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INTRODUCTION

Over 50 million American adults have literacy aéfiéiéhéiés;\édmé 20
million of whom are functionally illiterate (Hunter & Hafmbhé 1979;
Kozel, 1980). These adults lack very basic educational skills and \\
therefore experience social, economic, and personal limitations to their AN
effective functioning in society. In Florida; one and a half million ’
school-age children are educated each year, but one-third of them drop
out before graduation. Of the 56% of Florida's adilts who ﬁaVé not
completed high school, 5% are il}iterate: Other alarming facts are
that of the mothers receiving Aid to Faiii1ies with Dependent Children;
inmates, 72% have not completed high school and 16% are illiterate; of
the 50,000 of Florida's students who drop out yearly, most come from

parents who did not complete school (Florida Department of Education;
1978). - |
" Local figures are no less discouraging. According to Bob Wofford,
Director of the Adult Basic Education (ABE) program at Florida dunior
Coilege in Jacksonville (FJC), there are more than 69000 illiterates in
Jacksonville (Duval ébUhty). Indeed, Duval County has a higﬁék raté of
functional illiteracy than does the State or nation: |

The consequences of these statistics are staggering; not-only in

terms of the sheer economic impact on our ééé{éty; bt aiéo in terms of
the human costs---the personal suffering of educationally and -
economically disadvantaged adults. The federal government has responded
to this problem through legisiation beginning in 1964, and the Adult

i g
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Education Act in 1966 (which has been amended through the years). More
spec1f1ca11y, Florida Junior €ollege has responded by providing an Adult
Basic Education program. teg1s]at1on and fund1ng are of course cruc1a1
components of efforts to alleviate this costly loss; however, as is most
often the case, human resources are the pivotal component.

In Duval County, over 6,500 adults partiéipaté in ABE classes and

are taught in over 225 classes by more than 200 part “time 1nstructors

and sUpportlstaff members. Your decision to become a part of this -

-de

Ine
139
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Yoiur imnortance, vour
vouy

T L B
tructional team places you in a cr itical role. VYour importance
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conitribution, cannot be overestimated. It is therefore helpful to know
something about you. In a recent survey (questionnaires were completed
by 123 ABE teachers) we found that you, the part-time Adult Basic

educator at Florida Junior College, have the following characteristics:

Age, Sex, Race 7/

There is a more:or less equal spread of ABE teachers in four age

qroups: 26-35; 25%; 36-45, 23%; 46-55; 20% and 56-65; 20%. One teacher
was under 25; nine were over 65. With regard to sex and race, the
majority are female (88%) and black (93%).
Education ' V

A1l but one of the ABE teachers surveyed had at least a bachelor's
degree, With 29% haV1ng a master s and 20% hav1ng comp1eted additional
graduate work: With regard to major; several of the teachers Tzété&
more than one major; 47% have majors in e]ementary educat1on, 1§giﬁ
general education, and 17% in administration and guidance. Of the 19%
who had noneducational majors, a predominance had majors in business

administration; soc1o1099, English; and psythoiogy. -

q



Many of the ABE teachers are certified in more than one area. The

maJor1ty have e]ementary educat1on cert1?1cates (64%); The niext most
common cert1f1cat1on area is adm1n1strat1on and sdﬁéfVisiéh (25%); then
junior college certification (23%) followed by special education (19%),
secondary education (15;4%5; early childhood education (12%); and
quidance and counseling (10%) |

With regard to éﬁéé§é1 training; the ﬁfédbmihéht forms listed by
(29%). A small number listed Job-related experiencas (consultant/
counselor 12%) teaching experience (19%); and in-service training (5%).

The ﬁéjé?ity'(sa%) of ABE teachers work full time at jobs other
than teaching ABE students. Of this majority, 41% work in teaching or
teaching related jobs; 9% work in educational administration; 6% work in
Eéﬁﬁééiiﬁé-?é]étéd Wérk; 4% work in social programs; and the remaining
4% work in varied fields.

OF those who are ltéé'c'hirig full-time; 50% teach at the elementary
level and 24% teach at the secondary level. With regard to yéaﬁs e%

20 years of exper1ence, and 9% have 21 to 25 years of exper1enee In
addition,; the ABE teachers surveyed have had considerable experwence in
adult édﬁéatfbh Twenty=nine percent had from 1-to 4 years of
"exper1ence 1n work1ng with adults;® 36% had from 5 to 10 years of
exper1ence, '10% had from 11 to 14 years of exper1ence, 5% had from 15 to
20 years .of experience; and 5% had in excess of 20 years e%per1ence in

adult instruction.



