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ABSTRACT

As a domainvof social scientific research adult education is plagued by
sevéral methodological proBlems. Chief among these are:-l) the inability
to conceptually integrate several lines of reséarch which currently examine
isolated dimensions of this complex sociél bractice; 2) the inability to com-
pare concrete cases in their infinite detail; 3) the inability to make explicit
the influence of values on the chqices which are made regarding pPractice; and
4) the inability to interpret the significance of'historical shifts in thg
field of practiceL These methodological difficulties are all attributable to
a single major gap in tﬁeory - the lack of a comprehensive.framework fof
analyzing variations in tﬁe field of praétiée.

‘The problem undertaken in this thesis is how to assemble a  framework of
basic typés of practice none of whichwill reduce into the terms of anothef,
and which represent the minimum array of types that taken in combination can
-accoﬁodate all variaiions of mractice evidenced in the field. Based on the
assumption that adult education is a normative field; helping adults to change
in directions which epitomize certain values, four types of practice are
defined in accord with the values implicit in their educational goals. These
directions of adultidevelopment build on the ”social functions" literature.

Two techniques of social scientific methodology are employed to develop
these four types. The "articulation of a domain of inguiry"” as described by
Abrahanm Kaplan (1964) ié appropriate for use where a- simple definition of a
domain will not:suffice. Articulation creates a matriwiith observational

categories ranged across a set of theoretical classifications. These classifi-

cations are created through the use of McKinney's (1966) procedural guidelines
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for implementing the technique of "constructive typology". The data which
complete the matrix are drawn from semi—anaiytic treatments of five observa-

~ tional dimensions which remain when the goal dimension is used as the basis

for defining the types. Those observational dimensions inciude program content,
educational methodology, Basis of evaluation, clientele characteristics, and

- delivery location. The extensive literature on these dimensibns of practice

is analyzed for those variables which are unique.to one type of practice and
therefore serve as discriminators between types, and those variables which are
virtually pervasive of all types of practice.

The results consist of four fundamentally distinct types of practlce and
a set of core characterlstlcs which pervade all varieties of adult education.
The relatlonshlps 1nherent in the framework are presented in a formal scientific
model. It is argued that the framework and model together represent significant
‘ methodologicai advance over previous attempts to analyze the field such as
uni-dimensional scales. Uni-dimensional scales merge the observational and
theoretical axes and attempt to range all practiées betweeﬁ polarities such as
reéctionary and revolutionary, or liberal and vocational.

The framework may be readily adapted as an instrument to provide detailed
"profiles”" of empirical cases and used to test hypotheses regarding the
contemporary and historical field of practice. The formal model provides a set
of structural relationships which integrates a large volume of_liteiature
concerning adult education functions and practices, and goes beyond consolida-
tion to suggest hypotheses for empirical test that can systematically advance

this field of social research..
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CHAPTER I

“INTRODUCTION

Nature of the Problem -

Methodological obstacles in the study of adult education

The systematic study of adult education practices is beset with method-
ological obstacles eaéh of which inhibits the further development of theory and
insight. Because of the complexity of adult education practices as a éocial
phenomenon researchers have attempted to extricate one dimension at a time for
examination. Consequently there are sepaiate bodies of 1iteratﬁre on ¢1iente1es,
methods and techniques, content areas, evaluation procedures and delivery'
locations as though these dimensions operated independently. In fact with alll
highly complex phenomena the dimensions are mutually interactivé. So, for
examplé,‘the nature of a tecﬁnique will 1limit the range of:contentiwhich may
be taught ﬁsing it, and the nature of a content area will limit the range of
techniques by which it cén successfully be taught. The practice of adult .
education thus refers to the conduéting of programs and activities‘in which six
dimensions are in interaction: .educational goal, content, methods and techniques,
evaluation of achievemént, clientele éharacteristics, and location of delivéry.
Practice is thus a somewhat abstract term used to embrace thevwhole domain, és
one wquld speak of '"the praétice of medicine" in general terms. However, in
studying particular cases, one is looking at specific empirical instances, as

for example "practices inAOntario at the turn of the century.” Concrete



practices then are characterized by particular variants of each of the six
dimensions. Empirical case studies present six-dimensional configurations
while systematic literature deals with only one or perhaps two dimensions at a
time. One major methological problem then is how to integrate‘the dimensions
of practice conceptually, so that those conceptual configurétions will aid in
the analysis and understanding of empirical configuratioﬁs.

Another méjor methodological obstacle is how £o analyzé historical changes
in practice. Analxsis involves the two operations of description and interpre-
tation. Descriptioh refers to the reporting of data in the terms of empirical
observation. Interpretation refers to the assessment of meaning in terms of
some pbint or points of reference. That there are fewer beople in a program
this yeaf than last is simple deséription. Whether this is to be interpreted
~as an impro&ement or a decline can only be determined with reference to the
criteria which define gquality for that frogram. Description of historical
changes in practice is possible through reporting the variation between a given.
condition and a brevious one or even the origihal condition of a program or
institution. Over time new forms of practice are created and older forms are
abandoned. Yet how can these historical developments be placed into the con-
text of the field as a whole so that the significance of‘these.changes;for the
field can be understood? By what points of reference can trends be interpretgd?
Is it possiblé to compare an innovative program with the very different oneé
which preceded it? The degree of detail in concrete cases is infinite ahd their
comparison virtually impossible. So a second major methodological problem is
to find some reliable points of reference, transcending empirical cases, against
which changes in practice may be measured iﬁlorder to assess their-meanihg and
significance.

A third methodological obstacle involved in thé study of adult education

practices is how to make explicit the influence of values. A value is a quality



which one cherishes, prefers, or is committed to. It is seldom experienced
directly. Rather it is experienced indirectly within some phenomenon. Values
underlie attitude which are said to be a combination of belief, emotion, and'
behavioral tendency. Thus one believes certain persons, places, .and events to
be desirable to the extent that some preferred value is experienced through
‘them. One experiences emotions of attraction or aversion in accord with those
oeliefs; and one tends to'seek_out or avoid experienoes according to the values
inherent in them., Adult educators can_be observed to exhibit attitudes toward
their professional practice in the form of preferences for certain formats,
techniqoes, evaluation procedures, sponsoring agencies, and so on. While
attitudes may be imputed to rest on values held by educators, those values are
usually implicit rather than explicit, assumed rather thanlexamined. Whether
taken for granted or examined the values held by educators will strongly in-
fluence the way they practice adult education. Gale Jensen wrote: "The truth
of the matter is that we always educate in some direction; :..In this we have
no choice; but we do have choice as to the kind of behavior we believe we should
develop. We can make these choices consciously and intelligently in the senee
that we [can be] aware of the ways by which we arrive at them " (Jensen, 1960: -
88). In order for educators to make decisions consciously and intelligently
there arises the methodological problem of making explicit the value implica-
tions, the eubtle differences in direction of learner development, which are
implied in the practical alternatives between which educators must choose.
Systematic analysis of practices in North America should therefore provide not
only a description of practices found in the field but an interpretation of
these findings in,terms_of the values they promote. _

A fourth methodological problem'confounding the systematic study of adult
educatlon practices is how to make comparlsons between spec1flc empirical

cases. This places in a contemporary context the same dlfflculty which was .



L
encountered in historical, time-series comparisons. Not only is the degree of
detail infinite in empirical instances but also it is oonstantly changing.
Rational comparison of cases therefore requires the establishment of something
which can act as a standard of measurement among cases, something which unlike
enpirical cases has abstracted a limited number of key characteristics and which
holds them constant. Empirical cases could then be compared not directly to each
other in all their shiftingvdetail, but indirectly by the degree to which they:
resemble or differ from tne concepiualization’which is acting as a, standard of
measurement. Systematic study of adult education practices, whether programs
or whole institutions sponsoring a particular kind of progran,.has not moved
much beyond description toward this type of conceptualization. So the problem

of comparing concrete cases remains unsolved.

Source of the problem: a single major gap in theory
| Briefly, the four methodological problems encountered by theoreticlans are:
i - the inability to integrate conceptually the various dimensions of practice;
11-—the inability to assess the meaning of various historical shifts in practice-
iii - the inability to make explic1t the influence of values on decisions. regard-
ing practice; and
iv - the inability to compare empirical cases. .
Close examination of these four methodological problems reveals that they are'
largely attributable to a single.major gap in‘theory: there is no comprehensive

framework of the domain of inquiry which mirrors the concrete field of practice

specifying both its external boundaries with other forms of social practice, and

its 1nternal boundaries which distinguish between bas1c variations 1n practice.

External and internal boundaries to the domain of inquiry supply the limits which
_are necessary to all systematic theory. They specify the "uni?erse of discourse".

At dlfferent times the practice of adult education resembles religion, soclal
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.activism, psychothefapy,‘ﬁork, social service, qnd recreation among other forms
of social activity. A.framework of the domain should in the first place prdvide
a clear specification of where educational practices for aduits end and other
similar but non-educational practices begin.

Secondly, a framework of the domain should articulate that which sets apart
distinctive "fields" within the domain. AccordingAto fhe social sciénce method-
. ologist Abraham Kaplan (1960:94) every law-like statement has field, range and
scope dimensions which 1limit the applicability of its content. Specifying the
"field" to which a law applies constitutes a solution to the locus problem, that
is the problem of selecting the ultimate subject-matter of an inQuiry (op. cit.:
78). The literature of'adﬁlt education is plagued with statements, theoretical
assumptions, and conclusions of unspecified applicability. Statements couched
in general terms imply they will generalize throughout the whole domain, whiie'
evidently excluding large sub-sections within the domain. Adult education prac-
tices are clearly not a homogenous domain and yet sub-sections of the domain ‘
(which will be called types of practice), have never been defined in a compre—

‘ heﬁsive framéwork. Without theoretically sound "types” it is not possible to
examine éoncrete cases effectively for the purpose of finding either contemp-

orary "branches of practice" or historical "traditions of practice".

Inadequacy of previous attempts to fill the gap

Many of the descriptive studies of contént areas, methods and techniques,
evaluation procedures, clienteles and locations used in adult education, although
they attempt to provide a éomprehensivé overview of the domain, add up to not
mﬁch more than annotated inventories - lists of possible observations iﬁ each
dimension of practice; Variants from within each of the dimensions of practice
are ﬁot grouped into configurations which resemble actual practice. bimensions

are treated as though they were separable elements and not interactive components
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of a composite phenomenon. For example, Schroeder's (l9?0).typology ofAinstitu—
tions, McCoy's (1977) iinkage of lifespan stages and content interests, Bergévin
Morris-and Smith's excellent handbook on techniques (1963), Walberg's (1974)
book én evaluation, while fine.examples of work iﬁ'ﬁhese-lines, are evidence of
the isolated treatments which are made of interactive dimensions. Alternatives
such as the Canadian study "Coming of Age"(Kidd & Selman,1978) do present com-
posite case studies, and report on most of the dimensions of practice.in prag-
matic configurations under the section "Programs and Experiences". Unfortunately
these tend to be highly idiographic rather than conceptualized toward social
scientific generalization. Analyzing phenomena of practice requires having some
means for interpreting configurations of characteristics so as to understand their
place within the domain. Descriptive observation without sOme.points of refer-
ence, some conceptual structure, caﬁnot be interpreted.

The converse of the problem of description without‘interpretation is found
in the problem of conceptualization without illustration. Conceptual studies
which examine the role of values in guiding practice can.offer only limited in-
sight if the analyses are kept separate from empirical illustration. For example,
fhe notion of a succession of values proposed by Webster Cotton who described
three eras of "idealism", "disillusion", and "rising professionalism” among adult
educatofs, does not substantiate how these differences in conviction may have
changed the content, methods, or clientele of the adult education Practices of
each era. Similarly, ﬁhe notion of compétition among values offers several simple
alternatives to adult educators, claiming they must choose‘between’%he values of
social preservation versus éocial reconstruction, or between person-oriented
Qersué sdciéty—bfiented practice, or again between spiritual and professional com- ‘
@i;ggg$f$o:g sgﬁiglwmovement versus the value-free application of learning tech-
nology; But-these polaritiés are never fully extended into empirical indicators

of the concepts to determine whether the analyses encompass the whole range of



adult education practicés or only a portion of it. Conceptual analyses discon-.
nected from empirical indicators within the field are thus as non-productive as

empirical findings devoid of theoretical interpretation.

Purpose of the Study: To Produce a

Comprehensive Framework for the Domain

The purpose of this study is to produce a comprehensive framework that
articulates the ddmain of adult education practices - a framework which incor-
porates six dimensions of practice inclﬁding the value-laden goal dimension,
and pro?ides both an external boundary with other similar but nonQéducational
practices; and the internal boundaries which identify distinctive sub-sections
within the domain. The first proposition of the thesis regarding relationshipé
at work in the domain is tﬂat constructive typology will reveal a small numbér
of sets of characteristics none of which will reduce into the terms of another.
Secondly fhat'thesevsét;rin combination'will accbmodate all variations of prac-
tice in the field. Thirdly, -these seté of characteristics canrbe shown to have
a common core whidh binds them to a common éociél pfactice.“The second broposi—
tion of.the thesis, regarding sequences, is that the framewbrk if based on suf-
ficiently undated and non-localized types will prove to be a‘ﬁeans of detailed
taxonomic description of cases so that accurate time-series éomparisons will be

péssible.

Definition of terms

The basic set of theoretical and methodological terms used throughout this
study are introduced in chapter one. Each term-is underlined the first time it
is employed~and its usage is explained. Because this inquiry focuses on the

creatioh of methodological tools to study empirical phenomena it employs as a



rule abstract, theoretical entities which.are based on concrete, empirical
entities. Two sets of parallel terms thus emerge, and it will be helpful to
the reader to bear in mind the following critical distinctions:

"domain of "sub-sections of the domain"

Abstract - . ..
Terms: P inquiry"” "types of practice"

Concrete "practices” "field of "branches of practice" (contemporary)
Terms: practice” "traditions of practice” (historical)

Criteria for an adequate framework

Abraham Kaplan explains that articulaﬁion of a domain‘of inquiry depends
upon having something which will throw the simple inventory of observational
terms into relief - and that sométhing is an independent conceptual structure.
The conceptual structure provides points of reference against which to interpret
empirical findings. Effective articulation of a complex domain like that of adult
education practices also depends upon having thé operations of description and \
interpretation occur at the same timeiﬁut through the usé of two independent

axes. This ié accomplished by using in addition to the conceptual structure an

 attribute space which is a series of categories for observational terms that is
displayed veftibally. In this study there is one category for each of the follow-

ing dimensions of practice:: content, methodology, evaluation, clientele, and

location. 1In each category many possible variations can be reported in observa-
tional terms. A listing of all such terms provides an inventory of possible

observations. The conceptual structure is a series of classifications defined in

theoretical terms and is displayed horizontally. The purpose of this study is to
produce a framework for the domain which will propose five such ciassific;tions:
one for each of fdur types of practice, and one for those definitive character-
istics which are essentiai or pervasive‘in all variations of adult education
practiée.~ A framework or matrix of terms results when obseivational'ferms from

the vertical axis are assigned a place along the horizontal axis according to the
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headings provided by the conéeptuél structure. Types of practice refers to in-
ternally consistent combinations of observational terms listed vertically under
each of the classifications in.fhe conceptual structﬁre. As such they denote
theoretical entities ﬁut they serve to demarcate basic Qariations of practice
found in the field. |

‘When the taxonoﬁic framework is applied to a’parficular practice the display
of characteristics which resuits is referred to as a profile'of that particular
practice. If profiles were produced on an appropriaté sampling of practices
within historic and geographic limits they would constituté an analysis of the
field of practice during that time; they would togethef provide a detailled
articulation of the domain. :

It should be noted that attempts have been made to analyze the domain of
adult education practices‘by combining the two operations of description and
interpretation into a one-dimensional scale ratheruthan leaving them separate in
a matrix. But any_such one-dimensional scale results in a spectrumlwhich is |
ambiguous in its apparent presentation of empirical information; and deceptive
in its obscuring of the values by which it is judging phenomena.. The only way
the social scientist can claim £he integrity of objective'articulation'of a domain

is by separating terms against which they are evaluated.

Usefulness of a framework to disciplinarians and to practioners

Disciplinarians will find a taxonomic framework for the field hés several
productive uses. The following poinis are modelled after H.H.-Hyman who wrote.on
uses of middle-range theory (19??:42-43)-and showed thatia taxonomic fréﬁework:

1. Encourages the consolidation of findings because it is comprehenéive

rather than partial. It can accommodate all variations among cases
rather than discount some on an ideologicél basis.

2, Improves upon the simple consolidation of findings into dimensions of



10

practice because it lends an internal order to each dimension. That

'ordér comes from identifying variations as belonging to one or another
of the branches of practice or to those essential characteristicé which
pervade the whole field of practiée; |

3. 1Increases the chance of uncovering empirical anomalies to such law-
like statements as exist because it identifies appropriate studies for
close comparison. Under scrutiny these cases which appeared to conform
£o the'séme explanation may be discovered‘td have ihexpiicable differ-
ences. Such unexplained variations can spark new lines of research.

4. Assists in the conceptualizing of tests of theory because it defines
four eséentially different contents of practice in which particular
theories of learning, educatimal design, participation and so on, may,
or may not, apply.

5. Stimulates theorizing because it méintains a continuous dialogue between
observation and theory -- asking the theoretical significance of em-
Pirical findings, and seeking~thé‘empirical indicators of theoretical
entities.

Practitioners will also find a taxonomic framewqu for the fieldvuséful when
they engage in tasks that addfess the field as a whole, rather than tasks focused
within their own particular segment. Tasks which may cause practitioners to Coden
relate“to the field as a whole include:

1. Engaging in pre-service or in-ser&ice training;

2. Drawing on basic research, and innovations in practice from across‘

. the field;

3. Conceptualizing the most appropriate soris of‘professional associations;
and _ o

h; Seeking guidelines for the making of educational policy at the national,

regional, provincial and district levels.
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,Plan of the Study

In chapfer one four methodological problems related to the study of adult
education were described and attributed}to a single major gap in.theory, the
lack of a comprehensive framework of practices which integrates dimensions of
practice and makes explicit the influence of values en practical decisions. Such
a framework would have taxonomic applicationé:vto‘analyze and compare empirical
cases, and'tOwaseessthe significance of historical chahges in practice in the
field. The ihadequacy of previous attempts at a depictioﬂ of'the field is attri-
buted to their disjunction of conceptual and\ehpirical elements. Cohceptual
studies of educational values ﬁave not been'given empirical indicators, nor have
descriptive studies ofddimensions of practice been placed in a theoretical struc-
ture. The criteria for adequate articulation of this domain of educational prac-
tices are taken to be the concurrent and independent use of an attribute -space
of observational categories and a coneeptual structure of theoretical classifica-
tions. These two operate as axes that form a matrix of terms. The superiority
of the matrix over a unidimeesional‘scaie‘Which blende observational and inter-
pretive terms was explained.

Because adult.education is a'normative practice aiﬁays educating in some
direction it was determined that prime organizing concepts of the field of prac-
tice would indicate the range of directions in which it educates. 1In chapter two
the results of a literature search on the social functions of adult education are~
presented. Examination of this literature reveals a sufficient degree of consen-
sus on the goals pursued_and functions fulfilled that»these'rough uniformities are
taken as the basis for the conceptual structure of the taionomy.

