seemed to have the most trouble

with, such as getting work and holding a job, buying.

tﬁinga-and managing one's economic life, maintaining
= . ri A

health, parenting, etc. By using different content -

" and skill areas, and different (than academic) reading

materials, the curriculum is more likely than.tradi-

tional programs to respoad to the real needs of adult

learners.

Break




Y

Introduction to Learning for Everyday Livigg --

. . - .
The leader uses a lecture-discussion foimqtito intro- e

i

- N } 15 . 1

-

- duce the State curriculum guide which is based on

i 1

L« : " the APL research, ?
Pl 11:00 a.m, = .-  Where To Find Lifa-Related Materials
12:00 p.a. (1) Tﬁg leader uges a slide-tape presentatiﬁn “Scouting

¢ - |
the Community for Materials” to help participants

understand that there are resources in their communi-

t - - e

-

ti-QSQ : B F—
. (2) He engages them in a discussion on how ko adapt
3 : %
- materials for use in teaching-learning Fituntiona .

1

with adult students.

!
i
|

. 12:00-1:00 p.m. Lunch : . .
1:00-1:30 p.m. How To Organize Life-Related Materials
- (1) The leader discusses with the participants soma

principles of how the materials can be organized.
(2) The participants are encouraged to take time to

browse through sample materials.

1:30-2:30 p.nm. Ways of Identifying Lesrner Needs and Interests - o

"The leader uses various techniques and different de-
vices,(lecture/discu;sion, ways of testing, student
interest checklist) for the purpose of demonstrating
life-telated materials to help students develop basic )
skills of rea&ing, writing, spelling, listening, '

. o . computation, interpersonal irelntions, problem solving.

S 42




2:30+2:45 p.m.

2:45-3:30 p.m.

-

LA
©3:30-4:00 p.m.

et

Break <

How To Keep It All Together in the Learning Center or -

Classroom

Small group discussion format is used. First, the
leader makes an introductory comment. Then he gives
out an cctivity discussion sheet to . initiate discus-

sion in the groups.

Selective Use of the APL Approach with Specific

ngkct Popuiations
The leader discusses with participants possibilities

of selective application of content and skill aress

(in the new curriculum) to meet the needs of different

4300-6:30 p.m,

After dinher:

3

&

clientele (e.g., it is assumed that health, consumer

economics, community resources might be more relevant

E

to the elderly and therefore, preference should be

given by t;ncher: to thesclaregp in teaching-learning

-

situations with this particular audience), By the
same token, it is assumed that areas such as occupa-
tional krowledge, government and law, would be more

relevant to the ESL learners and immigrants.

Develop Action Plnﬁs and Evaluation

- By

Movie: 'The Pride of Jesse Hillam" (if arrangements

can be made).




\
Preh
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FOURTH SESSION (WORKSHOP)

" The.major purpose of this workshop is (1) to discuss (in small

groups as well as in an open forum) difficulties, obstacles and problems

encountered .in the process of fulfilling their learning contracts; (2)

to share their experiences 1# applying the andragogizal model to tesching.

9:00-10:30 a.m.
(L

(2)

(3)

(4)

10:30-10:45 a.m,

10:45 a.m. -

3

12:00 pom, '

(1)

kS

Progress Report on Fulfillment of Learning Contracts

The leader suggests that particiénnts get into . .
groups of three. One person from each group will ’
give a :u-n;ry. .

T;en, the participants are asked to review sach

otpcr's learning contract and identify:

a) how many objectives .they have . e
b} what kind of objectives

c) how many objectives were not accomplished -
4) why the objectives have not been accomplished
e) what difficulties were encountered

The reporter from each group gives a summary.

After this, common problems are discussed in an

open forum led by the leader-facilitator, . :

= ?

Break

Presentation of whatever evidence they have by th;t

time of fuliill@en: of learning cgntraccs. The

leaggt asks the participants to go back in the small

groups to | ' N
critique the kind of evidence the participants use

7 -

14




(2)

18

in small groups (for about twenty minutes).

The lesader now suggests tth\:hn participaﬁts get
into an open forum where he/she becomes a resource
pcraon‘rccpoadtng‘ty everybody. The é;rticipgnt;’
tni;o questions and the leader reaponds to the

questions.

12:00-1:00 p.m, —Lunch  —

1:00-2:15 p.m.

¥ e
-

2:15=2:30 p.m,

2:30-3:30 p.m.,

€

Sharing sxperiences in trying to apply andragogical

'aodol to teaching.