Major Strengths

When questioned regarding what they consider to be their major
strengths, 49% of the ABE teachers cited certain personality attributes.
.These included understanding, empathy, or symﬁaehy (19%); good rapport.
and open communication approaches (13%); ability to motivate students
(8%); and patience (7%). TWéﬁfy-eigﬁg;igréeﬁt cited their specific
knowledge and teaching skills as their major strength; 7% cited their
" experience in special teaching situations; and 5% cited their guidance
abilities. |

PerceiVé&nﬂeéaeiéieﬁaaiiidﬁai fraiﬁi@g S

in order to add. to their kﬁbW]édgé, and 15% wanted addqt1ona1 training
in areass that would facilitate their understanding of adult students
(e:g:; psychology; geriatrics).

Other Special Training

Among the ABE teachers, 36% had training in first aid; 14% had

comp]eted CPR training; 7% hdd education- related spec1a1 tra1n1ng, and
5% had training in a foreign language.

The adult students (demographic data were obtained on 4,089 ABE
students) you teach are also a special group who have the following
characteristics:

Age, Sex, Race

Gnly 9% of the students surveyed were 19 years or younger; 20% were
between 20 and 24 yéars; 22% were batween 25 and 34 years; 20% were

between 35 and 54 years; .and 26% were 55 or older (3% preferred not to

reveal the1r ages). With regard to sex; 57“ were fema]e and 43% were

9
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male. The majority (66%) were black American; 27% were white American;
" 2% were Spanish-surname American; 1% were Asian American; and 4% were

From this data we can surmise that this adult population shares
some of the characteristics of adult learners found throughout the
prcféssionai;iitératuré. We must caution, however, that each learner is
a unique individual who brings to the learning environment a set of
needs,; a learning speed, and a learning style; we must be ééﬁéitiVé to

The purpose of this monograph is to review some basic concepts . in
the area of adult learning and to provide some ideas for practical
application of these concepts in your ééffﬁﬁé; Wﬁéfﬁé? you are an
éxpériéﬁCéd ABE instructor or a novice; the 5agés which follow should be
useful. The first chapter provides an overview of the student in adult
basic education. It explores the strengths and weaknesses which adults
influence the adult student's performance in the classroom; and finally; .
presents an instructional metnod for integrating basic skills with
higher-ievel needs: This information; along with several models for
teaching the "total" student and some-keys to motivation, is presented
in subsequent chapters. These concepts provide a framework for a
chapter on teaching/learning styles, followed by a chapter that offers
some learning activities which will help you maximize students

strengths; minimize their weaknesses; and assure optimal 1earping

outcomes.

The monograph is divided into two parts: the first four chapters
e A
are aimedé at the trainer who may be instructing part-time ABE teachers,

10




oF it may be used by the ABE teacher who wishes to delve further into
the theory of ABE; Part, Two, Chapter 5, is the student manual, and in
essernice; provides a summary of Part One, along with 5F§étiCéi
stiggestions for putting theory into practice. )

The theme, LEARNING NEVER ENDS; is our goal for you and your

students and, indeed; for all of us as we continue to seek improved

fiethods for promoting life-long learning.

vi




CHAPTER ONE

”

Learning Needs of the Adult Basic Education Student

i " Young and old; all races, delight
Learning by day,; learning by night,
_ Body robust and body frail,
_Person female and person male,

- Highly motivated and shows it!

rn
"

The adult basic education-student is all of the above

(o %]

more . 3

LERt 4 ;3

[N

to open the floodgates of this reservoir so that dreams and aspirations;
whether cherished secretly for decades or borne of recent economic
frustration, can flow to fruition. AS an instructor for these students,
you hold the keys which can open those gates: You cannot open the locks
by yourself; but you can lead the way to that threshold and assist your
students in learning to use the keys.