In chapter three constructive typology is introduced as the methodoiogy
suited to turning the four groups of goal—function‘statements into a set of
classifications of types of practice. The contributions of Max Weber(l904),

Howard Becker(1950), and John C. McKinney(1966) to the development of this
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methodology for the social sciences are included. The procedural stages for
applying constructive tyfology to the domain of adult education practices axre
described.

In chapter four, the analysis phase of findings, four basic types of prac- -
tice are defined from the elements of educational goal, doﬁain, and function.
Observations from the five reaaining dimensions of practice are simplified'into
those points of observation which act as discriminators between the types and
those points of observation which are uniform throughout the field. The rela—
tions formed between divergent and common elements in all dimensions of practice
(including'the‘goal—function dimension) comprise a formal model of practice.

The model is illustrated'in a set of diagrams that concludes the analysis phase.

In chapter five, the synthesis phase of findings, the discriminating vari-
ables in each observational category are arrayed across the conceptual structure
to form a matrix of terms. The -terms to be found under each heading of the con-

ceptual structure are then read as a whole configuration, or a constructed typg'

of practice. A tentative exflanatory,account is given of each of the four basic
. types of practice and of the fifth configuration cf terms which forms a set of
définitive characteristics cf‘adult education practice. |
In chapter six a brief review is.made of the procedural sequehce'of the

study. Conclusions arc drawn regarding the progress which has been made toward
prcducing constructed types of practice, a model of the domain,‘and a taxonomic?
framework for analyzing practices which opcrationalizes'for the first timc the
basically diffeérent types of practice foreshadowed'by the social functions
literature. Sevcral’direct applications of the framework for the practitioner
and. for the disciplinarian are described, and implications for further research

are suggested.
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Chapter 1II

LITERATURE REVIEW

In this chapter a justification is presented for treating goal andA
functionvstatements together as prime organizers for subsections of the domain.
Guidelines are given by which the authors writing on social functions were
selected. Four general themes which emerged from a preliminary examination of
the literature are introduced, and as each author's work ié reviewed the terms
. C /
used in it for educational goals are examined for similarity to one of the four
themes. Terms which do not approximate one of the four themes are noted and
summarized. In table 1 all terms found to be roughly - similar to one of the
four themes are grouped'together, and each group is then examined for the degree
of consensus it displays. Each original theme is elaborated upon, on the basis
'of the various terms contfibuted to it by fhe 12 authors examined; The conclu-

. sion drawn is that these terms aré predominantly empirical and constitute éﬁ
inductive approach to determining the goals of adult educatiﬁn.' While construc-
tive typology is not intended in this case to provide'é deductive approach to
definiﬁg goals, it is proposed to use this methodology to improve the level of .
conceptualization of goals so that they become predominantly theorétical in
nature and can lead further production of systgmatic theory regarding the

practice of adult education.
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'Procedural'Matters'-

Terminology in the literature

Since education is a normative practice, assisting people to change in
some purposive directioh, it follows that basic subsections of the domain would
be primarily identified by distinctive directions of learner development. Review-
ing the literature of.purposive statements turned up several terms which refer to
the "direction" of édult education activities. Among them were "aim", "objec-
tive“, "goal", "function“, and "purpose". In this study the term "purposé" has
been reserved to indicate some value ﬁhich is presumed to lie in tﬁe human in-
dividual or human collectivity beyond, but served by, the.achievement of an
educational goal. While one "takes an aim", "sets an objective” and "pursues a
goal", aims, objectives, and goals are reasonably interchaﬁgeéble as referring to
targets ofAeducational activities. "Functions" has more of a procedural sense,
a sense of "getting there" than the pfevious terms which define "there" directly.
However, since the fulfilment of an educational function implies the achievement
of some concommitant goal, statements of both-kinds were ekamined and juxtaﬁosed
for further analysis.

The literature on "social functions” of adult education is that which makes
the most comprehensive statements regarding the range of goals'pursued in adult

education. In fact, "social functions" were usually couched in terms.of“indi—
vidual development rather than societal development. However this does not seem
to have been a matter of psychological reductionism, treating societal develop-
ment as nothing more than the sum of development in individuals; inétead."social

functions” seems to have connoted the range of functions fulfilled across society

rather than functions fulfilled within society as a system.
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Selection guidelines

The selection of literature for review followed three general guidelines.
Authors were selected from among Canadian and U.S. educators since in this cen-
tury these two socleties had absorbed similaf economic cycles and similar impacts
from the two world wars. Consequently the services required from adult educators
were similar, with some cultural variations in emphasis reflécting economic
expansion in the United States and cultural developmeﬁt in Canada. In Europe,
by way of contrast, the basic societal fabric and the impacts of economic and
wartime experiences had been quite different. Aé a corollary the roles of adult
education in its societies had formed along somewhat different lines.

Among North Aﬁerican educators, authors were selected whose apparent inten-
tion was to make a complete accounting of the range of purposes fulfilled in the
field as opposed to merely some familiar or preferred portion of it. Their efforts
to provide a summary of the goals of observed practices were sometimes written as
a "state of the art" repgrt to fellow practitioners. Consequently many statements
have been drawn from "Handbooks" (or reviews of research) wfitfen in'thé United
States and from Canadian anthologies.

Timing of publications was also a consideration in selecting statements.

One writer in Canada and one in the United States were selected from each of the

} 1930's, 1940's, and 1950's in an attempt to draw on the depression, wartime and
reconstruction eras. Two statements were taken from each country during the 1960's
and one each from the 1970's. As it happehs J«R. Kidd edited both the 1950 and
'1963 Canadian anthologies and was reéponsible for the remarks on goals and func-
tions. Diversified goal-function statements could not be found from the idealistic
reconstruction period following World War I. Instead, strongly worded statements
were the common mode describing transcendent human and societal purposes which

would be served by adult education.
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In a paper entitled, "The Common Purpose in Four Traditions of Adult Educa-
tion" (McCreary, 1979) statements on the goals of adult educa{ion and their

transcendent purposes in the context of human development were sampled from as

early as 1798 and as far afield as England, Tanzania, and Iatin America. 1In that'~

study four general aspects of adult personality'were at times addressed by
educators: the adult as skilled worker,'the adult as inter-personal bonder, the '
adult as seeker-believer, and the adult as citizen. Consequenﬁly these aspecté
of adult personality were restated as the following developmental goals of adult
education: improving useful skills; enhancing the capacity for relationship;
enlivening'the search for fulfilment; and enacting political and economic ;elf—
determinatidn. The present literature searchlfoéused:on North American -educa-
tors of the twentieth century, é;d_;.preliminary exaﬁination of their writings
prompted a slight rephrasing of those four goals to include education for: a)
material utility; b) psychological health; c) some intrinsic value; and d)
citizenship. In the remainder of this chapter as each éuthor's statement is
examined his terms for edﬁcational goals are i&entified, where possible, as
approximating one'of’these.four'general thenes. éritéria for inclusion are left
quite open to énablé_the formation of four groups of terms which are roughly

similar. After these are displayed in Table 1 each group is. examined more .

closely to determine the degree of consensus and the basis of their commonality.

Presentation of Summarized Statements

Peter Sandiford, then Director of Educational Research at the Ontario College
of Education in 1935, conducted a nation-wide survey of adult education activities
in Canada in which he reported finding the topics of "economics", "current events”,

"politics”, and "vocational information"” as being of considerable importance. The .

w
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last topic classifies easily under the theme of material uﬁility. The first
three topics might have been treated as general interest programs, but given
the social conviction of eduéators active in the Prairies and Maritimes during
the depression, and given Kidd's cbmment that only later did interest afise in
international.affairs,(Kidd,1950:16), it is more likely that pr§grams in current
events, politics, and economics were of local relevancé and promoted citizen
activities thereby coming under the theme of citizenship. |

While professor -at Teachers College, Columbia Universit&,gLyman Bryson wrote
"Adult Education” which he referred to as "a textbook in a new field" (1936:iii).
In it he stated that adult education in the Unifed States had five fﬁnctions
which coﬁld be titled: remedial, occupational, rélational, liberal, and political.
For Bryson remedial adult education meant that education aimed at bringing an
adult's "educational equipment up to the minimum that is necessary for 1life in
an American community” (30). Tﬁis would include the ability to read and to write,
to speak English, and to understand American citizenship, as well as to carryvon
elementary homemaking, child care, health and "civilized behavior". Bryson's
latter four categories match up’wellvwith the four themes already identified.
Occupational edﬁcation included educétion which helps an adult to édvance on the
Job, to change jobs; to compensate for displacement by machinery, and to choose
or adjust to an occupation. Relational education included pareﬁt education and
all study regarding emotions, attitudes, and psychological habits (ibid). Liberal
education was a term used to signify aétivities’undértakeﬁ for their own éake and
not because thej were instrumental to any results beyond the satisfaction of
achievement. In this sense liberal education involved a recreafional element and
"the sheer enjoyment of pleasant effort” (31). Political education include all
studies and experiences by which adults would undertake to make themselves "better
members of the commonwealth".vwhile this sounds like the harmless contemplation of

politics, Bryson specifically'included "all forms of training for political
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action" (31).

In 1948, John Muir, then President of.the Canadian Association for Adult
Education, wrote a booklet entitled "Questions and Answefs About Adult Education
in Canada". Although borderiﬁg on transcéndeﬁt purposes his goal statements
approximatéd the themes of intrinsic pléasure from learning; material utility,
and family psychology, with special emphasis on éitizenship. He stated that
adult education was a manner of stimulating enquiring minds through art, music,
drama, handicrafts, and other interests; a way of helping people get on in the
world through technical, vocational and commercial courses that belped them earn
a better living, and home building skills and other coﬁrses that helped them
improve family life; and thirdly, a plan "whereby people learn to take a hand
in the life-and-death decisions of their government" (5,6). In fact, seven of
the eight items he listed as the objectives of adult education in Canada weré.
focused on the individual's experience of community: to stimulate a genuine
spirit §f democracy; to broaden our spirit of tolerange; to give us the feeling
of belonging; to ald in establishing a culture for everyone not Jjust for the
- elite; tohgive to young adults the hope and t§ older adulis the confidence that
~have been shaken by world disorganization; to restore the sense of community
to people who live in an age of specialization and isolation (6,7).

In 1948 the American Association for Adult Education published its
"Handbook 6f Adult Education in the U.S.", edited by Mary L. Ely, who had also
been editor of the 1936 work "Adult Education in Actioﬁ". The handbook listed
six broad areas of activity in adult education. "Vocational efficiency"” and
responsibility” seem to approximate social-psychological health. And "personal
growth and self-realization” approximate intrinsic subjective pleasures of learn-
ing and growing. The unmatched category "special group interests” were actually
speciél curriculum packages for ?articular clientele groups. They therefore

pursued roughly the same four basic goalslas had already been mentioned but used
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treatments geared to special.clientele groups.

In discussing developments and trends in adult education in Canada in 1950
as measured against the earlier survey by Peter Sandiford, J.R. Kidd, Associate
Director of the Canadian Association for Adult Education, (C.A.A.E.) reported in
the citizenship theme there seemed to be a de-emphasis on economié topics, a
continuation of interest in'national social issués; and an inqrease'in intefest
- in Canada's international role following the war. Natural science was still a
rare topic except in relétion to itsAmatefial utility in improving'agriculture.
General intere;t topiés includéd resource conservation and {he atomic bomb.
Community art soéieties sponsored tﬁe touring of art collections into towns where
no exhibition had ever been seen before, and national programmes of awards for
film and radio productions were instituted. Human relations was a growing area
of adult programming including the topics of‘mari?al‘;mnblems, child welfare,
causes and prevention of emotional ill-health, and worker-employer relationships
in industry (Kidd,'195o:i6,17) . |

Burton R. Clark in his 1956 doctoral dissertation ét the Uni&ersity 6f Cal- -
ifornia(Berkley), reported on:the objectives of.adult education as formulated
by the Califofnia State Department of Education. . These indluded{ to make adults
aware of their civic responsibilities to one another and to the dommunity (citi-
zenship theme); to make them economically more efficient (matefial utility theme);
to develop an understanding of the atfitudes and personal adjustments reguired f;r
successful home.life and family ielationship (psyéhologiéal health theme); to
provide for the development of avocational interests through'épportunities for
self-expression, to promote health and physicai fitness, and to providé an oppor-
tunity for cultural development (intrinsic-interest theme); and to supplément and
broaden educational background (remediatioﬁ theme ).

For the 1960 A.E.A:.Hﬁpdbook, Wilbur C. Hallenﬁeck, Professor Emeritus,

Teachers College, CblumbiaAUniverSity, defined five functions of adult education
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which were "required” by the American culture. He linked these to qualities of

the individual whibh’needed attention, and»inferred from those gqualities general
objectives toward which adult education should work. The first of the functions
was to expand communication'skills such as the abilities to read, tb‘listen, to
write, and.to‘speak effectively (36)(remediation theme). The second was to
deveiop vocational flexibility with the incumbent changes in knowledge and skill,
and perhaps changes in locale, ideas, and patterns of living (material utility
theme with touches of psychological adjustment). The third function defined was
the improvement of human relations, in family life, industry, interracial, and
intergroup relétions (psychological health theme). The fourth function was to
facilitate’participation in organizations, politics, and the improvement of com-
munities (citizenship theme ). While acknowledging citizenship eduéation,this
1960 publication attributed lack of participation to people's "refusing” or
"forgetting” to play their parts in the co-operative life of the communities in
which they live. That sort of éxplanation predates a later widespread conviction
that the disenfranchised of society had never been enabled to learn the role of
active citigenship, or had been actively prevented from exercising the role. The
fifth of Hallenbeck's functions of adult education was to expedife personal
growth and fulfil the interests of curi@us peoéle. But in this regard hg quoted
Lyman Brysoﬁ as saying that "Most peoﬁle do not know what there is to be interes-
ted in" (37). Hallenbeck felt adult education was as responsible for helping
people discover the desire for this kind of learning, as it was for providing
the learning opportunity itself.

The Canadian publication "Learning and Society” edited by J.R. Kidd, formerly
Director of the C.A.A.B, included a section on transcéndent ideas and goals re-
lated to adult education. The editor remarked that while "many of the ideas
here examined are not, of course, unigue to'aduit education... notions of free

will, free exploration of ideas, free speech and association, and of action
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guided by study, are central. So is concern about the relevance of beauty in
education and 1ife” (1963:108). Clearly the chapter was assembled from writings::
on the broad cultural purposes of education and the values cherished Qithin:
individuals and Canadian society. Only ét the beginning of Section III on the
"Organization and Institutions” of adult education was brief reference made to
the functions served by this field of‘practice and they were listed as: remedial,
vocational and technical, liberal and humane, and social and political (165-166).
Harry L. Miller, Assistant Director of the.Center for the Study of Liberal
Education for Adults, in a chapter entitléd "Adult Education Objectives” (1964) .
coptended that in a static traditional socieﬁy; presuming there were adequate
facilities to socialize children, adult edg&atién would be redundant (222). There-
fore the starting point of all adult education was the multitude of changes
experienced by adults in American society due to geographical mobility, social
. mobiiity, and technological innovation. He thus found that the central dilemma
of formulatlng the aims of adult educatlon was the overwhelmlng diversity of
particular purposes produced by the broad. task of "résocializing” adults (224).
Looking to proponents of a central'qpré'curriculum for adults he found uncon-
vincing the arguments.for a liberal arts curriculum structured by the academic
disciplines (which he designated: basic sciences, humanities, and social sciences).
Instead he preferred a curriculum based on analysis of the conditions of adult
l1ife. Such a curriculum might cohtain great ideas of the Western tradition,
skills and attitudes of democratic community, and interpersonal relations. In
fact, sinbe'the relatively stable behavioral changes_required'by adult life mirror
the definition of learning itself, he suggeéted that adult education'should be
concentrating on simply teaching adults how to learn (225). :
In Miller's view curricula for the young are usually based on either the
'developmental tasks of the young or the systematic bodies of knowledge. By con-

trast he stated that "although a good deal of adult education consists of filling
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~in gaps of‘knowledge, this is essentially a remedial function‘peripheral to the »d'
“central purpose of the field” (232). Since he viewed thercentral purpose of
adult education as adaption to change, its proper subJect matter therefore would
arise from the experience worlds”,of adults which he de31gnated: the world of:
work, the social world,.the world of form, and theAworld of nature. The world
of nork, he‘claimed; provides those problems which_dominate adult eduoationras
they do culture. in general, 'pro-blem.s which are reducible to ,traininfg'objectives,
the verbal skills prerequisite to them, and as a reoently developing objective,
the management skills of hunan relations. This last goal is better matched with
his ”social world” under the theme of psychological well—beiné. Miller's other
role otuectives for the sooial world included the personal psychological develop-
ments of marriage, parenthood, self—understandlng and a permeable belief system.
It also included citigzenship obgectives like community participation and the
particular moral obligations of living in’the-United States as a‘dominant world |
power (235). What Miller called the world ofiformAdealt with esthetic experience'
and response. It could include self-expression, the skills of esthetic judgment;
or sinply familiarity uith artihistoryv(23?2; The world of nature as it is known
*through thetsc1enoes; he concluded, was of least interest to adult learners.
despite the fact that its excessively rapid‘change was threatening the welfare of
the social order. In his own exoeptionally literate way Miller claimed that |
development of the sc1ent1fic attitude and understanding of the s01ent1fic method
were remedial activities for adult education as they should have been developed
by the initial education of youth (238).

In their 1964 book Coolie Vernerland Alan Booth of Florida StatevUniversity
‘claimed to base their formulation of the functions of adult education on-"sooial-
forces and factors that create the need for continuous learning" (9). However
the exposition of their categories does not support the claim.v They seemed to

Ppresume that education in youth solely prepared people for vocational or ,
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professional competence, and dnly later as the roles of spouse parent, or citizen
develop is an "expansional function” necessary to provide competence in an ex-
panded range of social role responsibilities. The term_"éxpénsion function"

thus rresumes some fixed chronology of learning, and does.not differentiate
between the knowledge or skill aspects of new roles, and the attitudinal or
affective aspeéts of new roles. The "participational function” prepared adulté
for éitizenship through providing knowledge'and the opportunity to practice the
ékills of participation. This function alone resembles the functions fulfilled
across society described by other authors. Verner and Eooth aiso perceived a
function of adult education they called "integ:atiénal", which referred to mak-
ing new applicationé of knowledge already possessed to problems encountered,
identifying needs for new learning, and integrating new learning to previous ex-
perience. This "integration function” liké the "expansion” function seems to be
cast strictly in terms of how anlindividual experiences learning, rather than
specifying what he learns, as it would be identified iﬁ society. For example;
"integration"” might.imply integrating new occupational learning, new citizenship
learning or new parental learﬁing.' Their "personal” function of adult education
_might appear to identify a socially significant category of learning as the
"participation” function did. But while the personal function was said to free
the individuél "from ignorance, obsolete attitudes and values, and from irrational
or immature behavior” (10), it cannot be identified further as to whetherAthis -
' maturity refers to interactions of a psychélogical, esthetic, philosophical or
political sort. Vernér’énd Booth's functions therefore seem to be imbedded in -
some implicit theory of the psychology of learning rather thén in an empirical
overview of adult education pﬁactices throughout society, and therefore déspite
first appearances their terms do not fit #ith other writings on the social functions
of aduit educatién. |

In 1966 the Canadian Association for Adult Education (CAAE), produced their
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"White Paper on the Education of Adults in Canada". The White Paper summariZed
proposals for nation-wide development, and principles upon which such a develop~
ﬁent should be based. The proposals included feferences to educational goals
of adult'education of which adult basic education, health, manpower development,
technical and vocational programs, and professional education support the material
utility £heme; community development andAtraining for citizenship support the
citizenship theme; and pre—universify science and humanities for adults support
the theme of studies of intrinsic velue if fhey were not intended to be pre-
professional. The authors did emphasize'a need "above all to make sure.that

the technical-vocational bias of the privase system is balanced by the humane'
and liberal opportunltles to be found in the public system (5).