»

Fecilitator-leader leads an open forum and partici-

pants volunteer to share their experiences in

) lgplyiig andragogical concepts and stritegies in

2

the back-home situation,

(]

Break

Identifying pioblems and obstacles they need help .on,
and pooling of suggestions for dealing with them.
Facilitator lt;dl an open fprum and ;;:ponda to the
problems and obstacles identified by :he’parzicipan;s.
H;;apc cncoutagctgfhuring ofrproblnnl concerning any
aspect of th; applic;tion of the new -pproaéh (;ndra-
gogical model, the competency=-based curriculum, etc.).
He/she encourages plrticipaﬁtt to engage in collabo-
rative planning for the solving of problems t;ifid

;nd planning on maintaining the learning networks

they already established,




_ 39 o
. 3:30-4:30 p.wm, Summative Evaluation

A) Oral evaluation. (They can use the same mode

that was used- in the first workshop).
- ‘5) Written. Two instruments are available (see

examples, Appendices G-1 and G-2, pages 58

and 64, respectively.

‘r

'
el 11

-~
-
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. THE ASSUMPTIONS OF THE PEDAGCOGICAL AND ANDRAGOGICAL

APPENDIX A

MODELS OF LEARNING

a

— ] About: PEDAGOGICAL ] ANDRAGOGICAL )
l . 4
CONCEPT OF THE Dependent personélity. Increaq}ngly self-e S
LEARNER . ’ BB ' directing.
, ‘ - r
| 7 ROLE OF To be built on more ‘than A rich resource for learn-
- © |LEARNER'S-— | used axa resource; ~ — —ing by self and others. —| ———
EXPERIENCE g ]
J | READINESS TO Uniform ty age level and l Develops from life tasks
LEARN curriculum, - ] and problems.
_ !
ORIENTATION TO Subject-centered. ‘ Task- or problem-
: . LEARNIN? . centered,
MOTIVATION _ By external rewards ] By internal incentives,
and punishments. l curiosity.

The body of theory and practice on which teacher-directed learning is

based is often given the label "pedagogy,” from the Greek words paid

(meaning child) aud agogus (meaning guide or leader)--thus being defined

a3 the art and scignce of ;e:ching children.

The body of thdb;y and practice on which self-directed lLearning is

based is coming to be Labeled "andragogy,' from the Greek word amer

(meaning edult)--thus being defined as the art and science of helping

adults leartn.

o
<




APPENDIX B

THE PROCESS ELEMENTS OF THE PEDAGOGICAL

AbD

ANDRAGOGICAL MODELS OF LEARNING

PEDAGOGICAL

o —

facilitator, -

ELEMENTS ANDRAGOGICAL -7
CLIMATE Tense, low trust. : ! Relaxed, trusting. Mutually
Formal, cold, aloof. l respectful, Informal, wamm,
Authority-oriented, Collaborative, supportive.
-~ M#LfmmudnfnnmuﬁfTw~ S e
" PLANNING Primarily by teacher. ‘ Mutually by learners and

DIAGNOSIS OF _ | Primarily by teacher. | By mutual assessment, -

LEAZNING PLANS

Course syllabus.
logical sequence,

NEEDS

SETTING OF Primarily by teacher. By mutual negotiation.
OBJECTIVES J

DESIGNING OF Teacher plans content. > Teacher and learner plan

learning comtracts.
and learner plan projects
which are sequenced by
readiness,

Teacher

refaranced (on a curve).
With gradas.

dence validated by peers,
‘ facilitators, experts. — _
Criterion-referenced.

4

4 =
METHODOLOGY OF | Transmittal techniquea. Inquiry projects. Indepen-
LEARNING Assigned readings. dent study, Experiential
ACTIVITIES ’ i : technique. -
EVALUATION By teacher. Norm- By learner-collected evi~-

50
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APPENDIX C
*  ESSENTIAL COMPETENCIES
! . (Learning Meed Diagnostic Guide)

« As a learning facilitator:
% Ability to descride and apply Iﬂdetn coicept:

| and resesrch findings regarding the needs,
intersats, metivations, capacities, and
developmental characteristics of dults as

[ learwsrs., \

}* Ability to describe the diffctmcb in

assumptions about youths and adults as

learners and the implications of these

¢ differemces for teaching.