Teaching basic educational skills to an adult is one of the most
challenging and rewarding experiences open to the professional educator.”
At fo other level in the formal education system can you expect to
receive both candid feedback and immediate pbs{tiVé reinforcement with
the frequency which characterizes the ABE classrooi éxpér1ente. If
you're off target with adult students, they tell you; and when you do
succeed, they let you know it: |

Who is the Adult Basic Education (ABE) Student? As stated above, the

be fien and women. They may be healthy or infirm. They may be

desperately poor; or financially comfortable. They may have dependents
_J o
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or they may live alone, w1th few social outlets other thah their

classroom interactions. While the minimum age varies based upon local
e K . N

policy; *the Adult Basic Education Program is intended to séerve anyone

who is 16 years of age or older and wishes to acquire basic education .
skills. ' / ’ £

Within this great diversity, you might encounter an individuagl .

class which is quite homogeneous because 6f?thé time of day or 1oéatiéﬁ
in which it meets. For example, one class may ‘be iade - up of young,

unemp]oyed adults; another attended by persons who are WOrk1ng part time

or full time; and yet another composed ent1re1y of older adults. ’

The first step in planning an opt1n€ﬁ classroom experience for any

group of Students is to 1dent1fy what they have in common and how they

.

d1ffer In so doing; it is v1ta11y 1mportant that you av01d/w
stereotyp1ng the students: ATl of us resort to classifying peop]e to
some degree according to the1r obvious characteristics Pnd dea11ng W1Eh T
them as examples of "types" rather than.individuals. Up to a point,
this habit is usefu] in getting to know people: Itéaiiaws us tc'appiy--
what we have 1earned from past experiences with peop]e to the process of
\gett1ng to know a»stranger. The extent to which the habit is helpful,
},haNéVeF; depends upon the skills with which we type people and the _ ;
L we dea] N:th

effort we make to identify their individual tra1ts Whe

people by types which are over-s1mb11tied;.tixed and identical ¥or ald

persons in a category; we are guilty of stereotyping. (Q

Even if stereotypes are accurate; which they seldom are they can
destroy one's effectiveness as a teacher. Once we "type" a person;\we
tend to ho]d ofi to that opinion: We react to the individual according

to the stereotype, Whether or not hé or she deserves that react1on For
2

13




example, many people believe that the elderly like to be "humored," that
handicapped persons must be "waited on," or that the adult who hasn't
learnied to read or write must be "retarded.” These are stereotypes
which may be true for some of the elderly, some handicapped persons; or
some of the adults who never learned to read or write; but certainly not
for all. VYour effectiveness as an ABE instructor is directly dependent

tpon your ability to avoid stereotyping.

/

In summary; the ?\BE student is not easily "pigeon holed" or
defined, and inherent in any attempt to do so is the threat of
stereotyping. While it is important to recognize and capitalize upon
the commonalities of students within a given class in order to select

the most effective examples and activities for group instruction, the



value of this practice is limited with ABE students because their
characteristics are so varied: It is far more important for the ABE

1nstructor to work with students; identifying their individual needs to

 jnsure that what is learned has persona] meaning for each student:

were to survey the full spectrum of formal education in this country;
you might well conclude that the very best teaching takes place at .
either end of the process--in the early elementary grades and graduate
schiool! Why? Because it is there that we find an emphasis. upon inquiry
and the development of individual prob]em*501v1ng skills: From middle
school through Bééééiéﬁ?éatéf the process of education is subject to the
“tyranny of the disciplines." The focus upon mastery of content=-facts
and figures--and the need to move youngsters through a lock-stép syéfém
based primarily upon chronological age; make it extremely difficult for
all but the most dedicated of teachers to individualize the
instructional process. The middle school must meet the demands of
junior high entry; the junior high must meet the demands of high ,ééﬁb'o’i
entry, and the h1gh school must meet the demands of college entry: Even

the co]]ege curr1cu1um must bend to demands of potential employers and
Most of what passes as instruction between elementary school and
graduate education is mechanical and pedantic. The techniques of
pedagogy which stress the teaching of the immature by the mature, the
enlightenment of the unknowing by experts, and the content-centered
syllabis presented in a teacher-centered environment are totally

inappropriate for adult Tearners:

15



It 1s generally recognized in the figld of education today that the

process of teaching adults is quite differert from the traditionaT

methods are ineffective for learners of any age' They are‘ the necessary
evils of a massive public education system--practices that are by and
large being displaced by technological innovations which impact both the
art and science of geaching. il -
Malcolm Knowles was the first Adult Education theorist to
popularize this concept. Knowles postulated in 1968 that the art and
scienice of teaching adults was so different from that of teaching the
jmmature that a totally different label was needed to chz?zcteiiié@fﬁé
pmm.%ﬁﬁﬁnﬁmwmmwﬁﬁmuwmﬁnﬁ
science of teaching adults® in contract to "pedagogy.” Knongiupointed
out that the word pedagogy comes from the Greek “paidagogos" meaning
"1eader of boys.* Andragogy was coined from the Gréek root word,

“andros® or man (Knowles, 1975, p. 19). You won't find andragogy in the
aictionary, but Knowles did succeed in stimuIating -a 1ive1y debate. and
one finds the term uiéd frequently in tﬁe professional education

journals which deal with the teaching of adults.

Having established andragogy as a subject worthy of study, KnowIes

was then pressed to de11neate the assumptions and classroom processes .

Learning (1975). Adult learning must be self-directed and

problem-centered to the axtent that the student's current skills allow.
The adult's 1ife experience provides a rich resource for learning
activities and maximum involvement of the learner in the planning of

. . ;
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activities, diagnosis of needs, and goal setting. This student-centered
approach brings optimal results when teaching an adult. In fact;
Knowles prefers to refer to the instructor not as a teacher of -adults,
but rather as a "facilitator of adilt learning."

In summary, the ABE student most certainly does require specialized
instrictional methods: The independence and individuality of each
student cannot be overemphasized in an ABE classroom, Decause that
student, more than any other in the formal educational system; is takiﬁg
a personal risk. You Will bé working with an individual who is in class

. ‘because he or she wishes to be in class, an individual for whom formal
edication already represents a persona! failure. The adult enrolled in
& basic education course is by definition a less than successful
student, but this person is by no means a lesser adilt. The experiences
and attitudes which characterize that adu]thood.eontrol what is learned
and clearly digtate the methods and fecﬁﬁ1ques which best facilitate
learning for eath'StUdéht. To paraphrase Alan Kiox, the adult student
is not interested in the answers to questions he hasn't asked (Knox,

“Note 1). It is the task of the ABE instructor t'o' find out What
questions a stident brings to the classroom and to stimulate an interest
in add1t1ona1 quest1ons which promote the acqu1s1t1on of basic education
skills and instill a desire for life-long learning. ‘

What Factors Influence the ABE Student's Performancegiﬁhthe Classroom?

Problems faced by the undereducated adult are not different in k1nd”frbm”W”‘
those prob]ems faced by all- adu]ts Differences do exist; but they are
differences of degree rather than kind. The various iimitéticns and
restrictions which a lack of basic educational skills places upon an

adu]tgs a1ternat1ves and so]ut1ons serve to deepen the degree of

6
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'persona] 1nadequac1es; rather than str1v1ng to overcoiie them.

The students who come to your class have taken the first step
toward actively solving their educational problems and hence increasing
their options in facing other problems in 1ife. An understanding of the
basic elements of problem solving is vital to the fuiiy:funttich%ﬁé

‘adult and for that reason, this section includes a systemat1c approach

to group problem so]v1ng which can be utilized w1th your c]ass in
p1ann1ng 1earn1ng activities, or it can be modified to teach. 1nd1v1dua1
problem-solving skills.

It is useful first to gain a BéttéﬁjGEQEFEtéﬁaiﬁg of the common
origins of all problems faced by adults ip modern society: It is from
these common origins that. empathy, group support; and créatiVé solutions
are developed. Need theory is one 565&15? approach to understanding the
complex problems and behavior of human beings:- According to this
theory, humans are creatures of need. Aithéugh}ééch of us is unique in
particular ways, we ghare common needs. Our humah nature and our .
pﬁysicéi environment have created particular types of peeds that
generate stress and thus the need for reduction of,that stress.

Needs are never permanent]y sat1sf1ed or fulfilled, but. rather
exist in a constant cycle of depr1vat1on and fulfillment.. For examp]e,
you are hungry, eat until you are sat1sf1ed, and short1y become hungry
‘again. The needs for phys1ca1 act1v1ty and rest follow this same
pattern, as do the needs for“1ove, acceptance, and réc69n1t1on. Bften a

7
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pericds of t1me, focusing upon those needs which are MOre easily
fulfilled.
Need theory ig aisa térméd by some a theory 6? mat%vatian. Abfahqm/

ééiééﬁfies of ﬁ’eds which motivate human behavior and concluded that the “
lower-level prs1o]og1ca1 needs must be satisfied to ‘some degree before

/

—,— _—_

Needs necessary to be High needs Beauty, order, unity,

tryly human justice, goodness. A

/ self-actualized person

!