For the 1970 Adult Education Association (¥h.5.A. ) Handbook, Wayne Schroeder
of Florida State University, wrote.a chapter intended to define and describe
adult education in which he treated the question of goals. His chapter makes a
useful distinction between deriving goals‘deductively in a normative soit of
process, and deriving them inductively through empirical generalizations. He
cites as an lllustration of ‘goal statements which have been derived inductively,

" the work of A.A. Liveright that sets as four major goals of adult educatlon
occupatlonal, vocatlonal, and/or professional competence; personal and famlly
living competence; social and civic responsibility; and self-fulfilment%

With the previous exception of Hallenbeck (1960) it is summaries of this
inductive kind which are belng considered in this chapter. What Schroeder calls
"deductive” goal statements are those,derivedjfrom value axioms which often run
aground on value conflicts like "individual needs vs. societal needs” (Schroeder,
l9?0-33); He offers the following illustration of these two'positions: "Words
and phrases commonly used by those who emphasize individual needs are: skills and
knowledge necessary to make judgements about social change; self—actua11zatlon,

self-fulfilment; liberal educatlon; self expression; realization of potential;
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creative arts and leisure education” (ibid). The first goal in this list em-
phasiges the integrity of individual citizens with regard to the drift of their_
SOCiety, and thus classifies ﬁithin.the theme of citizenship.. The other goals
cléssify within the theme of gducation for its intrinsic rather than instrumental
value. Those who emphasize social needs in their deduction of goals use words
and phrases such as "social roles, developmental tasks, institutional need,
adjustment to change, and transmission of the cﬁltural heritage” (34). The first
two goals, social roles and developmental tasks may be subsumed as interpersonal
comfetencies under the theme of psychologiéal well—being; The third goal, insti-
tutional needs, may refer to the material utility thehe of occupational competence.
But axiomatic goal statemenﬁs»like "adjustment to change” and "transmission of
the cultural heritage" are somewhat sinister in their ambiguity. Does "ad just-
ment” operationalize as passive adaptation to change rather thén management'of
it? Does "transmission” operatioﬁalize és further promotion of the dominant
culture iny? What becomes apparen£ aé was indicated in chapter one is that
until goal statements are operationalized into'the terms of the empirical prac-
tices in which they can be observed the concepts remain unprofitably ambiguous.
Since these last two phrases are ambiguous, they are not used to weight'further
.any one theme.

In 19?8,‘J.R. Kidd of the Ontario Institute for Studies in Education and
Gordoﬁ Selﬁan'of the University of British Columbia edited an anthology of Canadiaﬁ
writings on adﬁlt education entitled "Coming of Age"”. In the introduction Selman
referréd to educational responses to the pressures of the times grouping them
under manpowei training (material utility), social and economic community de-
velopment, and social consciousness of women (citizenship), education for-leisure
(intrinsic value), and the area of humgn relations and individual growth and

development (psychological health) (3-5).
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Juxtaposition of terms

In £able liail te;ﬁs—which have been found to be roughly similar to one
of the four themes are grouped together. For the most part these terms have béen
Presented as inductiveiy derived goals of observed practiceé. While both
Hallenbeck (1960) and Schroeder (1970) have used procedures which appear to be
deductive to develop their terms, in fact neither author identifies'any goal
as having been left unaddressed ﬁy practices in the field. 8o, in effect their
goal statements may also be understood as representing a summary of goals present
in the domain -- as the inductive approaches'did.

"Remedial education” has been a problematic term meaning at times that which
closes the'gap between what a learmer already has and almost any standard imagin-
able. For example, Miller's reference to development of the scientific attitude
and understanding of the scientific method as remedial activities fof adult
education was perhaps a bit rarified. The most common definition of "remedial”
is that education which closes fhe gdp between what an adult learne£ already has
and that level of accomplishment which is expected of the average learner coﬁ—
Pleting the compﬁiéory 10 or 12 years of schooling. As such it precedeé the
functions and goals of adult education.;ef,ée,tminging learners up to that “take-
off"” point from which they can engage infumtheiﬂleafning;'ln this sense remedi-
ation also refers to the acquisition of those basic skills which are prerequisife
for most types of employment and as such it is often phrased with occupétional
training. But the term cannot simply be subsumed under the theme of matérial
utility. The citizenship schools of the American south-east in the 1960's linked
literacy directly with votef registration and so tied those basic skills not to

changing the learners' economic status but to changing their civil status. Similar
linkages might be contrived to tie remedial learning to competent human relations,
or to learning for its own sake. .So énalysis of "remedial” leads to the conclusion

that it is not an alternate educational direction to the four already identified,
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EDUCATION FOR:

YEAR AUTHOR Material Psychological Some instrinsic
Utility Health Value Citizenship

1935 | Peter Sandiford B economics

CAN. vocational current events

information politics

1936 | Lyman Bryson, .

U.S. occupational relational liberal political

1948 | John Muir earn a better art, music, life and death

CAN. living family life drama, decisions of
home bullding handicrafts government

skills

1948 {Mary S. Ely vocational better human personal civie

U.s. efficiency relations growth, participation
economic communi ty self- & responsibility

understanding Amprovement realization

1950 | J.R. Kidd marital problems|atom bomb national social

CAN. agriculture child welfare conservation issues

. . emotional health| films & radio international
worker—employer | touring exhibitsl role

1956 | Burton Clark, economically home life, & health,

U.S. more efficient, | family cultural devel.,|civic
educational relations avocational responsibility

background interests

1960 | W. Hallenbeck, | vocational improve expedite -

U.S. flexibility human personal facilitate
commynic. skills] relations growth participation
read/write/speak

503 1J.K. Kidd |

CAN. vocational & liberal & social &

technical humane political

1964 | Harry ‘Miller* . E social world: world of form: social world:

U.S. world of work: |industrial rel.,] esthetics community

occupational |family 1ife, & |self-expression participation
- -}self-understand.]science & society

1966 |C.A.A.E. health & basic - community

CAN. | White Paper skills, manpower science, & development
tech-vocational humanities training for
professional citizenship

1970 | W.L. Schroeder jndividual

U.S. institutional social self- Judgement about

needs roles actualization social change

1978 | G.R. Selman basic skills leisure . social & econ. ed
occupational human relations |personal growth community devel.
vocational human potentials|social conscious

movement

-ness of women

Table 1 1 Juxtaposition of Roughly Similar Terms Regarding
the Goals and Functions of Adult Education
# Authors who mention remediation
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but rather closes the gap between a stagnant condition and active engagement

with one of those goals.
Critique of the Literature

Degree of consensus

The four sets of terms displayed in Figure 1 are each roughly similar to a

thematic title identifying a goal—function direction. But each set has its own

internal order. The first set refers to materially practical knowledge and skill
and includes terms which have an element of incbmé—earning advantage (vocational,
technical, occupational, professional), or incomé-disposal (home-building,
economic understanding), or are ambiguous with regard io income (agriculture,

general education background, reading, writing, and speaking skills).

The second set of terms refers to psychological health both within the in-
dividual and demonstrated through satisfactory.interpersonal;and intergrbup
transactions. The térms in this grouping includé:‘ family life, marital problems,
child welfare, self-understanding, human relations, emotional health, worker-
employer relations, and commuﬁity improvement when used in the context of‘inter-
group relations aﬁd the lessening of prejudice.

The terms in the third set show the greatest disparity of all four groups.'

They indicate educative experienées undertaken for their intrinsic value rather
than their instrumentality, and speak in general terms of léisure<oppor£u£ities,.
and the deveiopment of avocational interests. More spécifically, they include
personal growth, self-realization, sélf—fulfilment and the human potentials move-
ment; art, music, drama, science and the humanities, liberal and humane sfudies,
and cultural development.

The fourth set of terms regarding the goals of adult education refer to

citizenship and include: civic participation, civic responsibility, training for
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citizenship in a world power.

Conclusion

Whgt this literature review has achieved is the identification of major re-
current themes in the range of functions which adult education is perceived to
fulfil in society. Such descriptive material is not capable in itself df either
predictive or explanatory power. To_develop that kind of theory-building potential
requires transforming these inductively derived generalizations into a set of
precise classifications which can be used in conjunction with hypotheses to
develop and test systematic theory regarding the field of practice. The pro-
cedure which can produce precise claséifications from roughly similar empirical
abstractions is the method&logy of constructed types. Constructive typology is
widely used in an unconscious and unsystematic way by social scientists including
researchérs frqm adult eduqation. But well developed guidelines do exist for
its systematic implementation. In chapter three, both the general characteristics .
of éonstrﬁctive typology and the way in which it is applieddin this study to ‘

practices of adult education are described.
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CHAPTER III

METHODOLOGY

In this chapter an exposition is given of the scientific technique of con-
structive typology including an explanation of the natﬁre of consfructed types,
misapplied definitions and functions, and appropriate uses of constructed types.
The applica£ioﬁ of constructive typology to adult education practices as it has

been carried. out in this study is also described.
Explanation of Constructive Typology

According to John C. McKinne&‘(1966)}one of the three main contribufors
to the dévelqpment-of constructive tYpology as a tool of twentieth century science,
all.typologies'are created to aid.in the analysis of specific bodies of data, to-
establish "uniformities of explanatory value"”, and thus contribute to the'solution
of some problem in regard to that data(op.cit.:201). Scientific work is founded
on the pragmatic assumption that the world is>intelligib1¢ in the sense that
uniformities may be stated, énd explicable in the seﬂse that those unifo;mifies
will stand the test of further experience, that they will in a woid, recurf
(op.cit.:Z). Scientific‘work.is directed toward démonstrating uniformifies.in a
conceptual order that eliminates the unique and the irrelevant with‘fespeCt to a
problem. In this way the repetitive and interrelated aspects of phenomenﬁ are
revealed, not as absolute uniformities_but as regularities which can be expressed
in prﬁbability terms in the form of predictive statements (op.cit.??,B). Predic-

tion is made possible by the intentional construction of order Qﬁt of diversity,



general out of unique, and recurﬁent out of occurrent. Scientific work proceeds
by observations directed by a problem, interest or concern. That problem dictates
the limits of what may be considered a recurrent instance, since.no phenomena
actually recur in their concrete wholeness;

The construction'of types to facilitate prediction of recurfent insténces
is a methodological approéch applicable to the déta of any science. It may be
effectively argued that the scientist'"typically constructs the gnits with which
he operates" (op.cit.:3). In social science that constructed entity may be a
type of social conduct, social organization, or even personality (Becker,
1968:105).- The sociologist refers to conduct such as competition, conflict,
accomodatiqn, assimilation, and socialization. The historian util;zes constructed
types of sécial organization such as the Greek.cityestate,»the feudal systen, the
manorial system, eafly Protestantish, and the medieval Papacy (McKinney,1966:4).
The historian may cast personality types in terms such as Whig,»Jaqobite, Calvinist,
Highland clansman, or "Nazi-era passive German intellectual” (Becker, 1968: |
95), or the economist refer to a hypothetical "economic man" (McKinney,l966:u)..
These types are constructed for the purpoées of social science;j no£ one of theﬁ
conforms exactly to any specific historical instance. This procedure of creating
useful fictions is not confined to the social sciences. It is apparent in the
physical sciences where constructs abound such as the perfect lever, frictionless
motion, the perfect vacuum, perfect surféces and straight-sided cylinders (ibid).
While constructed types ére common in all sciences they are pefhaps more'ﬁécessary
to the céndﬁct of social science since the social world does not provide such
‘well-delineated objects as those from which the natural sciences start.Paul Lazars--
feld (1955) philosopher and methodologist of social sciencé, described the two
ideals of social scientific research as vision and precision-(l966j. Precise .
instruﬁents are necessary to the development of testable propositions; but in

social science vision is required to discern the very objects about which
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propositions are to betdeveloped. In effect it is necessary to create the
objects of social analysis (Lazarsfeld,1966:xi).

With constructed types one creates the objects of social analysis thrOugh‘
two interwoven operationé: generalization and simplificatioh. Generaligzation
reduces’ the number of objects by éonceiving of them as being identical. This
has the further benefit‘of reducing the nuhber of rélations to be examined. To
be able to conclude that ih regard to some problem two objects may be considered
identical requires having applied some partially developed theory-in-use to the
available data. In the complementary operation one simplifies the object descrip-
tion by selecting only its theoretically significant attributes thus forcing the
way toward a more explicit statement of the theory-in-use. By generalization and
simplification the cdnstrﬁctedvtype is usedlto redﬁce the diversities ;nd complexi-
ties of phenomena to a generally coherent level (op.cit.:5). To accomplish this
goal requires relinguishing the goal of describing ahy particular phenomenon in
its uniqueness.'

Types are created from facts and cannot éécapevbeinglfhrown ﬁack oﬁ facts
"if empty speculation is not to replace.sound generalization"(Becker,1968=
113). McKinney agreed that a type could not usefully be drawn as only a logical
fiction: Unless the unified conceptualization had been drawn from approximations
amoné empirical cases it would not be of use later as a standard for éomparisén’
of empirical cases - it would ﬁot be possible to relate the type to actual cases -
to solve empirical problems (1966:14). Thus, despite ifs fictional natuﬁé, the
coﬁstrudted type offers no saﬁctﬁary for wishful thiﬁking. Via the constructed
type one creates a unit of social ahalysis by describing an objectively probable
phenomenon stricfly in termé of theoreticaliy significant attributes.

The constructed type relates to factual empirical cases in a way that the
ordinary stereotype dbes not, A stereotype often lacks an empirical referent

and is an unplanned;Aaffectual exaggeration.
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'In'contrast,»"the constructed type is a purfosive, planned, selection,
‘ ' abstraction, combination and (sometimes) accentuation of -

a set of criteria with empirical referents that serves

as a basis for comparison of empirical cases” (op.cit.:lé).
The special features of combination and accentuation of attributes also distin-
guish constructed types from ordinary COncepts. "Ordinary concepts are given
Precision as constructs through selection and limitation, constructed types are
given precision through selection, limitation, combination and accentuation. The
constructed type organizes experience in a somewhat'different fashion from the
ordinary concept in‘that it forms a series of attributes into a configuration
that is not necessarily directly experienced and accentuates one or more of the
attributes for theoretical purposes (op. cit.;ll).

Besides combination and accentuation of_characteristics the type is also
distinguished by consistancy among all its attributes and the constancy of their
relations to each other. McKinney called the configuration of attrihutes'an‘ |
internally consistent "system of characteristics, made up of abstracted elements
and formed into.a unified conceptual pattern" (op. c1t..5) Relations among the
characteristics are arbitrarily held constant by the ‘researcher for heuristic
purposes. Since “the relations between these characteristics are between con-

.ceptual elements they always remain hypothetical relations and therefore ‘may

- be held constant in any configuration considered by the researcher to be of

- utility with respect to the inquiry being conducted. The role of the constructed‘
type in the testing of theories develops out of the constant relations it dis- -
plays between selected and unhified attributes. ‘Because the type focuses on uni—
7formity'its use leads to the development of hypotheses aboutrvariations or devi--

ations (op. cit.:6).



Misapplied definitions and functions.

During his tenure as editor of the social science periodical Archiv, Max
Weber (1904) made a policy statement in which he argued that.several dysfunctional
definitions were often carelessly applied to the constructed type in social.scien-
tific writings. Weber argued that the constructed type can not stand for an
empirical reality in the infinite fullness of the unique, so careful attention
should be paid to its usage lest it become reified. Casually defined types such
as the 1earniﬁg.society, the learning project, the folkschool, the social process
of community development -~ even if constructed by methodologically sound
procedures -- do not constitute "real” things, but conceptual touchstoneé by ﬁeans .
of which it is possible t; describe, compare and cohtrast actual happenings in
the world of experience.

Weber also argued that the constructed type does not present the éverage orv
any other central tendancy of a‘class of phenoména. Becker agreed that while the
type potentially could be constructed to correspond to a statistical mean or mode
to do so would diminish its utility (1968:127).- This is a.thought-provoking
Judgement since so much educatiop research has been of the survey type drawing
conclusions from central tendencies. McKinney addea that all centfal tendencies
are just as unreal as the constructed type in the degree to which they "exaggerate
the empirical referent that.they supposedly represent” (1966:16). ‘Furthérmoré,

- any central tendency gives a representation of the extremevitems that is neces-
sarily iuite unreal. The type is a deliberately formulated limiting case from -:
which the degree of deviancy of any item in a distribution is potentially measuif
able (ibid). -The tasks of the average and constructed types are simply‘different,
and their contributioné to research not distingUishable on the basis of uﬁreality.

Thirdly, Weber pointed out that the predictive value of a constructed type
is nof a matter of its literally forcasting an event to come about under some

future circumstance. It is not a hypothesis which is verifiable through its
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indicators. "The reason [that] a type cannot be found in 'external nature'
resides in the fact that it has been modified by the in&estigator in accordance
with his special background and scientific purpose" (Becker,1968 :107) . if
the type ever did correspond exactl& to any unique eveht it wquld.be of no |
comparative value when another event was to be examined - the abstracted concept
would have fallen back into the realm of empirical experience. Therefore to find
concrete exceptions to the type does not invalidate it; Becker asserts "you can
never expect anything other than exceptions. If construct and 'reality' exactly
- ‘correspond you are in the ﬁorass of the particular” (op.'éif.:lZO).v
Fourthly, Weber pointed out that there is a danger of attributing to types

a metaﬁhysical imperative, especially with constructed types of developmental
'sequence such as urbanization, sociaiization, or class struégle. Weber illus-
trated the point this way, "...all specifically Marxian 'laws' and developmental
constructs...are idealltypes. [Their] heuristic Significanoe..when they are used
for the assessment of reality is knowﬁ to everyone who has ever employed Marxian
concepts and hypotheses. Similarly, their perniciouénesé, as soon as they are
thought of as empirically valid or as real (i.e., truly metaphysical) 'effective
forces', 'tendencies', etc. is likewise known to those who have used them"” (1904:
409). Adult educatofs are currently exploring the usefulness of constructed types
regarding the developmental sequence of the adult lifespan. Without scientific
rigor,"life cycle tasks" could‘come té be thought of as having."effective force"
or as being metaphysical human ntendencies”. Becker agreed with Weber that
"generalizations in éonstructive typologylare not True, if by this is meant the
controlling, ultimate, ineffable Capital T. All that the social scientist can
mean by truth is some amount, however slight; of predictive power” (1968 |
124). -

| Weber called the limiting case "an ideal-typical” by which he meant

to convey a pure or unified conceptual entity} However this was often mistaken
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as an ideal in the sense of moral worth inviting emulation. Modern usage of -
typology has simply dropped the use of the term "ideal” because of the confusion
‘which it engendered. | N |

Finally, McKinney added to Weber's list of misapplied definitioﬁs, the
“assertion that a constructed type is not a homogénous universe. While it has
classificatory significance it is not equivalent to the zoological "class"” becéuse
the type "has a configurational significance tétally lacking in the class as a
homogenous universe” (1966:15). This sighificaﬁce may be attributed to the free-
dom thevinqﬁirer has to select and to accentuate certain traits for examination,
and particularly to shape all other traits into unified syStems according to vari-
ation in the prime trait.