Ability to assess the effects of forces
« impinging on learners from the larger
envirooment (groups, organizations,
ltures) and to msnipulate them con-

A
4

e

\ B
t* Ability to describe the various theories
’ of learning and assess their relevance
i to particular adult learning situatiom.
!

* Ability to cmcpmuu and explain thq
role of teacher as a facilitator and ‘
_xesource person for self-directed lnmts.

* Ability to describe the difference bcmen

i ‘a content plan and a process design,
t
1

% Ability to design learning expariences
for accomplishing & variety of purposes
. that-take into account individual differ-
| ences among learners.

* Ability to engineer.a physical and psy-
chological climate of mutual respect, trust,
g opennass, supportiveness, nd safety.

i* Ability to establish a wamm, empathic, .
facilitative relationship with lnrnen
of all sorts.

% Ability to engage learmers responsibly in
| self-diagnosis of needs for learning. .

51
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Ability to engage learmers in formulating
objectives that are meaningful to them.

Ability to iavolve learners id the planning,
conducting, and evaluating of learning
activities appropriately.

Ability to explain the conceptual differ-
ence between didactic instruction and self-
directed learning. .

Ability to -design and conduct ome~hour,
three~-hour, one-day, and three-day learning
experiences to develop the skills of self-
directed learning.

Ability to describe t¢he range of methods or
for-ats fo: orgsnizing learning experiences.

Ahility to describe the range of techniques
available for fncilitating learning.

Ability to identify the range of materials -
available as tesources for learning.

Ability to provide a rationale for selecting
a particular method, technique, or material
for achieving partiqular educational
objectives.

As an ABE teacher:

Recognizes the importance of dealing with
students as a friend and advisor.

Is sensitive to ethnic differences. -

Believes in the effectiveness of group energy
and group action and its special relevance,
for adults.

Py -

"Has at open mind and is willing to accept

ideas of others.

Enjoys a challenge and is willlng to try
novel or unique strategies in broadening
horizons of studenmts.

- .
.

Believes that adults can learn if motivated
and given sufficicnt tine. .

Develops cnpathy toward those who live in
conditions of poverty. .

i 92

1 2 3 & 5
T z 3 & 5
1 2 3 &
1 2 3 & 5
1 2 3 & 5
T 2 3 4 5
1 2 3 & 5
12 3 & 5
1 2 3 &4 5
1 2 3 4 5
1 2 3 & 5
T-7 3 6 5
1 2 3 &
1 2 3 & 3
i3 3 4 5




. # Explains how the democratic process is ) Y
appued to everyday life. 0 1.2 3 4 5
" s * Dmatratea and givea exwples of concepts i
and principles. . . 0 1 2.2 4 5 ¢ ’
* Dculops gerveralizations supported by 45
* : facts and applies geununuon to . .
specific utu:im. . . 01 2 3 4 5
o * aniua the learning process, & . - -
: o123 45 .
# Believes that before "middle class” attitudes .
and values can he aeecptcd the learner's i
1iving conditiou must also ‘be changed. 0 1L 2 3 4 5
’ * Believes that mga:tvc attitudes toward - ) . : .
learning can be-'changed to positive attitudes. 01 2 3 4 5
% Describes the social structore of the local . .
) community as it r_clatu to ABE students. 012 3 .4 5

r

* Helps students .identify needs and goai.a.

% Describes charscteristics of the adult learmer. )
: ) . 2 : > 01 2 3 4 5
. % Constructs informal reading inventories.

% Chooses standardized achiévement tests.

L % Constructs informal tests and measurement .
techniques to evaluate student achievement. 0 1 2 3 4 5
T M&igcs arrangements for and cokductd field - - B -
A Lrips. . 01 2 3 4 5
* Uses huﬂlm"l in classroom,
s . ' 0L 2 3 4 5
# Helps students learn and use the methods and '
tools of problem-solving. - ] 01 2 3 4 5
. - % Teaches the student to use the scientific . 3
x : nathod. - 01 2 3 4 5

3 . . -

» Gives instruction to students.to improve word ° |
. attack and reading comprehension skills. - 0 1L 2 3 4 5§ T

- % Knowledge of the anxieties about learning that - :
are specific to women and other identifiable

groups. K T ' 01 2 3 4 5.
*"hﬁwllﬂgo of the n’um'vby an adult _pli'ti.'ci- : o -
pates in educational programs. O 1”2 3 4 5

*
x
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y

L]

Al

l@gciutis adults. o 8

Knéqledn of the language- experience approach
in teaching reading.