_seeks these:

; y)
Needs necessary to Esteem - Self-respect, respect of

. become emotiona]ly ’ others. —

‘stable o (

: Love Abi]ity to love and be
loved; nécd for
affection

Needs necessary for both Safety Physicalfsgfety, emo-
physical and mental ' tional stab111ty
stability ' :

Needs necessary for Physiological Air, water, sex.

physical health

IAdapted Trom A Timeufaretiving Note &)

Other theorists suggest that the individual strives to maintain a

balanced sat1sfaction of needs. An exampIe of this iattér point of view
would be the professional athlete. ‘who risks safety and suffers physical

pa1n in order to achieve reeagnitian and respect‘ er the undereducated
' 8



status, rather than suffer the hum111at1on of be1ng labeled "1111terate"
by strangers.

Regardies §S of the particular 1nterpretat1on of need theory which
you choose to support, one th1ng 1s certa1n. When we talk about a need
we are talking about something that causes a state of stress, something
that pred1sposes one toward act1on, and so it is with the learning needs
of the ABE students Assisting the student in giving expression to
personal needs is one of the keys to successful instruction:

in summary; the adult student's classroom performance is largely a
result of the complex interaction of various intrapersonal,
interpersonal and environmental needs. While some of these needs may be:

utilized by the 1nstructor to facilitate 1earn1ng in the controlled
the instructor and in many cases are beyond the ﬁﬁﬁé&i&fé control of the
student. - - o |

The manner in which these needs ‘interact with each other and affect
learning in the classroom is unique for each student, thus forming a
personal learning style: The first KEY to facilitating an adult's
learning is ‘to develop a sensitivity to the personal context within
which each student evaluates and absorbs knowledge. If an instructor is
to be truly successful in teaeh1ng the adult student, attention must be
g1ven, not only to the deve]opment of learning act1v1t1es wh1ch present
and clarify the subject matter, but also to the deve]opment of learning
asctivities which facilitate the student's understanding of-his or her

-

personal needs.



i

In order, for learning to take place, fhé studentmust understand
the nature of those highly individualized influences which surround the
subject matter and give it personal meaning. He or she must develop
ways to cope with or overcome those needs which impede Téafﬁfhg; while

fulfilling those needs which promote success:

A Systematic Approach tb Group Problem Solving

Step 1: Define the problem (or conflict):
a. Listen to the students. L
b. List the problem statements on the chalkboard. Redefine
the problem until. it is specific. (Criterion--could

~ someone imitate the problem by reading the description?)
c. Keep up the process of refinement until everyone in the
class is satisfied with the definition: {(You may need to

list more than one problem, but work on only one specific
problem at a time.) . . *

Brainstorm possible solutions or courses of action to solve the

problem. | o )

a. Accept and Tist all solutions on the chalkboard. A good
stg;egent is, “"Let's S?é how many ideas we can come up
with! o )

b. DO NOT evaluate any ﬁh%ﬁdSédléolut1ons or courses of

N

Step

action offered: Encourage wild or unique solutions.
c. Motivate students to offér -additional-solutions-by asking

"What are some ﬁﬁHSUé} ways no one has thought of yet?"
Step 3: Rank solutions from most g% least desirable.
Have the groups vote on ééch solution: Criteria for desirable
solutions include: | .

Does it actually solye the problem?

a. plem: -
b. Can it be implemented with existing resources?
c. Is it time and costjefficient? '

' : T S T T T s
Syathesize the top three solutions (then combine the top three
solutions into one solution:) '

F~9

Step

Step 5: Implementation Plan. )
o R
What resources are needed? = e
who will be responsible for implementing the plan or
solution? R S
. When will it be imp‘eméhtéd (target date, be specific)?

‘ a
0

o o
LN

a




© —dr—Where will it be implemented?

it
e. Why will it be 1mp1emented?

Step 6. Eva]uat1on (How will you obta1n feedback and evaluate the
success of the plan?) :

a. What will be considered suceess'P ~
;. How will we measure success?

b. L
g; Is there a disappearance of conflict? Or stress?