Not only inaccurate definitiohs But also inappropriate functions are some-
times ascribed to constructed types. For example, despife’ideas to the contrary,
types are not always for use in domains of equal generality. They may range from
quite dated'and 10qa1ized-"quasi-historical"-types.to undated, non-localized
highly abstracted types.‘ The éxact level of generality would be set by the parti-
cular question giiding the research. For purposés of short term explanation or
prediction the rpsearcher might ﬁsé a type like "the American Middle Western state
university”. For a problem of greater spatial scope and temporal range a type
like "the Euro—American.university" could be constructed. McKinney éxplained'the'
advantages of varying the level of generality this way, "The more general a type
is the greatgr the simplification of the empiricél attributes; the more specific
a type is, the greater the number of general characteristics obscured by the mass.
of ideographic detail" (1966:26).

Furtheimore, it is not boésible to transfer the constructed type from one
field of research to another, any more than from one problem level to another -
within the same field. Types are -substantive entities drawn from the‘empirical

domain relevant to a ﬁarticular problem and thus are not interchangeable
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with other sciences (op. cit.:5).

Finally, the type cannot fulfil the purposes of the monographic histoiian
whose task is description of the unique (Becker,1968 :95). While historical
types of coﬁduct, social 6rganization, or personal character may be used to set
the context of an event,‘its unique character is conveyed through idiosyncratic

detail.

Uses of constructed fypes

Constructive typology can be applied to data to fulfil many tasks: to

generalize, individualize, survey, compare, predict} quantify, and test hypotheses.

To generalize is to treat cértain individual entities as virtually identical with
respect to a particular problem.l Becausé they share traits that are problem-
relevant those entities afe “bracketed ™ together (op. ¢it.:100). The traits

may be gqualities or behaviours that draw togethef pPhenomena which otherwise
widely differ. The generalized type provides a means for extracting its approxi-
mations from different cultural contexts (McKinney,l966:19).

To individualize is to create the object of social analysis by drawing from

empirical cases only those attributes relevant to the problem under consideration.f
In this way "bureaucracy”, "mass society”, "modefn capitalism”, "mediaeval . - .
feudalism”, and "early Chrisfianity" are constructs of social organization which
have been patterned from criteria with empirical referents. Perceiving whére

the outlines of thése-ehtities may usefully be drawn requires a high degrée of
scientific creétivity. Paul lazarsfeld has said, "the originators of these'ideas
belong properly among the heroes of our intellectﬁal heritage: (1966:xi). What
qualifies typology as a pioneering act is'its poténtial to handle "complicated,
simﬁltaneous interrelations among a relafively large number of variableé‘in a
preliminary way" (McKinney,1966£216). It can do this by subdividing an integrated

complexity of data into separate configurations which each account for some portion
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of the range of variation.

To survey a domain of inquiry is to engage in'the initial selection of data
relevant to a problem area (op. cit.}G). The typology "is constructed along
lines sufficiently general so that it can be set down on this or that portion
of the given terrain without tippiﬁg over, so to speak, and it then becomes
possible to survey that territory"” (Becker,i968¢ 107). Typology offers an
initial line of advance upon many large-scale prpblems ordering phenomena into
groups which facilitate research. McKinﬁey concludeg, "The construction of a
type or a series of types helps us to know more precisely what mechanisms or
st;uctural relations are being postuléted with respect to a problem aréa"
(McKinney,1966:216). As a sen51tlzlng device its use thus "allows social
scientists cognitively to map broad areas of social phenomena” (1b1d)

Typologies describe unique phenomena in terms which make it possible
to compgre thenm to each other. This act of translation into éommon terms
provides a considerable advance over descriptions which reflect the idiosyncra-
tic nature of each case. -By the same token each tjpe is not an end in itself';
its reason for being is for comparison'ﬁith empirical caseé, fér the "continuing
obserQation of actual behaviours in terms of the type” (op. cit.:18). The'type-
provides a basis for ihterpréting particular situations, a "general sfandard
by which a concrete occurrence is comprehended” (op. cit.:19). Becker asserts‘

-.that the constructed type is an 1ndlspensab1e tool of comparison and analy51s
when dealing with tlme serles, cross-section, or relatlvely undated phenomena
(1968 : 119).

When the constructed type is used in conjunétioh ﬁith an appropridfe hypo-
thesis it will have some power to predict. The type also predicts by imﬁlicatién;
in a‘éense it predicts by definition, in that the definition will congain criteria
which'imply a predictive schema.. McKinney illuststratés this with the concept of

the rational man. He writes, "...the concept of rational man implies the R
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adaptation of means ternds...There is an expectancy of man when he is viewed
as rationai.man that is only partially met by any given man....A comparison of
 the extent to which actual men meet the expectancy serves as the basis for ex-
plaining differences in their behaviour” (1966:13). Similar predictive schema
are implied by all constructed types such as the feudal system, scientific man,
charismatic leader, or the absolute vacuum, sphere, or plane. Beyond the pre-
dictive schema, the type has a probability element. ”Certain types of social
conduct recur IF AND WHEN certain condiﬁions are given...” (Becker,1968:
102). In examining an empirical case the type is able to indicate the degiee
of prevalence of the typiqall factors, and theréby indicate the degree of prob-
ability of occurrence of the typical consquences. A third element in the nature
of prediption via constructed types is that the pfediction can be either retro-
spective or prospective. The unified type may be diawn from the data of history
and used fo compare historical éaées to its predictive schema, just as easily as
it may be drawn from contemporary or projected cases (McKinney,1966:7). Finally,
like a lens opening to include a large field of.fOCUSing down on a specific por-
tion, the quality df prediction of a cénstructed type varies with its level of
 generality. The more generalized a type becomes in space and time, like the
generalized type "thé Euro-American universify" the less detailed can be the
tredictions based upon it. The more specific the type such as "the mid—western.
‘state university" the greater the degree of specificity possible in short term
prediction, and the gieater the degree of error to be expected even with ihe con-
ditional proviso, because the degree of detail is approaching'too close to the
unique. | .
Erocedures to quantify phenoména develop naturally out of the constrﬁction
of typés. The functions of enumeration (frequency of occurence), measurement
(degree 'of deviéiion;from the unified type), and prediction (probability of recur-

rence) are inherent in the comparison of empirical cases to types. Quantitative
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‘procedures in turn are a beneficial adjunct to constructive typology enhancing
Precision and thus improving the predictive power of the constructed type as a
theoretical device (op. cit.:6).

Constructive typology may be used to test hypotheses. As a middle-ground

conceptual device extracted from empirical data by theory-guided selectivity,
constructive typology can be used to re-examine data for inconsistencies between
what the data show and what the explanatory theories predicted. These inconsis-

tencies then lead to refinement or even replacement of theories.

Application of Constrictive Typology to
‘the Domain of Adult Education Practices

The character of constructed types produced during an inquiry is determined
by the problem addressed, its predictive range, the hypotheses proposed, and the
verification procedure used. In this study the problem was to describe in detail .
the diversity of North American adultreducation practices in contemporary cfoss—
section and in historical time-series. The theoretical'5ssumption was made that
undeflying the range of vaiiations aré four basic types of practice informed by

four goal-function developmental directions, each of which accounts for some por-

tion of that variation. Since the predictive range was set retrospectively to
cover almost a century, and prospectively to be indeterminate, the typés construc-
ted weré general in character, relatively undated and non-localized in térms of
educational history, although in termsrof sociology §r aﬁthropoiogy these would

be relatively-datei and localized constructs, being limited to‘a single century

and specific to North America.

- The propositions regarding reiationships at work in the domain aré firstly,
that constructive typology will reveal a small number of sets of characteristics

none of which will reduce into the terms of another, Secbndly, that the sets in

.-
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combination will accomodate all vériations té be found in the field. fThirdly,
that tﬁese sets of characteristics can be shown to have a common core which -
binds them to a common social practice. Regardihg'sequencés at work in the
domain it is*propoged that a taxonomic framework based on sufficiently undated '
and non—lpcalized‘types will prove to be a means of detailed taxonomic descrip-

tion of cases so that accurate time-series coﬁparisons will be poésiblé.

Verification of theAtypes would require turningAthe taxonomic matrix inté
an instrument-for.the examiﬁafion of cases fromtthe:field;fan operation whichv
is outlined. in procedural stage seven of’the téchniqﬁe of constructive |
typology.- » |

McKinney (1966) outlined eight procedural stages common in all applications
of constructive typology; describing the sequence from initial setting of the
research problem to fiﬁal interpretation of the constructed type's empirical
verification. The way ih which constructive typology was applied to adult edu-

cation practices in this study is reported now, stage by stage..

Stage one: Delineation of the Problem

Background reading in the history of adult education led to recognition of
several unresolved theoretical issues such as the controversy over whether or
not there could be a value-free practice, the seeming irrelevance of some method-
ologies and eccentricity of some locations of program'delivery,.thé implicit
rank—oidering of some program contents as more significant than others, and
the recurrent dilemma of appropriate evaluatipn and accountability for educational
practice. Conflicting opinions on these issues seemed to stem from Qarying per-
spectives on what the field is, or should be. But theée perspectives could not
be resolved while sevefal methodological problems remained. The methodological
problems included how to integrate conceptually the several dimensions of prac-

tice so that complex cases could be compared and changes in practice'could be
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analyzed. Methodological problems were traced to a single major gap in theory

- the absence of a comprehensive framework for the doﬁain of inguiry. So the
problem was delineated as the conceptual task of depicting the diversity of adult
education practices in North America since 1900 -; accommodate the full range

of cases with the minimum array of types. The rationale of a taxonomic framework
as solution to the problem, and the potential usefulness of a field framework to

academic disciplinarians and practitioners of adult education were included in

chapter one.

Stage two: Familiarization with the relevant available data

Two kinds of matérial on the field were examined. The first kind was hist-
orical and included case studies of programs like the Antigonish co-operative
movement and the "Human Enterprise"” program of the University of Illinpis, case
studies of institutions like Frontier Collége, Camp Laquemac, and:Highlander
Folkschool, and biographical accounts from practititioners (Corbett,1957) aﬁd
from adult learners (McKénna,1963).~ The second kind 6f material on the field
was semi—anaiytic treatments of each of the aspects of practice including program
- contents, methods and techniques of delivery, clientele characteristics, assess-~
‘ment of achievement, and locations of delivery. Theée treatments are calied

sehi-anaiytic because they lack a conceptual structure to identify their rele-
vance to the range of‘praétices in the field, but each_separafe'treatment has

some degree of internal order.

Stage three: Derivation of hypotheses about relationships and sequences

In order to aevelop some:éerceftion of fhe'relationSHifs-and seguences at
work in the field of adult education practices, study was undertaken in the philo-
sophy and methodology of social science to discover how other academic disciplines

organize their domains of inquiry. = . ABraham Kaplan's (1964:74) description of
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the standards for "articulation of a field", begins with a set of empiri- .
cal discriminations about the field, and emphasizes the criterion of éeparation
of the conceptual structure from the attribute space. ‘When'thi; standard was
applied to the field of adult education practices it became evident that whatwas
confounding assumptions about the field was the failure to perceive that it
could not be reduced to the terms of just éne of its competing interpretations.
It seemed in fact to be composed of distinguishablé sets of features directed
toward. different developmental goals, and it also seemed thaﬁ each of these
goal—fuﬁction types operated in distinctive and mutually 66mp1ementary Ways.
Regarding sequences, the proposition emerged that if types were defined at
a sufficiently ﬁndated and non—loéaliZed-level thén it would be possible to
draw comparisons between incidents as early as the turn of the century. Errors
of presentism could be avoided by using the matrix of descriptive elements to
render a seﬁsitive profile of eéch cése, displéyiﬁg its unigue chafacter in accur-
ate detail rather than assigning the whole case to a basket category.- Regarding'
- feiations and sequénces€anti¢ipating a small nﬁmber of sets of characferistics,
and anticipating the capacity for time-series compariéons constituted the
‘results of McKinney's-stage three of constructive typology, "and were re-

ported in chapter one under "Purpose of the Study”.

swge four: Delineation of empirical uniformities; and_ isx'égnatic reduction to type
In this study it was necessary to divide McKinney's stage four of coﬁstu¢~
tive.typology into its two parts and execute each part separately. The litera-
‘ture search on social functions of adult.education produced a sémple of twelve
authors whose writings were examined for similarities to four themes of'bfbadly
stated goals derived from an earlier study. This examination produced 6nly one
recurrént exception to fhose;fcur mhemés“ahd that was the theme of adult educa-

tion as remediation for basic education missed earlier in life. When this concept
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was analyzed it was found not to constitute an alternate direction to the four
-developmental directions already jdentified. Rather it represented an exténsion
of those functions to engage adults at their actual leQel of competence rather‘
than at the normative level expected of those who complete compulsory schooling.
"~ Bach of the groups of goal-function terms resulting from the literature search
was examined for its internal order and the degree of uniformity it exhibitgd.
To this point no alteration had been made to the original terms except to

extract and group them.

Stage four continued: Pragmatic _reduction to type

Fbllowing the exposition of constructive typblogy in chapter threé it
becomes possible to proceed towards interpretation of the rough uniformities
resulting from the literature search. "Reduction to type” amounts to defining
each type according to its essential_eleménts. From each se£ of géal-function
terms the following three elements are combined to produce a unified definition:

"This type of educational practice

| i) fulfils the function of by , in order to achieve
ii) a general objective which is "~ , in
iii) a developmental learning domain which is - oV

This formula when completed from each set of terms constitutes a pragmatic
reduction of the set to a defined type. The definition of each type is reported

in the opening section of chapter four.

Stage five: Simplification of the type with regard fo the attribﬁte space

As detailed'ip'chapter_four,five observational categorieswé?éjdeveloped
from'those of Knowles - topical content, metho&ology for learning, basis for
evaluation of achievement, educative location, and characteristicsvof clienteles.

Each of these categories had an extensive inventory of possible observations.
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These inventories were reduced by extracting from them variables which virtually
pervade the field, and assembling these into a set of characteristics definitive
of the field as a whole. The remaining variables yeig;pxamined for discriminators
- those which characterize one type of practice almost exclusively - setting apart
that type from the other three. These tno operations were aimed at either
field-pervasive characteristics or type—diecriminating characteristice. The

study did not treat variables which might characterize more than one, but not

all of the constrncted types. This would have involved hypothesized points of

- similarity between the types and much more elaborate treatment of variables than
is productive in the first generation of research to develop types.

The observationai.categories of methodology'and evaluation were so6 complex
that their variables were sub-divided into a number of critical points for com-
parison. Within methodology those points of omparison were: i) a descriptive
title of the methodology, ii) obstacles to learning, iii) structuring principles
for ordering learning tasks, and iv) distinctive techniques. Within evaluation
the points of comparison were: i) basis in objective or subjective measures,
1i) focus of the evaluation, iii) outcomes evaluated, and iv) instruments used.

Chapter four includes a review of each-of.the five observational categories
of practice seeking in particular those variables which discriminate among typee.
It conclndes with a series of diagrams illustrating tne relations‘formed.among

elements of the domain. These illustrations of the domain and its subsections

constitute, according to Kaplan's criteria, a formal modei of the domain.i

Stage six: Tentative explanatory accounting of the types

An explanatory accounting is intended to read as a wnole the set of observ-
able characteristics‘attributed to a type, and to~re1ate theXCOnfiguration to
available principles and tneories.‘ The accounting remains tentative since it is

relating new units of observation to old explanatory principles; the units will
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undoubtedly stimulafe»new hypotheses and may eventually modify explanatory
principles. A more iigorous examination of the rationale and role of each type
of practice might stimulate hypotheses about why a particular clientele groﬁp
espouses one type of practice vigorously and other groups do not, or why one type
of practice is emphasized during some histbrical periéd and not another. In
chapter five each constructed type of practice ié looked at as a whole to

elaborate upon its rationale and to clarify ifs role.

Stage .seven: - Empirical verification of types, and

Stage eight: Interpretation of the results

Together ﬁhese comprise the quantitative application of types to a body of
data, and a phase of implemeﬁtation beyond the scope of this stuiy.'Adult ed- .-
ucation  practices it would mean using the techniques of content analysis on:

_ descriﬁtive historical texts to identify terms which could be regarded as equi-
valents of terms in the matrix. In this way a taxonomic profile could be devel-

. oped forieach case study. The empirical verification stage is potentially ex-
tensive and could sample widely from the phenomenal universe under consideration
to determine the rate of phenomenal approximation toa type. Interfretation of
the results returns the focus of attention from fhe field to the methodology
being used to~explore it. Interpretation re-examines the constructed types aﬁd
may determiné for example, that a number of clear-cut scale types have been iso- \
lated representing degrees of approximation to the pure type. It could Héppen
that a recurring phenomenon in the field is a hybrid of two pure types. Numei—
ous typeé can be formed and frequently have.to be formed in connection with a
particular problem. For ekample, the citizenship theme of educationallﬁractices
for adults, on closer examination might ieveal several distinctive variations

~ over time so that sub-types are f§rmed.such as "the 30's-type citizenship”(economic),

" "the. 50's-type citizenship”(ideological), and “the 70's-type citizenship”
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(consumer accountabili£y) education., Conversely a single type couid be found

'to be relevant to a whole series of problems. Eof;example "technical instruction”
as a form of practiée nmight improve the efficiency of hobby, manpower, and pro-
fessional skill-learning alike. ButAsecond and third generation research on
types is beyond the scope of this thesisvwhich aims only to identify the first
generation minimum array of types ﬁhich will account for the range of variations

evidenced in the field.
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CHAPTER IV

FINDINGS PART A: ANALYSIS
OF THE TYPES AND THE DIMENSIONS

In this chapter the conceptual structﬁre is defined whiqh'will prbvide a
horizontal axis for the taxonomié framework of practices. Then the bodies‘of
research aséociated with eacﬁ empiricallcategory of the vertical axis are exam-
ined for variables distinctive to each classification and for wvariables common
to all adult education practices. Stage five of the methodology description
explained why only characteristics which are either discriminators between types,
or field-pervasive are sought. The relations formed between distinctive and
common elements through the six dimensions of practice are illustrated with a

series of diagrams that concludes the analysis phase of findings.

Definition of the Types by

Goal, Function and Domain

The four types of practice forming the'conceptuél structure are defined by
selection, abstraction, combination and accentuatibn of qualities. to give'the
highest degree'of contrast among types. Pragmatic reduction of the rough goal-
“=function uniformities to defined types is undertaken now by re-examining those
sets of goal-function terms for the leading characteristics by which thej nay
most effectively‘be distinguished from each other. These éharacteristicéAére

considered to be leading in the sense that'they form an essential defining set

of concepts which guides the subsequent selection of a complementary set of

observational terms from the five iemaining categories of variables of practice.
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The essential concepts which will be used to differéntiate and specify the
types of practice are: the general aim or goal as agreed upon by learners and |
agent; the function fulfilled in terms Qf the learner's development in order té
achieve the educational goal; and the domain of developmentél activit& cultivated
by the agent. In addition a few words are inclﬁded regarding the nature of the
learner's experience with respect to the educational goal. Here again the pur-
pose is to define fhe types in their most divergent terms to heighten their con-
trast with each other. Both interpersonal and self-actualizing educétion may
keep learners temporarily unaware of the potential outcome of an experience so
that their reactions will be unbiased; bﬁt this similérity is de—emphasized S0
that the.distinétive nature .of those two types of education can be accentuated.
The discriminating question put to the learner by speculation wésf' What do you
feel is being addressedAin your learning transaction? - To which the learner

replied in the form: "I feel this learning is taking place between and .