Koowl of the pasychological factors which
affect learning.

tmlm‘ of qdﬁciu found within the com-
mt:y@ggt can sssist the students.

Mlmo of the more widely used and usable
ABR nuruh.

-

Interprets national, state and local objec-

tives of adult basic education,

lxphin the processes tmlnd in growp or
commynity changs. %

Identifies the philosophic bsse of adult
education and interprets its various aspects
in Amarican aocicty. )

Believes in a responsive and responsible
ciuunry.

R

Has confidence in her/his ability as a
teacher.

Has knowledge of the histori¢ and contemporary
approaches to literacy.

" Has knowledge of the nature of the literacy

problem in the U.S.

ixphlm the difference between teaching
children and teaching adults.

T7inds reasons for low self-concepts of
individual students,

Analyzes ways in which environment hn condie

. tioned the learmer.

Interprets the social characteristics of under-
educated adults.

Relates to the differences in people.

Raises students' self-concepts.

. Identifies soms of the causes of diurini-
" nation, -

. 54
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* 3

Identifies the needs of individual learners.

Believes there is potentiality for growth in

people.

Believes in freedom of thought and expression.

v

"Ls challenged by thé needs of students.

Has accepted thc fact that there are differ-
ences between childrer and adults. as learners.

Knowledge of the economically disadvantaged
and various ethmic groups.

Knowledge of the 1quct of prior educetional
axperiences and failures upon the under-
sducated adult, o
Knowledge of the effect(sy) of diacfil;imtion
apoa the self-concept of .the ABE student.

Has knowledge about adult home er ;kuu and
consumer education.’

Has knowledge of functional reading word lists.

Has knowledge of the fundamental skills of
communicstion~~reading, writing, spelling, and
listening--as well as other elements of effec-
tive oral md written expression.

Interpréts_and uses & functions&l mode]l of the
curriculum, - ’

alnm— .. o

95

1 2 3 & 5
1 2 3 & 5
1 2 3 & 5
I 2 3 4-5°
1 23 & 5
1 2 3 & 5
1 2 3 4 5
1 2-3- 4 5
1 2 3 & 5
1 2 3 & 5
12 3
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APPENDIX D

SOME GUIDELINES, FOR THE USE OF LEARNING. CONTRACTS
IN FIELD-BASED LEARNING

-

‘Why Use Learning Comtracts?  ° ' _

One of the most: significant findings from research about adult ,
.learning (e.g., Allen Tough's The Adult's Loariigg Projects, Ontario
Institute for Studies in Education, Toronto, 1971) is that when adults
g0 about lesarning something naturally (as contrasted with being taught
. something), they 9;3 highly self-di;ecting. Evidence is beginning to
accumulate, t;o. that what adults learn on ébcir own initiative they
leara more deeply and pg;mnnenti} than ;h.t they learn\by being taught.

. Those kfnds of learning ghat a;e engaged in for purely personal
developﬁint can perhaps be;pianned and carried outrcompl;tSf}'by an indi-
vidual on his own terms and with only a loose structure. But those kinds
of learuing that have as theig’purpos§ 1npro‘ing one's competence to per-
form in;A job or in a pro{ession must take into accoqnt the needs and
'exp&ctations of organizations, prcfessgons, ind society. Leitning con=

_tracts provide a means for negotiating a Teconciliation between these

external needs and expectationé and the learner's internal needs and

-
S

interests. ‘
Furthermore, in traditional education the learning activity is .
structured by the teacher and the institution, The learner is told what
objectives he is to work toward, what resources he,i; ¢o use and how (and
when) he is to use them, and how his a;complishment of the objectives
will be evaluated. This imposed sttuctu;e conflicts wigh tha adult's

deep psychological need .to be self-directing and may induce resistance,

apathy, or withdrawal. Learning contracts provide a vehicle for making

-

o6
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S X 50
_. - the planning of learning experiences a mutual undertaking between a

- learner and his helper, nqntoi, teacher, and often, peers. By partici-

- pating in the process of diagnosing his ueeds, for-uiating his objectives,

idonttgying ro'lourcu, choosing strategies, and evaluating his accomplish-

ments, the learner develops a"sense of ‘ovnership of (and commitment to) - ‘ .

the plan, ‘ : e

T T

e Finally, in field-based learning particularly, there is a strong

N possibility that what is to be learned from the experience wiil be less

: clear to both the learner and the field supervisor than what work is to

beb-gyu. There is & long tradition of field-experience-learners being

P exploited for the performance of menial tasks. The learning contract is
a means for making the learning objectives of the field experience clear

and explicit for both the learner and the field supervisor.