Are we happy with what we have done?

e. How can we be more effective or efficient in the future?
Step 7: Feedback

Give feedback to all persons involved. If the p]an was

,rsuccessfu1 comp11ment everyone If the plan was. not success- .

Canf8354c45k11154instruct10n be Integrated with the Student' sAnghenf

Level Needs? The answer to this question is a resounding YES! In fact;

if the two are not integrated, your students will more than 1ikely join
the vast number of ABE dropouts. The redlities of Adult Basic Education
may be summarized in three words: Affordéﬁiiity, Accessibility, haﬁ'
Relevance:. An adult cannot participate in the basic ediication ¢ 1é§§-

unless it is affordable and offered at a time and place which is

w

accessible. More 1mportant1y, this stuaént will not continue a clas
until the outcomes have some immediate persona] relevance.
classes b%%éréd in less than ideal locations; at less than ideal hours,
taﬁghtlsy part<time instructors who may or may not have an educational
or exper1ent1a1 background which prepares them te teach adults. ?et,
most programs do succeed and many produce dramat1c ‘and inspiring
resylts: It is clear that the instructor, or more specifically the
ctructor's teaching styles i a KEY to success. Another KEY is
mo tvatidn. In most instances, the environmental factors are poor and
the student's track record is ﬁéé};ibut the student IS MOTIVATED. If
11
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relevance to the material presented, the student can and will succeed.

This chapter has identified and briefly discussed several

" These are:

The Relationship Between Teacher and Student
The Student-Centered Instructional Model
Student Needs as Motivators for Learning
The Instructor's Teaching Style
Each of these topics, along with speé%?%é éffafégiés, resources, and

techniques, is presented in more detail in the chapters which follow.

12



CHAPTER TWO
Models for Teach1nq the Tota] Adult Student

The Canterbury Tales

Oftentimes; we tezch as we were taught, and many of us were taught
with highly structured, teacher directed methods. In the
teacher-directed method, the teacher makes all the decisions "egard1ng

. what to teach, when to teach, and how to teach. The teacher is a
transmitter of knowledge and the student is the receiver. The teacher
fakes the active role while the student is passive. The teacher is the
expert--the authority--who is involved in the edication of the student's
mind and to a sma‘] extent, the body, but nof the emotional self. A

s1gn1f1eant part of the "total" student is left out of the proces In
the following section, the models for teaching the tota1 adult student
include Rogers' position on teach1ng the “"whole" person from a
ﬁéfSéh’Céhtéréd perspective. Rogers theory is the underpinning for the
Non-Directive Vode] as descr1bed by Weil, Joyce and Kluwin (1978) The
emphas1s of th1s approach is on bu11d1ng "the capac1ty for persona1
development in terms of self-awareness; understand1ng, autonomy and
Séi?"Cbhéépt“ (p. 7). Knowles (1975) déVé]ops these same concepts into

a mode1 called "self- D1rected Learning." Each 6? fﬁééé models lends
1tse1f to "andragogy" (as discussed in Chapter- 1), mot1vat1ng the adult
(Chapter 3); and recogn1z1ng individual d1fferences (Ghapter 1),

13 '




Person-Centeied _Encompass_Both_ldeas and

Feelings? B
Carl Rogers is the author of numerous books in the field of
humanistic psychology in which he has been a central figure for fore

than three decades: His latest book, A Way of Being (1980), is a

oresentation gf Rogers' life and thought through those years. Rs a -
humanistic psychologist; he has déVéibpéd a béééaﬁ-ééhtéféd approach to -
1ife. On_the topic of education, he describes an "education more fit
for humans" (p- 293). For years, he thought about the trad1t1ona1
sducational setting where on education was strictly

cognitive. Rogers said, “thé“”"‘ can come to school; and the body is

permitted; per1phera11y, to tag aTong, but the feelings and emotions can
1ive freely and expre 1ve1y cnly outside of school" (p. 263).