——

Technical education

The fifst inductively derived function was referred to as education for
material utility and included terms of an income-earning, ihéome-disposal, or
income-prerequisite nature. The goal of this type might have been descxibed as
the development of "instrumental” skills since they aim at achieving somé goals
'beyénd the educative activity; but this‘term could as well have included the ...~
skills of successful interpersonal transactions or of effective citizensﬁip.
"Skills"” was not quife satisfactory to name the goal of the type because skills-
are contrasted ﬁith knowledge and attitudes as eduéaiional outcomes, and simple
knowlédge of an information-recall sért had io_be included. Sé "skills" wds
replaced with "abilities” because this would accomodate the ability to recall
ipformation;. ﬁow if "in;trumental" is. replaced by "materiai", as in "éducation

for material utility” then the resulting term "material ability"” has the
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unfortuhate.connotatioﬁ of money—making ability and this éonstructed type can
more usefully be cast as broader than that. All precisely defined abilities and
competencies do not'necessarily ﬁake money but they can be developed by a similér
educational treatment. Since "technique” refers to any methodical process or
means which enableé the efficient accomplishment of a task of any sort it thus
evolved that the goal of this type of practice came to be titled, "To develop
téchnical abilities". Such éﬁilities would include acpurate information recall,
intellectualﬂskili, psycho—mofor skill and "procedural” skills which éombine
Judgement about tasks with sequences of a psycho-motor‘sort.

The fuﬁction fulfilled by all techniéal.education is the building of com-

petencies, moving the client from an entry level of knowledge or-skill to a target
level. It is technical not in the sense of being pragmatic applicaﬁion of the |
sciences, but in the géneric sense of technical in which all methodical procedures
héving'to do with the exact or mechanical part of any art or science may be said
to be technical. In this sense to build competencies is.fo build reliable tech-
niques "for rendering details in the performance of any art or of any process -
involving special knowledge or skill” (Winston Dictionary:lozo);‘ '
| Thé doméin of activity may be eithef cognitive or psychomotbr, and is
cultivated by the agent according to the principles appropriate to each. The cog-
nitive domain of learning activity generally proceeds from tasks which are con-
crete to those which are abstract. Bdth-domains could be expected to follow a
progression of ‘tasks from the simple to the complex and it is primarily bécause _
of this essential commonality that they are grouped together. -"Technical” educa-
tional goals all'involve methodical, systematic wayé of doing things whétherAthat
.implies remembering, solving, or manipulating such that tasks can be sequenced
accqrding to their increasing degree of coﬁplexity. This principlé‘bofh guides
the deSign and management of instruction related to these goals, ahd'poiﬁis'to

the inherent organization which exists for evaluating degrees of mastery or
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achieveﬁent in relation to such learning objectives.

The learner engaged with objectives related to this type of educational
goal experiences a "Me and It” kind of relationship in which the pefsonal levell
of accomplishment can be measured more or less objectively againet a hierarchical
standard of complexity. In this situatioo the learner looks to the agent as e

trainer who can assist him to achieve #the desired level of competence.

Interpersonal education

The second inductively derived function was referred to as education,for
psychological health and included terms of a personal, interpersonal, intra-
- group and.intergroup nature. The goal of this type was clearly tied to the
.notion of "relations” since even personal mental health inevitably ihcluded re-
lations with parents or with significant others. "Relations" could include the
dyads of marriage, friendship or counselling end management interviewing; the
small group interactions experienced in committees, task forces, management
groups and so on; and the‘Large group interactions occurring between racial,
':rellglous and ethnic communities. "Human” relations was considered but sounded
too 51m11ar to "publlc relations” and "human” connoted "human potential” and
"humanism”. So the description selected for the goal of this type of education

has been termed "To improve interpersonal relations”.

The function fulfilled by interpersonal education is”the developing of
attitudes and tehaviours that produce mofe-satisfying interactione by enatling
the learner to practice perceiving himself and others more acourately, expressing

“himself authentioally, and reeponding to thelexpressions of others in a'mutually
beneficial way. Along with these basics may.be developed the skills of,gioup"
partioipationi”tersonnel management, andvvarious helpiné reletionships;

The domain of activity cultivated by the agent is primarlly emotional.

.‘Since behaviours originate in emotionally—welghted attitudes it is by practlce
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in this domain that habitual behaviours can be changed, rather than by cognitive
change alone.. Situations are therefore established in which‘the 1earner.may
immediately experience and experiment with habitual and alternate ways of per-
ceiviﬁg, responding and expressing himself to others.l This principle of immed-
iate experience and guided experiment structures the design and management of
this kind of learning and points to the consquent dual basis for evaluation
since both a subjective assessment of attitude change and‘aﬁ objeqtive gséess-
ment of behavioural change contribute to the overall evaluatioﬁ of achie&ement 4
in relation to this type of learning goal.

The learner engaged in tasks related-to this type of educationai goal
" experiences a "You and Me” kind of relationship since activities are cast in the
present tense with other individuals either acting as themsel&es or playing a
prescribed role. In this situation the learner looks to the agent to be a role
model who can demonstrate desireable attitudes and behaviours rather than merely
a trainer. The agent's ability to demonstrate clearly the superiority of one
attitude or résponse over another is crucial not only to the credibility of the
’agent as knowing whereof he speaks, but to the credibility of tﬁe solution that
is proposed for an interpersonal problem and that is undértaken as an educational

‘objective.

Self-actualizing education -

The third inductively dérivéd function waS.xeferred to as educatioﬂ for its
intrineic value.and,ihcludedvterms which spbke of Saﬁisfactioné and fulfilments
of an esthetic, intellectual, philqsophiC’or spiritual sort. 4One‘of'thevmain
pfoblehs in defining the goal éf this kind of education for its intrinsic value
wés‘whether fo phrase it in'termé of the person or society. It could be calied"
educafioﬁ for personal fulfilment in the search for something precioué”énd sig-

‘nificant in life. It could equally be called "cultural trénsmission" as in the
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amusing phrase of one rural Canadian teacher who spoke of "carrying the torch ef
civilization”; but also:cultural transmission as in the expansive phrase of
Maxine Greene who saw in therstudy of history the possibility of "extending hor-
izons, and ﬁnderstanding what it has been like to sufvive, to leave traces in

the causal forces through which humankind has moved” (1979':1634). It was tempting
to consider recycling the notion of education for 1iberatioﬁ from everything

' ebjectionable Bé it boredom, narrowness, or mortality itself. But libeial edu-
cation haslmoet frequeﬁtly been identified with the humanities and has not en-
larged to include the physical and social sciences and thei; impact on human ex-
perience; Furthermore neither religious experience nor secular activity that
harmonizes body and mind is confortably subsumed under the term liberal educetion
although both contribute learning opportunities thatvare self-actualizing.

The common element in all these activities seems to be the "self” of the
learner, for it is not society which experiences the catharsis of mental trans-
cendance, but the individual. But ”self-fulfilmentf connoted satisfactory inter-
personal relations; and "self-enrichment" conneted acquiring something from the
outside whereas the culmination of this kind of education is an appreciation which
develops because it brings to light something inherent in the learner himself.

. Therefore, despite its liabilities, the only term ﬁhich seemed appropriate was
"educatlon for self—actuallzatlon” because this alone can denote the sort of
exploratory. learnlng, the testing of esthetic or religious experlences in:.which

one engages to find that which will call forth something of 51gn1f1cant value

from within the self.

The function fulfilled by self-actualizing education is the encouraging of
value Judgements in regard to esthetic and phllosophlc choices. It offers the
opportunity to explore and adopt for oneself a standard for what is beautlful,

what is true, and what is good in terms of piety, justice, and excellence in

" human experience.
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The domain of‘activity is either aesthetic or philosphic and is cultivated
by the agént according to the principles appropriate to each. More or less ob-
Jjective standérds may be set for judging the technical merit of an artistic genre,
~and standards of logic may be set for judging the technical merit of philosophic
expositions. But what these areas 6f learning have in common that sets them
apart from strictly tecﬁnical learning is their afféctive element, the progressive
internalization of values which is taken as the essential educational goal. In
this study the affective educational objectives itemized by Krathwol, Bloom, and
Masia (1964 ) and presented as a single hierarchy, are applied as two similar but
separate hierafchies, one‘which leads to ihferpersonai learning goals,.and one
ﬁith a similar hierarchy of stages which leads to self—actualizing learning goéls.

Within the self-actualizing type of education the learner engaged in explor-
atory learning of either an aesthetic or philosophic sort experiences an "I-Thou”
relationship in his:learning in the following manner. When he finds he loves
something which is discovered to exist far away in the universe or long ago in
the past, he finds part of himself that has been waiting for discovery. Finding
part of himself here and there he comes to realize he is immersed in the universal,
so he becomes more directly curious about the full nature df the universal. At

some level then he begins to question it in terms of Thou.. In this situation the
‘learner looks to the agent as consultant rafher than trainer or role model. Only
in very esoteric settings doeé 6ne human individual train, or model for another
the full-blown, perfected liberation of cdnsciousness from mortaiity and finitude,
and these settings Belong to religious practice not to adult education practice as

it has been defined here.

Socia1>activist education

The fourth inductively deriQed function was referred to as education for

citizenship and‘included.two.clusters of terms; one which denoted an action
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(participation,.involvement, development, responsibility) and one which denoted
that in regard to which the action was taking place (civic life, society, politics,
economicé, community). In seeking to define the‘goal‘of this type of education
the modifier "spcial" seemed to be the most comprehensive. But while "soc¢ial”
issues may be as drastic as race riots, man-made environmental disasters and
police-enforced language policy, the terms "social participation” or "social
involvément" seem mild by comparison. "Civic" life has long since become out-
moded as an emotive éymbol. "Cdmmunity" posed the problem of denoting a common-~
ality which is elusive in our cosmopolitan nations, or which may only apply to
particular interest groups such as "the ecuﬁenical cbmmunity", "the environmental
community”, "the éspionage community”, or tqiéthnic and religious groups such as
"the Greek cdmmuﬂity", "the Sikh community”, "the Jewish community"”. That left
only the prosaic terms "political” and "economic”, but these seem to denote the
kinds of aciion which are fundamental to shaping the society that is shared by
all. Political and economic decisioneméking also indicate where education must
focus for the adult who wishes to learn how to engage éffectively in the decision-
making which affects him. As for an appropriate action term, "invol&ement" and
"development” were discarded as too vague. "Participatibﬁ” alone as a term was
unsatisfactory because its prevalence in the iitemture of.the 1950's emphasized
.too heavily the absorption of new people into the old system hokever inapprdpriafe
it might be. Histdry has overtaken that definition of participation as a satis-
factory political and economic ideal; the contemporary ideal seehs to be csntrolled
but extensive reform. Therefore the goal statement for this type éf education
needed to include the possibility not only of inflﬁencing particular decisions but
even of influencing the natufe of the decision-making procedure itself. The rather.
lengthy goél statement which resulted, "To enable active parficipation in socio-
economic decision-making” is shoitened in referenceé to ‘“education for social

activism”.
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The function fulfilled by education for social activism is the forming of

a realistic awareness of chieny 'This awareness is accomplished through a
cyclical process of raising the quality of critical thought about the social
environment, alternéted with raising the level of active influence on political
and economic dgcision-making. ‘The quality of critical thought is.deéérmined by
thé degree to which seif—determination is a predominant value within a social
being. Self-determination as a value opposes both the passivity of superficial
confidence and the passivity of despair regarding the decision makers of society.
The action phase of the cyciical Process pragmatically takes whatever resources
are at hand and in a considered social exferiment uses those resources to in-
fluence the problem situation. |

The domain of acfivity QultiVated by_the,agent isAprimarily sociai e#peri—
ment. As with affective learning of the interpersonal, aesthetic, or philosophic
sort where the activity must involve "a feéling tone"‘or an element of "acceptance
or rejection” to be valid, with this social activism type.of learning the educa-
tive activity must involve considered social experiment to be valid, rather than
remain in a strictly cognitive mode.

The converse of no action occurs if circumstances are perceived as very
pressing; in this case the learners may be tempted to take:prgcipitative action.
The agent's role is thus a dual one of "animator" when learning is circumvgnting
the immediate issue, and "decelerator" when impulsive action threétens the
learninngpportunity. Adults engaged in this type of learning experiencefan
"Us and Them" kind of relationship. This remains so even when the-learner is
engaged‘in relatively isolated action such as telephoning a provincial Méhber
of the legislative Assembly, or writing a letter to the editor, becausevaf these
tihes the le;rner is identifying himself with all others who might share his

opinion in contrast with those who don't.
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Simplification of the Attribute Space

The neit_procedural stage in constructive typology following a pragmatic
reduction to type of empirical uniformities is é simplification of thevattribute
space. The attribute space in this case has five categories, one for each-of
the dimensions of practice under consideration. Knowles identified five dimen-
sions of the field in which adult education operates (1964) and called them the
institutional, content, geographical, personnel and morphological dimensions.
For this study both the geographical and personnel elements were excluded since
in seeking out appropriate categories for the éttribute space the criterion
employed is the degree of theoretical'signifipance of the attribute. Theoretical
significance, in turn, rests upon the ability of an attribute category to further
discriminate between thé basic types of practice‘being developed. Neither the
geographical nor the personnel elements would alter the basic ‘range of goals in’
principle, .or the typeé of educational practice which serve thgse goals. The
"morphological dimension” (form of activity) was retained as the "methodology
dimension” in which ﬁéthods, techniques, obstacles to learning, and structuring
principles all contribute to shaping the final form of the activity. The con-
tent dimension was also retained in much the same form as Knowles defined it.
The institutional &imension he judged to be the most highly developed at the
time (1964:41) and the foundation upon which theifield was then 6rganized*in the
United‘Sfates. The evolving rationéle for institutional typologies is examined
in the location dimension of this study and quite a different focus eventually
is taken.from the one on which Knowles location dimension was based. Two. |
dimensions are added which Knowles did not single out: the evaluation éﬁd

clientele dimensions. Three constructed types.of education were developed around

developmental goals which ‘stand in contrast to the téchnical’goals,of conventional

o S
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instruction. Therefore it was necessary to search out principles and inétruments
foruevaluating achievement of those goals beyond the technically exact observable
indicators associated with behavioural objectives. As for clientele characteris-
tics, Knowles had subsumed learners and facilitators together under a personnel
dimension. Agént roles were excluded from the domain of this Study in part be-
caﬁse‘of the prbhibitivé size of fhe task, and in part because agent roles are
accessory to fundamental types of education which are distinguished from each
other on the basis of inherent qualities and chaiacteristics of learner develop-
ment. The theoretical significance of learner characteristics made it necessary
to look for those which were type-discriminating aﬁd those which ﬁere field-
pervasive. The five categories then which compfise the attribute space. of this
study are: program contents, educétional methodologies, evaluation_procedurés,”
clientele characteristics, and delivery locations.

For each category several statements were sought from handbooks and compen-
d1a of research which would be comprehensive of the range of practices in the
field. Where these were not available a large number of specialized studies
were examined in an attempt to represent adequateiy the full range of pbssibili-
ties in £hat categoiy. It was appareht in advance that descriptive inventories,:
arranged in alphabetical ordei, or according to some other internal rationalé,
would not offer clues to the selection of variables into types. It wasvthere4,:
fore necessary in each category to seek out guidelines for the selection of
variables from that category which combine appropriately with variables from the

other dimensions of practice.
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The content dimension of adult education practices

Over a period of almost 40 years descriptive studies of the content dimen—
sion of adult education programs have alternated betweeh_generalized critiques.
ofblarge programming areas, and descriptive reports of specific programs. For
example the 19?8 Canadian anthology, "Coming of Age" (Kidd & Selman) described
20 particular programs. The 1970 A.E.A. Handbook (Smith, Aker, & Kidd) critiqued
eight large‘programming areas. Johnstone and Rivera's 1965 studybieported on
participation in courses with 61 different types of subject matter. The 1960 ‘

'A.E.A. Handbook (Knowles) discussed fburteen broad programming areas, while the
1948 Handbook (Eiy) listed 32 specific. program descriptions.

ABut neither the shbrf—iist'nbr iong—list approach to depicting the rangevof
programmning content has been WhollyA successful because of methodological weak-
hess. This weakness stemmed not frqm the fluctuation.of focus between desérip—
tions at a gerieralized and at a specific_level, but from ambiguities in the terms
used to guide selection of data. In the 1970 A.E.A. Handbook for example, one

~chapter entitled "Curriculum and Content” in fact comparéd and contrasted not
these two terms, but the terms curriculum and program (Axford: 397,398) leaving
unresolved the several uses of the term "content”. |

Careful analysis of the content range available to an adult learner requires
terminology dn at-least three levels of generality; the activityAlevel, the insti-
tutionél level, and the cohmunity level. 'Dickinson (1979) -suggests that if

."program" and "course” are used to signify non-credentialling and creden%ialling
activities respectively; then "curriculum" may be used at the inétitutional
level to signify the full range .of eduéational offerings of that institution
including both its programs and courses. In accordance with these digtiﬁctions;
"course content” refers to a credentialling process in ﬁhich the range of what
is learned will be more or less obligatory in order to standardize the signifi-

cance of the certification; by the same token "program content” refers to a less
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formeliZed educational activity not aimed at certification in which the range
of what is learned is more or less optional and dependent upon negotiation
between the agent and learning group. "Content area” may also denote a portion'
of knowledge systematically stored in the disciplines, which changes only as
fast as the arts and sciences themselves are restructured. In marked contrast
both "course content” and "program content” refer to particular conflguratlons
of knowledge'draWn together for educationel purposes around a theme, issue or
problem, and these may chenge very rapidly in response to changing course or
program goals.

What remains to be clarifled are the relatlone among these three uses of
the term content" i) the content dimension of purlfled types of education;
ii) content areas of academlc'd;s01p11nes; and iii) the curriculum content of
actual programs and courses. These relationships are illustrated.in Figure 1

which_illustratee how a program of local history is being‘developed.'

. |"PURIFIED TYPES" OF - '| ACTUAL PROGRAMMING - DISCIPLINE

- {EDUCATTIONAL-CONTENT | - l . CONTENTS 1. . CONTENTS
: . Goal: To stimulate awareness Arts:
"}} Technical of the historical signi- -
- o ficance of local bldgs. -
B ' Objectives: . s
2. Interpersonal i - to develop a sense of 501enoes.o
Physical:

local identity

3. Self-actualizing 11 . s ' -

/////’f" iii - to stimulate willingness o
to pressure gov'ts to . Social: .