3

. . How Do You Develop a Learming Contract?
‘ Step 1: Diagnose your learning n;ed:.
A learning need is the gap between where you are now and where you
wa;:t to be in regard to a parl‘:i.cuhr set of cpnpeten‘ciel.
T N You may already be awvare of certain luminé neuds as a result of a
> personal appi’ainl— process or the long ag:cumula;.iou oifg evidence for your=
self of the gaps batween where you are now and where you would like to be.
\ If not (or even so0), it might be worth your while to go through this
process: First, construct a model of Ehe‘ competencies required to perfora
excellently the role (e.g., parent, :eac.her. civic leader, msnager, con-
sumer, professional worker, etc.) you are concerned about. There may be
e & competency -ode:1 already in existence that you can use as a thought-
starter and checklist; many prafouions‘are developing such models. If

. . not, you can build yosur own, with help from friends, colleagues, supervisors,
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and expert resource peoéie. A competency c;n be thought of as the ability
to do so-azhiqg at some level of proficiency; and is usually composed of
some coabination of knovl;dge, understanding, ,kill, attitude, and values.
For example, "sbility to ride ; bicycle fron my home to the store” is a

competency that involves some knowledge of how a bicycle operates and the

r

‘—~=feuten;g‘§h§ store; an understanding‘of some of the dangegs inherent in

riding a bicycle; skill in wmountipg, pedaling, steering, and stopping a
bicycle; an attituée or desire to ride a bié&ct@; and a valuing of the
exercise it will yieid. "Ability to ride a bicycle in cross-country
race" would be a higher-level comp;tency thagﬂuould require greater know-
ledge, understanding, skill, etc. .It is useful to produce a competency
model even if ‘it is crude- atd subjeciive becaﬁse of the clearer sense of
direction it will give you.

Having éonsttucted a competegcy model, your next task is to assess
the gap between where you are now and where th; wodel says you should be
in regard to each competency. You can do this alone or with the help of
people who have been observing your performance. The chances are that
y;u will find that you have already developed some competencies to s
level of excellence, so that you can concentrate on those you haven't.
An example of a part of a competency model showing how.n;eds have been

diagnosed is contained in Appendix H.

Step 2: Specify your learning objectives.

You are now readv to start filling out the first column of the learning
contract, "'Learning Objectives." Each of the learning needs diagnosed in -
Step 1 should be translated into a learning objective. Be sure that your

objectives describe what you will learn, not what you will do. State thea

iu terms that are most meaningful to you--content acquisition, terminal

o8



veh¢~fcaeufeef~€litcr%ti—and~hu-aa}—yba~pttn~to*ufe~%n—yout ftc%dwiiperi-fﬁ~~-"w-——
ence and the stratcgie: (techniques, tools) you will employ in making use - ]

behaviors, or directions of growth,

Step 3: Specify Lesrnig:,genourcel and strategies.

when you have finished listing your objectives, move over to the
second column of the contract, "Learning Resources and Strategies,"” and

~

descr;bi'hGW‘ybu propose to go about accouplishing each objective, Iden;ify

of them. Hare is an example:’

Learning Objective ' Learning Resources and sirategies=
Improve my ability to organize 1. Find books and articles in library
wy work efficiently so that I . on how to organize your work and . -]
¢an accomplish 20 percent more manage time and read them.
work in a day. 2. Interview three executives on how

they organize their work, then
observe them for one day each,
noting techniques they use.

3. Select-the best techniques from
each, plan a day's work, and have
a colleague observe me for a day,
giving me feedback.

Step 4: Specify evidence of accomplishment. r

After completing the second column, move over to the third columnm,
"Evidence of Accomplishment of Objectives,” and describe what evidence
you will collect to indicate éhe degree to which you have achigved each
objective. Perhaps thé following examples of evidence fur different types

of objectives will stimulate your thinking about what evidence you might

accumulate:




'
o

. Type of Objective Examples of Evidence

Knowledge . . . - Reports of knowledge acqbiired, as in
essays, examinations, oral presenta-
_tions, audio-visual presentations; -
annotated bibliographies.

Understanding ’ Examples of utilization of| knowledge
~ in #6lving problems, as in|action
, : . projects, research projectd with con- ‘
- - S e clusions and recommsndations, plans s T
: - for curriculum change, etc.