Rogers' concept o f permitting the whole ch11d to attend school is
| ot limited to the ydﬁng student. His theme, “the va]ue of comb1n1ng
exper1ent1a1 with cogn1t1ve 1earn1ng" (p 293), may be even more
abbiiééb]é to the adult 1earner; Eerta1n1y the mature adult brings a
wealth of experience, a depth of éé]ihgi and a world of ideas to the
learning s1tuat1on.ﬂv}6.perm1t the express1on of feelings and ideas says
to the learner, "I value you:::you, your ideas, your life experiences,

all are 1mportant to me (as a teacher) and ygz (as a learner). -We are
not interested in "education from the neck up" (p 267) but in the
iwhole person."” Rogers gues on to say that to dea] only with the mind
and the cognitive levels Without "feeling" is trresponsible. He views
educational institutions as doomed; as "stifling hallowed walls®

14
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p: 269). He talks about "ftééddm to learn," a topic on which hg has
written an entire book.

Rogers bases his ideas about learning on several basic attitudes
conditions for learning. These essential attitudes are: realness or
genuineness; prizing, acceptance, and trust; and empathic understanding.
One Final condition for learning is that the students must perceive that
these attitudes exist in the teacher. The teacher may try to emit °
FéaThéss;‘émbéthyg and acceptance, but thesé attitudes must be.
sincere--otherwise, the student will see right through the pretenge and
label the teacher as “phony." Even when the teacher is truly genuine,
caring, prizing, and empathic, students may disbelieve it; for their
experience tells them that most teachers are not that way. Although

Rogers' ideas are controversial and may cause a turbulence within the
that facilitates the learning process.

A Personal Model of Teaching: ‘ What is Non-directive Teaching?

The Non-directive Model of teaching is based on the work of Carl
Rogers and focuses on the personal growth of students. Although this
iiodel is appropriate for cognitive learning, it emphasizes learning more
than just facts; it deals with the cognitive and the affective domain.
In this model, the teacher is a facilitator who has a personal
relationship with students and values the unique &éVéTbhﬁéﬁt of

15



Weil, Joyce and Kluwin describe this model in their book; Personal

Models of Teaching (1978): The goa]s of Non-directive Teaching are:

1.7778 assist students to look at their inner selves for a move
““giisiﬁé self-appraisal.

- © , o
2. To create _a st1mu1at1n learning environment. -

3. To al]ow students to assume responsibility for the direction

of~their own learning.

4. To facilitate individual learning styles.

5. To help students understand their onn;nééds and vaiues

The assumptions about Non directive Teach1hg are similar to Rogers'
concepts about non- d1rect|ve counse11ng In this mddelT the students
take the respons1b111ty for the process of 1earn1ng¢.from the.
jdentification of what they want to learn through the dec1s1on -making
process aRd the formulation of solutions about how they"W111 "best learn:
The teacher uses a non-directive interview stxatégy to reflect the
students'’ thoughts and feelings. The téacher is accept1ng of both
positive and negative fee1iﬁ§s and deve]ops an empath1t relationship.
By using these strateg1es, the teacher clarifies personal ideas; -~

V [

feelings and concerns and relates them to c1assroom 1earn1ng (pp. 110-

111). The previously mentioned attitudes that are essent1a1 conditions

for learning are also essential to the fion=directive interview process.
In the nbn:directiVé interview, the teacher guides the student

' by action; and (3) 1ntegrat1on that leads to a new orientation" (p.

112). The nen-directive interview strategy may be used for personal,

social, and academic problems: Operationally, the model may lead to the

e e s mmmdamin AAntract.
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Weil, Joyce and Kluwin summarize the non-directive model as follows
{ﬁ; iiij; '
Syntax

Phase One: Helping situation is defined
Teacher encourages free expression of feeling.

Phase Two: Exploration of the problem
Student is encouraged to define problem.
Teacher accepts and clarifies feeling.

Phase Three: Developing insights
Student discusses problem.
Teacher supports student.
Phase Four: Planning and decision-making

Student plans initial decision-making.

Teacher clarifies possible decisions.

Phase Five: Integration

Student gains further insight and makes more ﬁésii

“tive decisions.

Teacher is supportive:
Principles of Reaction
Teacher reaches out to student, emphathizes with student,
reacts to help student define problem and take

action to achieve a solution.
Social System
Little external structure. Teacher facilitates; student
initiates problem-centered discussion., Rewards, in

the usual sense of approval of specific_behavior,
and particularly punishment, do not apply in this
strategy. The rewards are intrinsic and include
acceptance; empathy; and understanding from .the
teacher: ‘

Support System .

Teacher needs quiet, private place for one-to-one con-_
tacts, resource center for conference<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>