L. Social activist L, Freserve heritage bldgs.
| .

: - /—__— —HiS‘tOI‘y
learning tasks: . ' .

v~ larger historical context
of local events -

Fig.1 : Three Uses of the Term "Contents” in Education
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The general goal shown in the illusfxation‘is to stimulate ‘awareness of the
historical significance of local buiidings. So the background information will
| come from history. But how tﬁis information is to be handled‘depends on the
intended educational oﬁtcomes. Program participants are not éoing'to use the
information to pass a citizenship test sovit is not the information recall of
téchniCal practice that is intended. The general goal of "awareness” is a first
level outcomé_of the affective domain of objectives developed by'Krathwol, Bloom
and Masia (1964). The specific objective "to develop a sense of local identity"
és an affective objective belongs to the self-actualizing type of practice dev-
eloped in this taxonomy because it deals in personally significant meanings of
aesthetic objects. Yét a further course objectiVe "to develop a willingness tb
pressure governments for action"' would classify as a higher level outcome of -
the affective domain and belongs in the."social activist " iype of practice of
the taxonomy because it seeks to influence decisions which have been made in the
past- (in this case to neglect historical buildings), to.reverse.that decision
.and instead to get some appropriate action from the government bodies conqerned;
The significance for the curriculum déveloper is . that because these 6bj¢ctives
belong to different fypes of practice they will necessiﬁate significantly dif-
ferent methodologies. "Awareness"” requires only a mild interest from the learner
and supports what is essentially a cognitive objective; "willingness to.pressure
governments"” reguires commitﬁent and persistence and these only arise in a group
 when it becomes united by a conviction that something which matters to them is”
not going to happen‘unless they acf together. In that sense>the latter ébject-
ive is a community development objective. It becomes evident then that the
knowledge systematized in academic disciplines and the content dimension of
types of-pfactice ére both drawn upon to weave the{particular contenté bf
actual programs and courses. The disciplines systematize knowledgé areas and

their methodologies for discovery arnd verification; the types of practice
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systematize educational goals of adults and the methodologies both for moving
towa:d those goals, and for evaluating the degree.of achievement attained.v

Just as there may exist both direct, simple relations between the contents
of academic discipiines and course contents, or tangential, compound relations
betwen them, so too there‘ are several possible relations between the "purified
types” of content (those variables of the conténf dimension which characterize
each type of practice) and the actual contents of particular programs.

Flrstly, there may exist a simple 1:1 relation between the actual content of
a given program and the form of practlce used to develop it. For example, pro--
grams in mathematics, grammar, darkroom-photography, square dance; typing and tele-
vision repair,-may all be treated as straight technical competencies;’and.devei—
oped by'in§tfﬁdtionai;techniques. Parent effectiveness training, marriage enrich-
ment, and sensitivity éraining for nurses may all be treafed as straight inter-
personal relations and developed by interpersonal laboratory methods. Amateur
theatre, music appreciation, the democratic tradition, medical ethics, architec-
tu;e for human communities, and the pagan religions of Europe may all be treated
as education for intrinsic enjoyment and devéloped by the cOmplementary methods
of impression-reflection. And Programs in community health resources, sérvices
for the-elderly,~parent volunteers in school, and starfing your own food co-operative
‘may’all emerge from unsatisfactory local conditions and lead to expansion of citi-
zen‘influence in local institutions as is typical of social activisf education.

Secondly, program contents may combine two or more of the foﬁr bésig types
of practice. For e#ample, consumer education may combine technical énd activist
education. Adult basic education may combine technical and interpersonal educa-
“tion. Management training may combine technical and interpersonal educatipn;
Women's studies may combine technical, intefpersonal and social activist education.
Programslbn aging may combine interpersonal, self—éctualizing and recentlj, social

activist education. When these combinations occur, distinguishing between the



63

various ‘goals as typical of .one or the other type of practice is useful as a
guide to.selecting appropriate methods and techniques.

Lastly, programs with the same»name may be treated as either one type of
practice or another depending upon the educational purposes that the sponsor-
ing institution espouses. For example, home and family life education may be
treated as technical (household skills) or interpersonal (child care) education.
Higher education may be treated as technical (credentialling), or self-actualizing
(pleasure), or social activist (environmental studies) education. Intercultural
education may be self-actualizing (personal enrichment) or interpersonal (pre-
judice reduction) education. .

Thus content combinations as they are assembled for actual programs’ may
draw on purified types of content in three different ways. The latest A.E.A,.- .
U.S.A. Handbook to deal with adult education contents (Boone, Shearon, White,
and Associates,1980) is based on actual program contents as they have been
arranged for special groupings of adult learners. Boone says of this approaeh
that it produces "five thematic categories...[whieh] are not tidy, exhaustive,
‘or mutually exclusive” (4). 1In contrast, the purified types of content are
simple, precise, comprehensive, mutually exclnsive--and it is these which are
arrayed in the taxonomic matrix to represent the content dlmen31on of practlce.

The next dimension of practice to be examlned is the largest and most com-

plex -- that of educational methodology.

The methodology dimension of adult education practices

This dimension includes the selection of methods, a decision central to
program planning, and the selection of techniques, a decision centra1~te.the
structuring of learning activities. By inplieation it also includes seme refer-
ence to the facilitator's involvement in the learning activity --"but from the

outset of tnis study explicit treatment of agent activities, 'such-as
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i)_counselling, 1i) administration, iii) program flanning, iv) designing , .

v) managing; or vi) evaluating of activities, has had to be excluded or it would
expand each type of practice by at least six different agent roles. The method-
ology category also excludes specific reference to adaptation of media devices
and materials since these are dependent upon the particular goals, contents,
techniques, and learners involved; and are decided upon by the designer;manager
of the learning activity.

The problem of shopping list deseriptions that was evident in reviews of
Program contents arises again in the how-to descriptions of planning programs
and designing managing learning groups - which represenf,the agency and activity
levele ef adult education respectively, "The main elements of the program plan-
ning sequence, which are: 1) needs analysis of a censfituency, 2) goal eetting,
3) program design including ﬁethod selection and selection of complementary
administrative components, 4).program management, and 5) program evaluation,
are generally treated as though the process is uﬁiversally applicable. Cyril
Houle (1972:47) proposes seven stages of a "fundamental system” for educational
plamming which he illustrates with widely disparate casee. While it may be
possible that he has identified the prototypical elements of educational planning
and that his system can be stretched to accomodate even the eccentric phenomena
of social activist education, so that it comfrises the whole field of practice
-- this very comprehensiveness presents a new problem. The problem is how to
differentiate the methodologies employed'ih basic types of practice with e state-
meht so generalized that it subsumes all types of practice; Houle himself says
of his fundamental system that>its very breadth and comprehensiveness may make it
too'elaborate for easy and ready use (op. cit.: 224). Its usefulness in charac-
terizing the field as a whole will be diseussed following the four types, under
"Common Characteristics in all Adult Education Practices"f

Apps (1979) denies that Houle's system represents the field,:classing this
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approach with Tyler as a special form of educational englneerlﬁg whlch moves by
steps toward behavioral obJectlves based on learners' needs. Apps'contrasts this
approach both with Freire's social revolutionary approach to planning education,
and with the humanity—enhancing processes of liberal education as an approach to
educational planﬁing. This study recognlzes all these three - the instructional
approach ‘the social experiment, and the liberal values—clarlflcatlon approach to
education -- and also-acknowledges a fourth basic methodology in the interpersonal
laboratory approach. These four approaches to the selection of methods and
techniques are recognized as discriminators between types, while Houle's funda-
mental system of planning is treated as more or less common to all typeé of

educational practice.

=S

Hoyle also provided a set Major CArncoms oF EDUCATIONAL'

. . . DesicN SrruaTioNns
of eleven social situations i

INDIVIDUAL '

shown in Table?2) in which .
( ; , ) C-1 An individual designs an activity for himself
educational programs may be C-2  An individual or'a group desxgm an activity for another in- - -
' dividual .
Planned. While these give 'GROUP

‘some indication of the variety| C3 A group (with or without a continuing leader) designs an -
activity for itself

of social dynamics which may | C4 A teacher or group of teachers designs an activity for, and |
. . .often with, a group of students '
be at work in the planning G5 A committee designs an activity for a larger group

. : T : design an activity which will enhance |
situation, and thereby suggest cé mg:&ﬁdg;o;p’ es’f?mce v

some agent functions in each, : INSTITUTION

. . . G-7 A new institution is designed
the categories do not in any » e e . e e
: C-8 An institution designs an activity in a new format )
way influence the essential C-9 An institution designs a new activity in an established format
C-10 Two or more institutions design an acuwty which wxll en-
' hance their combined programs of service

dependence of technique and

l
method selection upon the type' MASS ' 5‘

3

3 C11 An individual, group, or institution dwgm an actmty for s
' _mass audxence _ e e .:»_«_,i

of iea.rning outcome being

Lo y p—

planned for particular- learners.: Table 25 (Houle, 1972 44)

Essentially methods ‘are institutional formats for contacting learners.
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They mediate between clients, general goals, and resources; whereas tephniques,,
being structured activities fér engaging the learner with a learning task, medi-
ate between clients, specific objectives, and particular contents.

Methods were described by Verner and Booth in 1964 as the ways in which
the learners afe organized in order to conduct the educational activifies. They
were joined by other writers in classifying correspondence, apprenticeéhip and
programmed instruction as "individual methods”, and courses, discussion groups,
~workshops, clinics, and conferences as "group methods". But  they were virtually
the only.f%ﬁes to define a fhird catégory of methods in which community devel-
opment-is the only item. Whereas ihdividual‘and group methods are ways in
which learners are qrganized'to conduct educational actiyifies, to say so ‘of
community development would be to use the goal td*reach‘theAmeans. Community
development is a process in which educational activity intersects with the poli-
tical, cﬁlturalvand economic activity of a society. Such adult programming
is a means to an end which lies beyond the educational event itself in both
place and time. So community dévelopment is not categorized in this study as
an educational method, but a goal of humah community tbward whiéh educational
Practices contribute.

However, even reviewing only those adult education ﬁethcds for iﬁdividuals
and fof groups‘is still a matter of trying to intuit the layout of the forest |
by reading a list of the names of each tree. There is no conceptual structure
Ey which one may array methods with contents, with techniques, with clieﬂteles,
with purposes. No overview brings them all togethef in order to understand the
field as a whole and in its subfields.

Techniques have sometimes been cla;sified like methods by the social.unit
of application. -Bagford, Jonésg and Wallen (1976 ) divided techniques into stra-
tegieslfor individualization, for small groups and for large groups; but still

found it necessary to include a category of "special use" strategies. The
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"special use” category seems to be an indirect reference to learning outcomes
which Verner and Booth used to distinggiShfbetween-techniques for acquiring
knowledge or skills, and techniques for applying.knowledge. But.some elementv
of knowledge is pervasive in all learning so if does no£ distihguish sﬁb-fields,
and "skills"” is such a.heterogenéouscategory it can subsume parenting, car
repair, and successful financial investment, the learning of which would clearly
necessitate different sorts of techniques. To compare techniques in detail
Verner ‘and- Booth used a passive-active contrast (simila.r to the acquisition-
application dichotomy)arreyed against degrees of abstraction. But of the 25
categories thus created structurally, only 13 held examples; and of the 12 ‘
.remaining, five ﬁefedesignated "logically impossible"‘(Verner,l96é:22). A texon—
omy with clessifications which are logically imp6ssible would seem to be very
awkwardly structured and of limited utility.

However lacking this sort of classification'may be, some authors knowledg-
able on the subject of educational techniques attempted no organization of them .
at all beyond alphabetical ordering. Bergevin, Morris, and Smith (1963) for
example list fourteen techniques this way discussing each authoritatively
.includiné in its description a checklist of questions for deciding whether
or not to use it.'and an evaluation instrumenf to follow its implementation.
The instruments help tie the techniques to‘intended outcomes and to evaiuation :
practices. But since no structure of either outcomes or evaluation practices

is offered there is little advance in systemétiZation.

Knowles (1970:292,293). prepared one bibliography on techniques which
he attempted to airange in a typology apparently drawn‘up according to.the
various management abilities.required of the agent-facilitator. The 40 tech-
niques listed were grouped under the classifications of; presentationjtechniques,
audience participation techniques for large groups, diseussion techniques for

small groups; simulation techniques, T-group sensitivity training; non-verbal
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exercises, and.skil}Imactice exercisés, drill, and coaching. \While this list
communicates the scope of techniques it does not identify their.place in rela-
tion to other dimensions of practice. Knowles did create (1970':294) a useful
inventory of teéhniques aligned with six types of behavioural outcome} know- -
ledge, understanding, skills, attitudes, values, and interests. At the level
of micro-instructional outcomes this matching of appropriate techniques has
some practicai value. But since learning outcomes like knowledge, skill, and
attifude often appear together in programs of very different tyﬁes like garden-»
ing, renaissance vocal music, and civii liberties activism, an array of techni-
ques bj micro-learning outcomes is not practical for the task of identifying
complex types of adult éducafion practice.

The key to analyzing the hethodology dimension is that methods and techni-
ques of learning align‘with basic kinds of learning outcomes--and since these
havé been conceptualized already through the goal-function defihitions and the
ﬁnified types of content, selections can be made from this methodologybdimen-
sion to align appropriately with each type of practice. Methods and techniques
can be and often are applied;unsuccessfully.towafd.gOals for which they are inef-
fectual. But a matrix headed with a concepfﬁal structure of highly differen-
tiated types can separate methods and techniques into groups according to a cri-
terion of appropriateness with regard to the essential educationai goal of the

type of practice. Closely allied to the methodology dimension is the basis of

evaluation of educational experiences. This dimension is examined next.

The evaluation dimension of adult education practices

There is a considerable body of literature on activities such as: testing,
: estimating, predicting, assessing achievement, evaluating, judging, and decision-
making. These activities are undertaken with an eye to criteria like objecti-

vity, practicality, reliability, validity and accountability. In the last 20
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years this dimension of educational practice has developed at an unprecedented
rate. It should not be surprising therefore that conceptuai consolidation of
.this area is ineomplete and that praetitioner«applieation of the skille involved
is still less than might be desirable.

This present investigation will not deal with data collection which is used‘ "
te test hypotheees. That is the function of research, pefformed by the academic
researcher. Instead, it explores the function of data coliection before, during
and followiné an educational activity, which is done for decision-making regard-
ing future priorities and guidelines, and for accountability on the fart of the
practitioner with respect to the criteria previously established for a program
 just completed. '

Any conceptual framework of evaluation is likely to include. eight elements.
Evaluation may focus at the level of individuals, programs or institﬁtions, on
such objects as pereonnel, learners, materials, climates, techniques, ideas,
facilities, and on the evaluations themselves. Its temporal perspective may be
anticipatory, formative, sﬁmmative, or follow-up. Its purpose may be for deci-
sion-making or‘for accountability. 'Eialuation hay take place in a natural of
controlled-stimuli setting. The agents who conduct the evaluation may be inter-
nal to‘the'educational{activity under consideration, or external to it. They
may collect descriptive..and ‘ Judgmental ég}g,_and even at the program or in-
stitution level use norm;referenced andffeiafiie etenderds,‘ancriterien-

" referenced, absolute standards.

There are many versions of the procedural sequence which evaluation involves.
Stufflebeam (19?5:11) divideelthe sequenee into "three basic stages” for
1) delineating, 2) ebtaining, and 3) applying evaluative data. These can be
enlarged ubOn with a nine-step sequence fhat details the procedure,eJ;For
example,the first basic stage of delineating the kind of data to be sought can

be viewed as involving the following three stepss
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Translate values into goals: Decisions are not inherent in data; decisions

are taken about data on the basis of some point of reference which stands
outside the data. For educators those points of reference are values they
hold regarding people/learning/society/life/death/ and the universe, values

which impinge on educational practice and in some sense become goals either

" as learning outcomes for the student, or as process guidelines for the

-teacher.

Operationalize goals into objgctives: How.will the learner know he under-

stands the concept of evolution, or how will the teacher know he is provid-

ing freedom to learn unless the general goals are analyzed into observable

indicators? Objectives are a way of stating those externally observable

indicators.

Set achievement standards for objectives: Kibler's "behavioral objectives”

includé standards as part .of their definition.l'Dickinson(1973:51) however

. points out that for some purposes an "information objective" which contains

 .only the action verb and the product is sufficient. Standards will specify

which attributes are necessary for the action or product to be necessary for

the action or product to be considered as fulfilling the objective.

The second basic.phase of obtaining data, ‘which is dominated by technical

considerations, can be subdivided into the following three steps:

Ly

Develop an instrument: An instrument-is a written set of observation pdintsm

or items which have been constructed to provide valid and reliable evidence
of the degree to which the objective has been met. Instruments include con-
tent tests, interview schedules, questionnaires, opinionaires, and observa-

tion sheets for rating motor skills, interpersonal skills, or procedural

simulations.

Collect data: Timing is important since there may be observation points

such as expectations prior to<entry; pre-test on objectives prior to treat-
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ment, retention fﬁo days later, or transfer six weeks later, which must be
tested on a precise date. Of course, no data can be collected without get;
ting access to the subject population byigaining clearance from administra-
tofs, instructofs and the participants themselves. Completion of thé evélua—

‘,tion’instruments'may also hinge on adequate instructions to the participants,
or training for observers or interviewers. |

6. Analyze data: A collection of bits of information must be systematized or

organized into summary statements or formulations before it can éonveniently
be used in making.judgmehts. Data may be "eyeballed” or surveyed at a glance
for central tendencies, diStributibns and deviations. With normative-achieve—
ment evaluations the data may be sfatistically aﬁaiyzed to determine mean,
median and modal scores or ratings, the standard deviation, or the standard
score and then reported ;n terms of rank, percentile standing or;étaniﬁes.

The final analyzing phase may involve ali three of the foliowing steps.

7+ Interpret results: This is where the "valuing” takes place, where the res-

ults of data analysis are judged, and decisioné are made regarding the stan-
dards, expectations or criteria which will be set -for :future prograns.
This is also the phase where accountability is made with respect to criteria

which were already set.

. 8. Report the conclusions: Appropriate reporting may include superiors'or those

who commissioned the evaluation, feilow staff, participant learners, poten-

tial participants, the general public.

9.  Audit the evaluation: This is sometimes called the meta-evaluation, or
judgment made about the'ﬁrocess of the primary evalpation, and completes a
common procedural‘geqﬁehée which typifies adult education generally.

*The thfee main levels of evaluation aie the individual, the program, and
the institution. Since the;procedural sequénceffrdvides né discriminators betweén

types of practice it may be that the levels of aggregation at which evaluation
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takes place will offer some clue to distinguishing between types. It is possible
‘to run an affect assessment on institutions to evaluate the impact that they

are having on clients' attitudes and.values with regard to learning. The gen-
eralvapproach would seem to apply throughont the field, and any special adapta-
tions which may develop between types of practice are not yet in evidence. So
this level does not seem to offer type discriminators. Similarly with program
evaluation, where Stufflebeam (1975) offered an excellent model that brought
formative and summative perspectives to bear on four key variables of program{
goal, design, process and product outcomes. The approach is so successful as a
comprehens1ve statement that once again what results are prinCiples which seem to -
be field—perva51ve rather than type-discriminators.

A great advance was made in the evaluation of individual achievement,fhrough
the development of behavioural or performance objectives. But they are best suited
to expressing closed, precisely defined, externally observable changes in behe€~
iour; not all learning is captured by their "objective"” indicators. In the cases
'of interpersonal, self—actualizing; and social activist outcomes, the subjective
sense of having cnanged mey be at least as significant as objective measures of
change. Therefore discriminating among types of.educational,practice through
the evaluation dimension involves Primarily examining the relative emphasis that
is placed on objective and subjective measures of learner achievement. 1In the
clientele dimension which follows discrlminators are sought among learner charac—A

teristics which lead to understanding of learner selection of type—goals.

The clientele dimension of adult education practices

Discriminating dmongvtypes ofveducational practice through the clientele
dimension should reveal what kind of learner characteristics will lead learners
to select one type of developmental direction rather than another. Literature

on the adult learner tends to cluster into themes which overlap. Forced apart
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these clusters would be: a) general theories of adult personality; b) psycho-
social theories of aging; c) theories of adult learning; and d4) research related

to participation in educational activities.