Skills. Performance exercises, videoltaped /
) - performances, etc., with ratings by i
observers.

Attitudes - Attitudinal rating scales; petformance
in resl situations, role playfng,
simulation games, critical incldent
cases, etc,, with feedback frog par-

. ticipants and/or observers.

Values : ' Value rating scales; performance in ° : ;
- value clarification groups, critiical |
. ' o incident cases, simulation exercises,

etc., with feedback from participants
and/or observers.,

e Step 5: Specify how the evidence will be evaluated.

g " After you have specified what evidence you will gather for each
f
: objective in column three, mové over to columm four, "Criteria and Mean

+

é&: Validaging Evidenqg.' For eacp objective: fitsé specify what criteri

. you propose the evidence will be judged by. The criteria will vary
‘accprding to the typg of objective. For example, appropriate criteria
for knowledge objectives might include comprehensiveness, depth, precision, -
clarity, authentication usefulness, scholarliness, etc. For skill objeé*
tives more appropriate criteria may be poise, speed, flexibility, graée-

fulness, precision, imaginativeness, etc. After you have specified the

. criteria, indicate the means you propose to use to have the evidence
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judged according to these criteria. For example, if you produce a paper

or report, who will you have read it and what are their qualificationsa?

o

Will they express their judgments by rating'sc11es. descriptive rcportl,’
evaluative reports, or how? One of the actions that helps to differenti-
ate "distinguished” from "adequate” performance in self-directed lcuéning

is the wisdom with which a learner selects his or her validators.

Step 6: Review your contract with consultants,

After you’h.vg conpletéd the first draft of your contract, you will
f}nd it y:eful to review it with two or three friends, s&porvibora, or
other expert resource peopie to get»their reactions and suggeations.

Hete are some questions you might have them ask about the contract to get
optimal benefit from theér help: )

-= Are the learning objectives clear, und;rstandable. and realistic;

and‘do.they describe what ;ou ptopose to learn?

== Can they think of other objectives you might'considerl

== Do the learning strategies and regpgrgggwgggg_gggépggbleid‘

appropriate, and efficient!
== Can they think of other resources and strategies you ﬁight con-

-

sider? - - . ,

== Does the evidence s;en relevant to the various objectives, and
would. it con;ince them?

== Can they suggest other evidence you might consider?

== Are the criteria and means for validating th; evidence clear,
relevant and convincing.

== Can they think of other ways to validate the evidence that you -

might consider?
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. Step 7: Carry out the contract.

You now simply do what the contract calls for, But keep in mind that

as you work on it }ou may find that your notious about what you want to
learn and how you want to’ learn it may change. So don't hesitate to

revise your contract as );ou go along.

' ““StcpiéﬁiizvalggtiéﬁwafAyédt.i;;fﬂié‘;-

When you have completed your contract you will want to get some
assurance that you have th fact learned what you set out to-learn,
s Perhaps the simplest way to do this is to ask the consultants you used _
"in Step 6 to sxamine your evidenc: and validation data and give you

~

their judgment about their adequacy.




" SAMPLE LEARNING CONTRACT (partial)

APPENDIX E

Jaremy Patterson

I
|
|
|
i
Learnerq
|
|

Learning experience: Th, & Prac. of Ad. Ed. Methodology

.
what are you going to

¢

o

g

i

- '10

How are you going to learn Target date How are you going to know | How are you going to .
learn (objectives)? it (resources and strate- for comple- that you learned it prove that you learned
' gles)? tion (evidence)? . it (verification)?
To develop the abil- | Read references cited in Feb. 28 Make a videotapé presen- Have videotape rated
-__ ity to describe the dif- | Inquiry Unit 1.2, tation of the differences | on a scale of 0-10 by
ferences between youth Interview 3 people from | ~and their implicattoms. 1 -
and adults as learners each age group: 6-10, 15=- logists and 3 experi-
and the implications 18, 19-22, 30-35, 45-50, - enced teachers, =
for learning and teach- 65-70. S Mean rating of 8.5
ing, . ‘ will be verification.
| LY - .
2. Skill in designing Read réferences cited in March 16 Design (1) a one-day < Have the designs rated
learning experiences that| Units 1.2 and 1.3, . workshop for supervisors by a supervisory
will accomplish a variety on delegating authority; trainer, a vocational
of purposes for several (2! a 10-week course for educator, and a reli-
different kinds of school dropdouts on job- | glous educator in °
learners. ) hunting; (3) a 20-week terns of their feasi-
, course on Understanding bility, excellence of
: the Bible. content, and involve-
- ' ment of learners.
3, Greater ability to Read references cited in March 30 Indicate methods, tech- Have the 6 people in-
select methods, techr Units 2.1 and 2.2. Inter- riques, and materials for | terviewed critique my
- niques, and materials view 3 experienced trainers the designs in (2), and— |selections and rate
for _accomplishing a vari-| in government and industry give rationale for selec- |them in terms of poor,
ety of educatiogal objec-| and 3 experienced teachers - | ting them. “° 77} fair, good, excellent,
tives and éxplaining my in university extensions An average of "good"
"~ rationale for selecting about how they select. is verification.
them. ( ' .
4. To increase my skill | Read references cited in Unit | April 15 Do a role playing, criti- |{Have my performance

and confidence in usine
simulation techniques.

2.1 that deal with simulation
‘techniques., Attend a work-
shop sponsored by my ASTD
chapter on simulatien tech-
niques., (I am the program

{ chairverson.)

cal incident, case discus-
sion; and in-basket exer-
cise in a course I teach.

rated by my students
according to an evalu=
ation form I shall

construct.

o
o
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APPENDIX F A .

LEARNING CONTRACT
< )

Learter: Learniog Experieunce:
hat are you going to | How are you going to Target date How are you going to How are you gbing
learn? (Objectives) learn it? (Resources - for comple- know that you learned to prove that you
. -~ { and strategies) tion ‘ it? (Evidence) learned {t?
j l . N (Verification)
{ . .

\
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Aruitoxt provided by Eic:

1.

APPEINDIX G-1

SUMUTIVE EVALUATION

FEN

wu&d help us greatly if you responded to the following questions:

How effectively were your resources‘used as helpers in designing a
program for Pre-Service Training of New ABE Teachers?
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3.

- 60
What other suggestions do you have regarding the operation of
Pre-Service Training program for ABE teachers?

We need your suggestions about everything in the program including
resources, content, method, time, goals, follow=-up actions, etc.

69
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’ . 4, With regard to action plans upon completion of each workshop, what
do you think would be a reasonable length ¢ time needed for
teachers to effectively put new ideas to work?

e

70




. 5. Some of you have missed one workshop; it would be helpful to us to
know what we might have done to avoid having you miss onme.

71
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. 6. How does this educatiohal experience compare with other workshops
that you have attended?

THANK YOU!
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S! TIVE EVALUATION

We value your opinions and suggestions about the Pre-Service Training

Proira- for ABE Teachers. Feel free to use the space beside the response

categories for comments.

Q-1
these stated goals. . (Circle number)

2

W3 W N

Plesse rate the extent to which you feel the training program met

“Increase your knowledge of adult learning theory.”

VERY WELL MET
MODERATELY WELL MET
$0-S0

NOT VERY WELL MET
VERY POORLY MET

«

“Increase your understanding of teaching theory."

W8N

VERY WELL MET
MODERATELY WELL MET
$0-50

NOT VERY WELL MET
VERY POORLY MET

“Develop your skills in designing techmiques to help adults learn.”

i

»’

(V. I RV N

"Improve your ability to facilitate
+

[C.JF RV S

"apply theories of learning and teaching to your settinmg.” *

[(V.3F Iy N

VERY WELL MET
MODERATELY WELL MET
50-50 .
NOT VERY WELL MET
VERY POORLY MET

self-directed learning."”

VERY WELL MET
MODERATELY WELL MET
$0-50

NOT VERY WELL MET
VERY POORLY MET -

VERY WELL MET
MODERATELY WELL MET
S0-50

NOT VERY WELL MET
VERY POORLY MET
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Q= 7

65

#sta the relevance of the program to your professional occupational
interest. /{Circle number)

VERY RELEVANT
MODERATELY RELEVANT
S0-50

MODERATELY IRRELEVANT
VERY IRRELEVANT

B W N e

What is your overall evaluation of the content of the training
program? (Circle number)

1 EXCELLENT

2 GOOD .

J AVERAGE
-4 FAIR

5. TERRIBLE

Rate the accuracy of the preliminary information in its description
of the program., (Circle number) .
1 VERY ACCURATE