General theories of adult personality:
Among the psychologists most frequently quoted by adult educators are:
Allport (1955), Erikson (195031968), Maslow (1954;1968), and Rogers (1951;1961).
While the works of these authors may tell us.something about the general d&na-
mics of the adult personality, the developments they describe seem to occur in
highly idiosyncratié patterns and at best offer educators a back-drop té otherv.
elements more significant for educational planning and design. Some other
personality researchers focus on behavioral motivators. Murray (1953),
Afkinson (1966), and McClelland (1968) have explored the need for achievement
and contraéted it with a need for affiliation. However, these and 6£her notiv-
ators like prestige, power, and curiousity probably tell us at least as much
~about job-related and social or community-relaied activity as they do about
educational activity. Where such generalized motivators most productively
overlap with education research is more likely fo be in the area of learning
behaviours and the front-liné view from the classroom, than in the long
perspective needed to see this field of practice as a whole domain and in
its subfields. Thereforelas a key to field overview of the clienteles of ;,

-

adult education, personality theory is not very useful.
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Psycho-social theories of aging: |

Psycho-social 1ifespan research begun in 1935 with the work of Charlotte
Buhler has been contributed to through the creative or consolidative works of
Overstreet (1949), Peck (1956), McClusky (1964), Neugarten (1968;1976), Havighurst
(1972), Bevinson (1974), Knox (1977), and McCoy(1977) among others. Undoubtedly
lifespan theory has the ﬁotential to guide many aspects of social practice, but
it becomes most useful to educators as suggested by Huberman (1973) when the rough
outlines of developmentai stages spin-off well defined developmental tasks which
are amenable to an educational responée. This translation into educational terms
of reference rarely takes place, with the notable exception of Vivian McCoy's
(1977) work which is included in Appendix A ; Beyond these particular implications
the educator is left to make sketchy assumptions about the impact of lifespan

theory on the clientele component of his field of practice.

Théories of adult iéarning:

The work of learning theorists like Hull (1943), Hebb (1949), Skinner (1953;
1958), Brunner (1961), Gagne (1965), Bandura (1965), and Ausubel (1968) is largely
regarded as telling us more about how to proceed toward certain kinds of learning
outcomes than how to engage with adult learners as people. Those who emphasize
the human relationship in learning, Rogers (1967). and Knowles (1970;1973), in
particular, do not seem to see sub-types among adult learners and therefore do not
.offer any guide to differentiations in the érray of clienteles in the field. 'The
concepts of "fluid" and "crystalized” intelligence?unnagiveﬁ some insight into the
learning behaviours of younger and older adults respectively(Horn.&LCatt911.1967)-
A second distinction between adult learners on the basis of their motivations f&r
learning, and therefore one would infer in the learning behaviours, was made by
Cyril Houle“inW1961. He claimed that very active adult learners seemed to have

motivatiohs with an emphasis on elther external goals, or social activity, or
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love of 1éarning. A subsequént line of research was developed by Sheffield
(1964) and Burgess (1971). Boshier (1971;1973;1977)experimented with the range
of motivaiional orientations-as six, then regrouped them into a life-space/
life-chance dichotomy after the more general deficiency/growth dichotomy devel-
oped by Maslow(1954). Not only do dichotomies of this sort seem to have predic-.
tive power for the kinds of external reward or internal satisfaction to which
learners respond in cl;ss, they also have been used to expléin two phenomena

of participation in adult education.

Participasion research in adult education:
Patterns of participation can be studied at four different levels (the

personal, institutional, community, or societal levels) and in two different

.ways (either in terms of rate or direction of participation). Rate of partici-
pation.éonsiders three phepomena; "either&or""(Does'X participate or not, and in
eithér caée, why?); "lifespan consistency" (Does X participate more or less con-
tinuously or only sporadicaliy. and in either case, why?); and “completion/
drop-out"” phenomené. Direction of participation refers to the types of sgbject
matter and methods of relating to educative assistance for which people express
a preference. Verner and Neylan (1966) established that extended duration of a
course can contribute to drop-out. But Boshier's research with life-space/1ife-
chance educafional motivations provides a more complete.pictuie when it éuggests
that‘life-changers are more susceptible to a condition of "incongruence"” Qithin
themselves and with their educational environment and consequently tend more to
drop-out in the short run of a single course than life-spacers. Life-chancers
also seek a condition of "homeostasis" or reduction of external stress and there-
fore over a 1ifetime participate sporadically only as external'éohditions re-
~quire them to. Life-spacers in contrast expérience congruence and tend to com-

Plete in the short run; and over a lifespan seek "heterostasis" or the unusual
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_and stimulating so they participate in new activities on a regular bﬁsis.

While participation rate studies examine differences between repeater-
completer participants and sporadic-dropout participanfs, they do not compare
partiéipants with non-participants (McKinnon,1977:6). Furthermore, treatments
of ﬁhe "either-or" phenomena include both ihose factors which provide an impetus
fowarﬁ participation and those which pose a barrier to it. Pattyson (1961) noted
the potential for the timing of a course by day-of-the-week to pose a barriér to
participation, while Anderson an& Niemi (1969) identified inappropriate (ie:
impersonal) forms of information communication to the lowerflpwer soclo-economic
group of clienfele as a significant barrier to participation. Johnson and o
Riyera's exceptional 1965 survey which gathered data on nearly 25,000 adults
provided:great deal of impetus and barrier information and processed it by means‘.
of 214 tables of bievariate anﬁlysis. They reported that éz%'of those Americans
polled participatednin at least one educational activity thét year, that age
and schooling were the most significant 1ndépendent variables, and that the av--
erage participant wasas likely to be female as male, was under 40, had highschool
completion or better, an above average income, was marriedvand had'childreh; agd
vas probably 1iving in a suburb. They also reported that the most s1gnificant
barriers identified were insufficient time, money and energy. But the study did
not bring client variables together iith-other:varisbles.of practice in complete |
configurations.. Hhiler (1967) accomodated both the impetus and btarrier aspects -
in his'force field analysis of participation, and McKinnon's advocacy of applying
the adoﬁtion-of-innbvations model to participation in adulf education offers at
least the possibility of bringing impetus and barrier factqrs together in a com-
prehensive formula with real predictive power.

‘ None of the gggg phenomena in themsel?es provide the kind of fiéld over-
'view.SOught in this study unlessthéy.are.tied fo the directional component of

participation mentioned earlier, i.e.: subject matter studied and method of
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-.learning preferred. Johnstone and Rivera (1965) correlated each of seven factors
separately with the type of subject mgtter studied: methods (56); institutions
(64);‘sex, age, education level (80); life cycle stage (94); and reasons or motives
for participation (146). But at most only two factors at a time (eg. levels of
education aﬁd types of community) were brought into correlation.statements with
a reduced array of subject matter (113). Johnstone and Rivera also presented
evidence that younger persons' studies are more job—reiated andvolder‘persons'
studies are less utilitarian.

Educational gerontology continues to pursue the details of educational
interests over the lifespan as illustrated by McCoy's table of life cycle tasks
and continuing education responses which &s shown in Appendix A . All such life-
span studies match the range of practices as dependent variable to learner 1life-
span as thg independent wariable. But to understand basic types of practice
requires seeing learner characteristics as dependent variables which align with
some type of practice as independent variable because of its inherent develop-
mental goal. .

It is evident that large numbers of North Americans are engaged in educa-
tional activities andbthat central téndencies of this populafion are known. The
driving and restraining forces at work'on non-participants‘are also_partiaily |
understood. and these forces have implications for the outreach service that is
rquired to enable participation. However this present study is interested in
clientele factofs which will indicate a successful ma£¢h between the learAer
and the developmental.direction facilitated by a type of‘educational practice.
Complex correlations of participants’ demographic/socio-econbmic/ecological/
persbnal/and situafional characteristics with type of education have not been
made. Johnstone and Rivéra.(1965) for example, brought one socio-econohicvfactor
(leveliof education) and one ecological factor (type of community) into correlation

statements with an array of subject matters studied. But highly complex
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.correlations may not be necessary. It may prove that situational characteristics
'aré a more reliable indicator of goodness of fit io educational direction thanAany
other kind of clientele factor including the personal factors on which many parti-
cipati§n studies have been based. This study assﬁmes that since education is a
purpésive, directional activity the essential variable in educational aétivity

is gbals - the broadly stated learning outcomes being pursued. This study also
assumes that technical, interpersonal, self-actualiéing, and social activist goals
will be chosen by people not primarily because of their age, income, or place of
residence, but according to situational characteristics which make that type of
goal a developmental priority fof that learner at that time. It is felt that

contingency orientations, not personal orientations, will affort reliable guide-

lines to the practitioner for structuring educational environments that help
learners reach appropriate goals. Some support for this assumption that.specific
circumstances have a stronger correlation to actions than géne;aliged personal
-orientations is found in the research of Apel (1966) where educators' attitudes
were found to be more dependent upon their expectations regarding the effect of
a specific change than upon any predisposition toward change in general (op. cit:

124).

The location dimension of adult education

In 1947 a line of research and analysis was initiated by Cyril Houle into
the.grouping of agénties in which adult éduéation activities take place._ihis
four categories were based upon an examination of the original purposes for
which thelagencies had been created. These were adapted slightly and reported

by Edmund de S. Brumner (1959:123) as shown in Figure 2 .
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1. Agencies developed primarily for the education of adults
such as university and agrlcultural extension and
correspondence schools.

2. Agencies developed for the education of children and
youth, such as public schools, which out of a sense of
the need have developed programs of adult educationg
this includes parent-teacher associations and colleges.

3. Institutions developed to serve the the whole community
in specific ways which have expanded their original pro-
grams to include adult education,such as libraries,
museums, and social settlements.

L. Agencies and institutions founded for noneducational
purpeses that have undertaken adult education in order
to strengthen their major programs and to do their job
better. Among these are labor unions, churches, coopera-
tives, business organizations and the agencies of health.
welfare and recreation.

Figure2 : Sponsors of adult education
(Brunner,1959:123)

Knowles (1964) deleted universities from adult ageﬁqies and added proprietary
échools, and independent and reéidéntial centreé; To "whole community" agencies
he added government agencies, and health and weifare agencies. To ﬂnoneducational"
agencies he added the mass media and voluntary associations. Although these
three authors seem to preserve four categories as recognizably the same, the
criteria for categorization are never ¢learly established. If T-III is ‘to serve
the whole community one would expect it to be contrasted by T-IV serving a spe-
cial segment as the contrast of a library and a labour union would suggest
(ignoring for the moment that only a smali fraction of a community makes‘use of
its library). If T-III serves the whole community then-why didn't Knowles place
mass media there? If T-III is educational to contrast T-IV as noneducational
they why did Houle'place soclal settlements in T-III7?

Moving away from the indicator of oriéinal purpose, three typologies of
ihstitutional sponsors were developed on the basis of dominance of the adult edu-

cation purpose. It is possible that "institutional clout” was the essential
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ingrédient in the original-ﬁurpose typologies; at any rate, dominance of the

adult education function became the explicit indicator. Verner and Booth (1962)
spoke’of_adult.education as: i) the primary function, ii) an extehsion of the
primary function, and iii) a means to achieve some ‘noneducational funétion.

In effect they collapsed the old T-III (whole community institutiéns) and T-IV
(other goals) into this third category -- noneducational functions. Schroeder
(1970) retained four categories based on the dominance of the adult education
function in the sponsoring institution suggesting that it could be: 1) the central
function, 2) the secondary function, 3) an allied function, or 4) a subordinate
function. In 1970, Griffith reported a new typology by Houle which used both
the dominance.indicator and the educational-noneducational distinction. This

set of cléssifications considered that in institutions which were primarily edu-~
cational adult education could be the dominant, coordihate or subordinate func-
tion} and that in institutions.which were only partly educational it could only

be a coordinate or subordinate function. wThus.there»were in all .six weil—known'“
classifications of institutional sponsors based on the nature of the institutional
pﬁrpose: Houle's (1947), Brunner's (1959), Knowles"(1964>, Verner énd Booth's
(1962), Schroeder's (1970) and Houle's (Griffith,1970).

" Another approach entirély from the cross-sectional classification approach
was taken by Griffith (1963) with a five-stage growth model for adult education
institutions. But the study of instifutions at different points in their develop-
ment did not seem to lead to productive influence over their educative function
any more than the classification by purpose had. Griffith reported. "Even though
it is possible to classify an institution of adult education on the basis of the
relative 1mportance of adult education in the priority listing of educational
objectives or on the basis of its stage of development, neither of the approaches

affordsiany appreciable power of prediction" (1970:176).



81

If predictive power is lacking in the iesultsvof thesetexaminations the
question arises why were they undertaken in the first place.‘ ¥hy distinguish
institutions on the basis of either the temporal or functional primacy of adult
education within them? The answer seems to be thaf primacy means inétitutional
iﬁfluence over policy, funding and other forms of internal decision making --
ail of which would be useful for the administrators who are involved to under-
étgnd. But the érimacy of function does not indicate a thing about the type of
adult education practiced in'those locations, only about the administrative
support to practiceQ

Pgrhaps the focus on institutions aé such is not quite the right one to
take if the purpose is to use the location dimension to gain either insight or
predictive contfol over the educational practice that takes place. To focus
on the host agency which sponsors activities submerges the characteristics of
adult education practices as phenomena in their own right. It obscures the de-
finition of this particular field and forégoes a distinction between aéencies on
the basis of their place within branches of adult education, in order to calibrate
degrees in the margin between this activity and other activities of the sponsor-
ing agency. Perhaps this is misplaced effort. Surely those engaged &n other
social practices will tell us how marginal we are to them; what we need to know
is where do they fit into our purposes.

Schroeder's 1980 typology shifted the focus from host institutions which
sponsoxr adult education activities (perhaps a financial emphasis), to providers
of adult education in the sense 6f managing its delivery. His typology of pro-
viders had a traditional grouping of institutional agencies (autonomous adult
education agencies, youth education agencies, community service agencies, special
interest agencies), as well as voluntary agencies (pressure groups, service clubs,

mutual benefit societies; professional associations) and two kinds of individual
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agents (entrepreneuriel and volunteef). Again the question can be asked, why
are these distinctions being made? If the location of an activity is a special
interest agency what does it matter to the nature of practice if it's an insti-
tutional agency” or a "voluntary agency"? What difference does it make if the
.Provider is an agent under contract to an agency or an agentlworking for himself?
Perhaps,i in~the way that institutional influence may have been the essential
factor in the goal-primacy typologies, agent-learner interactions may be the
essential factor in the broader-cast providers typology. If type;of-provider
affects the kind of agent-learner negotiatiens which are possible, this would
very much influence the resulting educational practice.

Schroeder evidently thought the nature of the social systéem in effect was
influential enough to merit defining 16 different "patterns of decision control-
orientation” looking at combinations of agent and client control over macro and
micro-decisions., However sixteen separate formulas for social systems is an
unwieldy number to work with when it hasn't yet been established that this is
the critical element of the location dimension to examine.

For a third time the question can be asked why bother to examine where the
educational activity takes place at all? And the answer seems to be that where
the educational activity takes place determines the environment -- in its physical
social and psychological aspects -- which can either promote or obstrnct the
achievement of educational goals. Some research has been undertaken on the
physical (Becker:1960), social (Boshier.l9?3,_l9??§‘ and Clarke,1980) and
administrative (Schroeder, 1980) aspects of the learning environment. But in
comparison to methodology for example, which>has received a good deal of atten-,
tion, the educative environment has yet to come under scrutiny proportionate to

its potential to make or break an adult's learning success.
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A Model of Formal Relationships between Elements:
the Types, the Dimensions, the Core

The set of six diagréms which follows provides a visual representatibn of
the four types of practice, denoting both the common characteristics and the
variations of each of the five aspects of practice. Each diagram simply em-
phasizes a different way of using the model to focus on some limited section of
the field of practice at a time. But the diagrams do provide more than an illus-
trated review of the taxonomic matrix because the matrix is limited by its two
dimensions. In evoking three dimensions the diagrams are able to demonstrate -«
certain structural relations among the various observational categories and con-
ceptual classifications. This set of structural relations constitutes a model
of adult education practice which illustrates both those definitive character-
istics which establish the boundaries between this domain and other forms of
social practice, and those particular sets of characteristics which distinguish
within the domain four types of practice operating in distinctive and complemen-
tary ways.

These four types of practice are formal, constructed types but they bear
certain qualities in common with Cyril Houle's informally constructed types of
learner orientations to learning. Houle based his types on an examination of
those learners who exhibited certain qualities "to the highest degree" (1972:10).
The four types of practice defined in this study are based on an examination of
programs, institutions and careers which evidenced the "most highly differentiated
cases" of adult education practice, looking for the most eccentric features, as
though the incidents of practice had been subjected to centrifugal forces of
analysis. At the samé tiﬁe,thosé most essentlal or central features of practice
were being sought as though cases were being Subjected to centripetai forces of

analysis. Houle selected the features of his three types of orientation from
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the most "conspicuous cases" (op. cit.:13), those which seemed to be "exemplars",
to epitomize_distinctive qualities. He reported.two ways by which he idéntified
these conspicuous cases. The first way was to examine those that were "perceived
by others" as exhibiting distinctive characteristics (op. cit:15). In this
present study practitioner disclaimers about some goals, curriculunm contents,
techniques, or modes of evaluation were taken as valuable indicators of a dis-
tinctive type of practice, because they were being disowned by practitioners who
epitomized another type of practice. The second way Houle used to identify
“conspicuous cases" was to rely on the self-perception of learners who felt
“they had the same basic ways of thinking about the process in which they were
engaged" (op. cit.:15). In this study two types of self-perception have been

used speculatively to identify types of practice. The first is practitioner

self-perception: what do evidently dissimilar practitioners say to themselves
regarding the goal of adult education, the way one should relate to adult
learners, structure their learning experiences and evaluate thelr progress? .
These practitioner self-perceptions were matched with learner self-percebtions
'focused on what various learning situations feel 1ikeAto the learner. Non-
negotiable technical objecfives produce a "me and it" kind of relationship
between the learner and the learning with which he is engaged; intérpersonal
-learning produces a unique "you and I" kind of relationship; self-actualiéing
education that reaches to limitless horizons produces an "I and Thou! kind of
relationship; and social activist learniné, where the values of a_primary group
are found to be in conflict with the values of another group, results in an "us
and them” kind of learning experience which them seeks out a larger sense of "g?".
Houle warned that'adult‘educators would not find a single neat interpreta-
tion of the adult learner (op. cit.:53). This present study is also based on the
conviction that trying to find a single neat interpretatién of the field through

central tendencies only produces indeterminate general statements about each of
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the dimensions of practice and provides no clear depiction of the field for its

personnel.,

Rather, in specification of the major variations of practice lies

hope of advances in understanding of adult education. The diagrams which follow

depict subsections of the domain and provide for'grégfer rigor in the consolida-

tion and planning of further research than exists when boundaries on a domain

One dimension of practice
the core of adult education

Diag.i:
at

PR

Diag-2'= Six dimensions of practice
at the core of adult education

of a single profession.

are left unspecified.

Diag.l provides a view of the central

characteristics of one dimension of -+
practice. It could for example, be the
clientele dimensidn. - Certain aspects of
personality theory, lifespan theory,
forcefield analysis of participation and
so on have uniform application in all
four types of practice. As such they
provide no discrimination between'typés
of clientele but rather they.provideba

conceptual base for all adult clienteles.