2 MODERATELY ACCURATE

3 S50-s0 .

4 MODERATELY INACCURATE

5 VERY INACCURATE

Rate the appropriateness of the facility/meeting room as a learning
environment, (Circle number) :

EXTREMELY APPROPRIATE
QUITE APPROPRIATE

50-50

SLIGHTLY INAPPROPRIATE
EXTREMELY INAPPROPRIATE

BN

Rate your lodéing accomnodations at the workshop facility. (Circle
number) -

EXCELLENT

GOOD

AVERAGE

POOR

TERRIBLE T

I DID NOT STAY AT THAT FACILITY

L TN N

Taking all of the above factors into accouni, what is your ovegfll
evaluation of the traiming program? (Circle number)

EXCELLENT
GOOD
AVERAGE
POOR
TERRIBLE

74

WV N




EVALUATION OF THE LEADER(S)

66

Q=8 Please rate the seminar leader on each of the characteristics listed.

iCircle your response)
ﬁ?rcsontation format Excellent

. Knowledge of subject
matter Excellent

Use of time and
facilities Excellent

Practicality of
information Excellent

Goal accomplishment Excellent

Ability to lead
discussion Excellent

&

£,

Comments:

———
.

Good

Good

Good

Good

Good

Good

Average

Average

Average

Average

Average

Average

Poor Terrible

Poor Terrible

Poor Terrible

Poor Terrible

Poor Terrible
»

Poor Terrible

s

Finally, we would appreciate some general information.

Q-9 What is your age? .(Circle number)

e

[- ANV R R WU R

UNDER 25

25-34
35-44
45«54
55-64

65 AND OVER

FEMALE

MALE

;
:
|
5
i
!




Q-11

Q-12

67

What is your highest level of education? (Circle number)

HIGH L DIPLOMA

TECHNI TRADE SCHOOL

ASSOCIATE ARTS OR DIPLOMA PROGRAM
SOME COLLEGE

BACHELORS DEGREE

SOME GRADUATE WORK

GRADUATE DEGREE . -
PROFESSIONAL (Law, Medicine, etc.)
OTHER (Specify)

VRNV E W~

What was your major area of study in your formal education?

ge13

oA

What is your present occupation?

How many years of experience do you have in your present occupation?

v (Circle number) .

Q=15

LESS THAN 2 YEARS
2-5 YEARS

6=-10 YEARS

11-20 YEARS

MORE THAN 20 YEARS

-
(S 3¢ BV S

p

Please list the professional societies/associations to which you
belong.

Q-16

Q=17 We would appreciate any additional comments as well as your sugges-

How did you find out about the Pre-Service Training Program for ABE
Teachers? (Circle all numbers that apply)

1 RECEIVED A CATALOG
2 RECEIVED A BROCHURE
3 SAW AN AD (Specify publicatiom),

4 CONVENTION EXHIBIT (Specify conven-
tion -
5 OTHER (Specify)

i‘i

=

tions for future program topics. (Please use reverse side of page).

THANK YOU!
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\ ) APPENDIX H o

' . LEARNING NEED DIAGNOSTIC GUIDE

<

Indicate ;n the six-point scale below the level of each competency
required for performing the role you are interested in by placing an "R"
at the appropriats point, Then indicate your present level of develop-
ment ;f‘c h competency by placing a "P" at the appropriate point., The

geps between the Rs and the Ps will indicate your learning needs.

i
[ ]
-4
5 &b
: 2 R
: 52 3
2 U -t |
® IS B
- vd »
. g o o U
~ [ ] -
=] hd H M
8 - 2 9 »
: 8 3F 4
Essential Competaoncies 0 1 2 3 4 5
* !
As a Learning Facilitator
Regerding the theoretical frame-
work of adult learning:
1. Knowledge of the current
concepts and research knowledge
regarding the needs, interests,
. motivations, cspacities, and - -
. _ developmental characteristi®s- P R

of sdults as learmers. 0 1 2 3 4 -5
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2. Understanding of the ciffer-
entiations between youth and
adults as learners and of the
implications of these differences

for teaching and learning. 0 1 2

]

3. Understanding the processes
and conditions of adult learning
and the forces that affect lesrning
in the dynsmmics of individual,

Lo ha-

group, and organiszationsl behavior. 0

4. Knowledge of the various
theories of lesrning and a personal
theory about their application to
’ parftéﬁti?‘idvit'tcxtntngv**“ﬁ : -—P- - R

situations. -t ; 0 1 2

3 4 5
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