Diag 2 illustrates the central character

of adult education practices. It shows

~ that each of the six dimensions have

some characteristics .which are uniform

throughout the.field and thus may be con--

sidered .the core, definitive ones. Taken

- together these central characteristics

provide the basis for the ethic and ethos
This particular

~~ configuration is an abstraction and is

never found embodied in concrete prac-

tices as the four types are. But it
does provide a stable conceptual centre
from which each of the four types of.

practice builds a ﬁariation,
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Diag. 3 : One dimension of a branch of
practice showing core & unique variables

Diag .4 : One dimension of practice as

it varies across the field

Diag. 3 shows one dimension of a branch

of practice.including both its unique

_ characteristics and those it draws from

the core. If for example, this were the
methqdoiogy dimension of social activist
_practice it would be found that field
.trips and group discussion techniques
which are also used in other types of
préctice have their applicatioh here as
well. These core variables provide the
centripetal force to counteract the di-
vergence of types of practice toward
separate professions. Unique variables

of a branch are discussed in Diag. 3.

Diag. 4 shows one dimension of practice
in its full range of variations across
the field.

sion this would demonstrate that there

If it were the goal dimen-

are four distinct developmental direc-
tions attributed to adult education, but
despite their dissimilarities they are
all anchored in certain developmental
principles that may be considered common
goals. For example, no type of practice
would espouse the goal of making the
learner more dependent on the agent.
This focus is one way to plan the devel-
opment of professional competencies --
eg. specialiiing in all types of evalu-

ation.
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Diage 5 : One dimension of a branch of

practice showing unique variables only

e

[
|

t
- S ey I e r—
s e -

t

Diag « 6 : All six dimensions of a
branch of practice including their

core and unique variables

Diag. 5 emphasizes the variables of a
dimension which are unique té one
branch of practice only. For example,
in the social activist type, in the
methodology dimension "creation of a
larger nucleus” is a valuable technique
which is critical to this branch of
pracfice and unheard of in others. In
the location dimension of this branch,
unlike any other, inconvenient and un-
comfortable locations may be the most

appropriate.

Diag . 6 shows the complete configuration
of a branch of practice including its
core and unique variables in all six di-
mensions of practice. A graduate school
course on '"social acti?ist education”
or "interpersonal education” would give
a comprehensive treatment to all dimen-
sions which form that complex practice.
Treating them as a whole and distinct
entity makes it possible to convey the
ethic and efhéé of a branch of practice,
and prepare the practitioner to give
specialized sérvice by an immersion study

of this branch alone.
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CHAPTER V

FINDINGS PART II: SYNTHESIS
OF THE VARIABLES WITHIN EACH TYPE

In the synthesis phase of findings the results of analyzing sets of gdal——
function statements for their essential qualities are brought together with
selected-vafiables from the remaining five dimensions of practice. The defini-
tion of each ﬁy;e guided the selection of variables from each of the dimensions
to form a co?erent, internally unified configuration of attributes of a type of
practice, making it as highly differentiated'from the other three types as
possible. In the process some variables were identified which appeared to be
pervasive of the field. In a few instances these variables were concrete spgci-
fics - as with "public schools" which may act as a providing location for any oné
or all four of the types of practice. More frequently the definitive characterQ
‘ istics were principle# or criteria derived from each category of the attribute
space, and from the goal-function definitions. |

In this chapter the taxonomic matrix is presented which itemizes variables
selected from each category of the attributé space and aligns them with a defined
goal-function. Then each configuration of items so aligned is reviewed in turn
with a more in-depth examination of the rationale which unifies the type. The
chapter concludes with a brief 16ok at the common characteristics which were

found to be present in virtually all adult education practices.
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Presentation of the Taxonomic Matrix

After the definition of type classifications-according to their goal and
functions, the attribute space of fiwe dimensions of practice was examined to
determine which of the known characteristics were field-pefvasive'and which
could be used as discriminators among the four type classifications. The

content dimension was simplified to accord with the learning domain of the type:

for technical learning, the cognitive and psychomotor domains; for interpersonal
learning, the affective, emotional domain of personality; for self-actualizing |
learning, the affective, valuing domain of artistic and moral experience; for
social activist learning a domain of human capaoility as yet undeveloped in
educational research - a domain which comprisee affective and cognitive outcomes
‘but which focuses on the skills‘of human collective life.

The methodoiogy'dimension was simplified via several discriminators.

Four discrete approaches to educational methodology were distinguished and iden-
tified as : instruction, ihterpersonal laboratory, impression-reflection, and
social experiment. These approaches seem to have developed in response to a
focus on different types of learning obstacles. Obstacles thus provided another
point of discrimination among methodologies. The rationale of the instructional
'approach was based on overcoming the quantity ‘and complexity of material involved
in technical education; the rationale of the interpersonal laboratory epproach
was based on overcoming the various ego-defense'mechanisms which human beings
contrive to rationalize inappropriate and ineffective behaviours; the retionale
of the impression-reflection approach was based on overcoming the fear or dis-
affection which repels people from new sights, sounds, and thoughts, and keeps
them subsisting below their own level of aesthetic eﬁd spiritual fulfilment;

the rationale of the social experiment aporoach was based on overcoming the

rassive submission which results when people have become conditioned to believe
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,théy'are.helpless'to direct the socis-economic events of their existence. ?ur-
suing these assumptions about basic approaches to learning, and basic obstaclés
to learning revealed distiﬁctive principles for structuring learning environ-
ments: instruction follows a sequence from concrete to abstract, or simple to
complex, for example; interpersonal labs structure from less to more stressful
interactions, from revealing past feelings to revealing present feellings, for
example; impression-reflection may structure explorations around the basic
disciplines, around social roles, or around essential human issues - but one
dictum which reverses the instructional approach is to sequence from the least
familiar to the most familiar in order to gain insight into one's own social.
norms by contrast; social experiment follows a cycle from group introsjective
lsarning to common goal setting, and then from situation-specific learning to
experimental action. Social: experinent requires of the learner all the learning
outcomes articulated in the other three types of practice, but it also requires
demonstration of skills not demanded by the other types of learning. Approach,
obstacles, structuring principles, and finally distinctive techniques provided
discriminators of methodological differences among the four types of practice.

The dimension of evaluation had certain principles of implementation which

recur across all four types, like the_purposes of decision-making and account=*
"ability. But the bssis.of judging achievement varied, and the emphasis on obj-
ective or subjective messures varied. Evaluation in technisal education ﬁea—
sures learner achievement of technical capabilities and requires strictly an
'sbjective, external perspective. Evaluatioh in interpersonal education provides:
feedback to the learner regarding his effect on other persons and combines. ob-
jective and subjective perspectives with an emphasis on externally observable
skills. Evaluation in self-actualizing education assesses the dégree to which
sew values have been internalized but emphasizes the subjective perspective on

whether or not the iearhing has reached the depth of meéning and'sighificance
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that the learner wished to achieve. Social activist education again emphasizes

objective measureé: of learner attitude change from anomie toward autonomy; of
concrete environmental change; and of social systemic change from non-responsive
to responsive decision-making.

Examination of the clientele dimension revealed that neither general

theories of personality, nor psycho-social theories of the 1ifespan, nor gener- -
al théories of how adults learn, nor most participation studies based on per-
sonal, demographic or ecological characteristics reveal clusterings of clienteles
according to the four types of practice. Instgad, the discriminator proved to

be situational characteristics which motivate the learnerﬁto seek tﬁe types of
goal-outcomes around which each.distinctive type of practice‘is unified.

Special characteristics of the location dimension were sought in the

research available on sponsoring institutions of adult educatiqn. It was foﬁnd
that existing t&pologies all looked inward to the internal dynamics of admini-
stration. And while this may or may not provide enlightenment regarding admin-
istrative dgcision-making it does not at all engage the substantive nature of
the practice being éponsored. The approaches used so far do not ask which
special features of the location (of the physicalvplant, the sociai climate,
and the institutional character) are consistent_with the basic variations of
practice which have been distinguished. Consequently, the matrix showé énly
some elementary distinctions among locations in whiéh adult education takes

place.
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A TAXONOMIC FRAMEWORK® FO% ADULT EDUCATION PRACTICES IN NORTH AMERICA

using constructed tyges consistent with four fundamental goals

1. TECHNICAL EDUCATION

2. INTERPERSONAL EDUCATION

3. SELF-ACTUALIZING EDUCATION

L, SOCIAL ACTIVIST EDUCATION

TO INTENSIFY

émotor)demonstration,skill practice coaching
procedural) physical and social simulations
field placement, apprenticeship.

structured interpersonal labs; critical finci-
dent; behaviour logs; non-verbal exercisé

clinical training; unstructured T—groupbé&é%~"*‘“

satire, pantomime, group improvisatlion
Both: reading/viewing/listening & discussion
special interest societies; cultural exchange

‘|GENERAL TO DEVELOP TO IMPROVE TO ENABLE ACTIVE PARTICIPATION
GOAL TECHNICAL ABILITIES INTERPERSONAL RELATIONS SELF-ACTUALIZATION IN SOCIO-ECONOMIC DECISION-MAKING
DOMATN - | primarily cognitive or psychomotor primarily affective (emotional) primarily affective (aesthetic/philosophic) primarily social experiment
FUNCTION: | BUILDING COMPETENCIES o ENCOURAGING VALUE CHOICES, C FORMING A REALISTIC AWARENESS OF SOCIETY
' BY training the client from an entry level DEVELOPIN? EFFECTIVE ATTITUDES AND BEHéVIOUES" BY providing opportun1t1e§ t? critically BY raising the quality of critical thought
".of knowledge or skill to a target level BY guiding the practice of perceiving, gxpres- assess experlences that significantly affect about the social environment, and raising the
: i;:gtinih:ezﬁzggigiiig Z;giii,O?nEIEE;Zflbut~ persons privately and as creators of society level of active influence on decision-making
‘Any subject matter which can be treated as: i-Liberal education: fine, literary, and per-
A i-General personal growth in human relatipns: forming arts; history; philosophy i-Community development
i-Knowledge recall: concrete specifics, in dyads, triads, and small groups ' s s s
abstractions and universals, conventions of R 1i-Adult highe; education: humanistic implica- ii-Cooperative economic management
i £ knowledge organization ii-Family life: marriage, parenting, aging :ign;h;:iiil zgiziie:ciences, life sclences 113-Civil liberties
O i - :t . | 8 — s -
ng i-Intellectual skills: manipulating informatlon iii-Helping professions: education, health L*«m~«f§ (111-Religious education: morality, ethics, iv-Cultural self determinat?on
2 81 111-Psycho-motor skills: industrial, sportive, services, social services, ministry theology, treated in a sectarian, comparative v-Environmental protection
-artistic or ecumenical manner : $1d4 :
. : Shtaas 5 . vi-Union building
iv-Procedural skills: occupational, vocational v ig;ﬁiﬁacigg cgzﬁzzltles. racial, rellg%us, iv-Health education: physical and mental
household. professional ! gu [
INSTRUCTION - may be individualized or for groups LABORATORY - must be with others in presen{JJocus IMPRESSION-REFLECTION - may be solitary or group SOCIAL EXPERIMENT - as a growing community
OBSTACLES: complexity, volume, memory, transfer work on components of effective relatlg;r\“ ‘/N,.OBSTACLES: disaffection, ove?wo;k,.stagnation OBSTACLES: anonmie, ;aternali$m, bitterness
+, £ 1 STRUCTURING PRINCIPLES: simple to complex, OBSTACLES: defense mechanisms, rationalization . STRUCTUBING FRINCIPLES: by d1§c1p11nes; bty STRUCTURING PRINCIPLES:
SE concrete to abstract, distributed practice, STRUCTURING PRINCIPLES: least to most stressful social roles; by central issues 1. recognizing tension: taking responsibility
22| - known to unknown DISTINCTIVE TECHNIQUES: R DISTD‘CTIVE'TECIWIQUES‘FOR: . 2. studying problem: setting an objective
S = | DISTINCTIVE TECHNIQUES: case studies: as in-basket exercises, a; role I@pr?551on:(dire?t,exh?blts, concerts, travel 3. exploring situation: planning action
E . (cognitive) programmed text, lecture, seminar plays, as interview texts, as film.simu'ation (1ndlre?t) modeling, biographles, interviews 4, taking action: assessing results
20 multi-media modules, computer, symposium as transactional analysis Reflection: diary, artistic creativity,debate DISTINCTIVE TECHNIQUES FOR:

Citizens: outreach, conscientization, nucleus
Environment: inventory, reconnaissance
Intervention: petition, lobby, larger nucleus

BASIS FOR
EVALUATION

OBJECTIVE
ASSESSMENT OF LEVEL OF ACHIEVEMENT

Outcomes evaluated: may be criterion-based,
sequential mastery, or norm-based ranking
Using: psychomotor rating scales, content tests,

behavioural objectives based on task analysis

' OBJECTIVE/SUBJECTIVE |
FEEDBACK REGARDING ONE'S EFFECT ON OTHERS
Cutcomes evaluated: perception, expression and
response; group contribution; group growth:
Using: interview content analysis, subjective &1f
assessment; peer evaluation; observation

SUBJECTIVE/OBJECTIVE
APPRAISAL OF THE DEGREE OF INTERNALIZATION
Outcomes evaluated: awareness, response, valuing,
value sets, characterization
Using: subjective self-appraisal, attitude
scales, follow-up studies

OBJECTIVE
ESTIMATION OF THE DEGREE OF SELF-DETERMINATION
Outcomes evaluated: personal change from anomie
to autonomy; environmental change; change from
non-responsive to responsive decision-making
Using: attitude scales; social indicators;

GOAL ORIENTED (sometimes: activity)

Péersons -~ seeking employment
-~ seeking vocational advancement
- seeking craft, sport & recreation skill
- seeking home-centred skill
- seeking professional development

GOAL ORIENTED

LEARNING ORIENTED (sometimes: activity)
Persons - more deeply curious and less instrumen-
tal about learning than the average
- whose self-concept is high
- who are seeking renewal, and transcend-
ence of daily preoccupations

GOAL ORIENTED
Persons - directly affected by a particular
unresolved soclal issue
- who wish to understand an issue as
melude to taking action
- who have some developed sense of the
common. good
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. trades schools and polytechnics

« computer and information facilities

. studios, labs and workshops of all kinds

. gymnasia, pools, tracks and sporting arenas
. sites with specialized tools and equipment

.Persons - who wish to improve some aspect of | N

their human relations : I

~ "in good touch with reality”; not '

seeking therapy, or remedial ’
intervention \
. retreat-type environments: }
hotels, resorts, church-owned retreats, \

special institutes e

. churches, synagogues, mosques, temples

. museums, auditoriums, planetariums

. galleries, theatres, libraries

. conservatories, observatories, laboratories

in the street . in boardrooms

. at city hall « in shareholders
. on the picketline meetings
« on the phone » in the courts

—eee
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Tentative Explanatory Accounting
for each Type:

In stage six of constructive typology the theoretician examines the set
of variables which is found aligned with each defined type, and seeks its uni-

fying rationale from the principles, theories and conventions which exist.

Technical Education

Goal, function and typlcal contents

The goal of all technical education 1is to develop in the learner some tech-
nical abilities "having to do with the exact or meéhanical part of any art or
science" (Winston,1948:1020) Technical education subsumes all goals which are
technical in the generic sense of involving some "methodical" process or means
which enables the Zefficient"” accomplishment of a task. These terms methodical
and efficient imply more than merely systematic appfoach to a learning goal since
all educational practices endeavor to be systematic. They imply.fhat there is
some shortest route to a:goal which therefore must be clearly identifiable and
defineable. Technical goals are so precisely definable that learner performances
can be designated simply correct-incorrect, or right-wrong, so only here is it pos-
siﬁievto say that "learning is aided if the adult finds out.immediately after
pr#ctice whether or not his response was correct" (Dickinson, 1973:13).

Technical education approaches such learning goals through the function
of building competencies in the learner. It develops proficiency at tasks such
as remembering some particular kind of knowledge, or demonstrating some parti-
cular skill. Building competencies is a matter of gradually refining perform-
ance, "shaping" it (perhaps via rewards administered by a teacher) through
guccesdsive approximations, to exactly match the desired pefformance (Shuell &

lee, 1976:27).
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Technical education encompasses broad content areas which are amenable to
a common methodology. Interpersonal education, self-actualizing education and
social activist education all clearly imply some special content to which they
are restricted. Technical e@pcation by contrast subsumes virtually all precision
competencies in the cognitive and psychomotor démains - eiamples of which as
shggested by Gagne (19%4:68) arecincluded in Appendix B . So the content of
technical education may be thought of as any subject matter which can be treated
as "knowledge recall" (of conciete specifics, abstractions #nd universals, or
conventions of knowledge organization), as "intellectual. skills" (manipulating

information), as "psycho-motor skills" (industrial, sportive or §rtistic), or as

"procedural skills" -

PROCEbURE: o Executing the procedure
which combine decis | compoNenT ; of parallel parking
RULES: ]
sions and actions | | | |
Positioning car Approaching Moving front Straightening
(occupational, voca- in m';i,',:g el curbby ofearinte L 1 heisto
position backing st angle :::m near paraliel curb
tional, household, —
CONCEPTS
or professional). | | | |
Identifying \dentitvi Identifying Identitying
One example of how alignment arge ;‘,""“ position for paratlel
with other approach- maximum wheel position of
car turm car from turn
procedural skills :
MOTOR
SKILLS: .
combine intellectual Positiontw T escimg ot Wovima fromt Torminn whert
. vehicle in low speed in of car m.the straight from
and psycho-motor designate adesignated || || right while wrn
place direction backing J
ones is given by Lo T : ' . .
Gagne with his anal- Fig.3: Procedural skills as educational outcones

(R.M. Gagne,1977:215)
ysis shown in Fig.3 . : A

Block specified (1971:65) that subject contents were most amenable ‘to pre-
cise mastery approaches a) when they require. minimal prior learning, qr when
the students all possess the prerequisites; 'b) when subjects are of a kind
sequenitially learned and its units are cumulative; and c-) when the subjectis are

"closed", that is they enphasize convergent rather than _divergent thinking.
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Methodology geared to nature of the goal

The goal of this type of practice is.to lead each learner frbm his level of
performance on entry into the educative environment to the ériterion level of
performance by the most efficient route. When these performances-build on each
other in a cumulative sequence towards some more complex terminal peformance
the elements are present for "mastery learning" on the part of the student and
"competenéy-based inétruction" on the part of the teacher. Competency-based
instruction (CBI) conﬁrasts with traditional instruction at thiee points:

With traditional instruction time per unit covered is held constant for all -
learners and their achievements vary; with €BI personalized pacing is used so

the level of achievemeni'is held constant (in that each learner eventually
achieves it) but the time which that learning takes will vary from student to
student. With tréditiona1 instruction entrance requirements are the focus of
attention, while with CBI exit requirements are the critical student performance.
And finally, with traditional instruction what is expected of the student may

be pnly vaguely communicated, or even only vaguely conceptualized in the 1nstfuc—

tor's mind, so students are reduced to secohd guessing; while in CBI expectations

regarding student performance at exit are made explicit in the instructional
design and are clearly communicated to students.

It is essential that the environment which learners gnter focus their atﬁen—
tion on the component tasks that lead to the criterion perfdimance,,and eliminate
as completely as possible extraneous stimuli that would diétfaét from the learn-
ing task. Shuell and Lee claim that instruction takes place "in any situation
structuring the environment in such a way that the learner will learn some de-
sired objectiVe" (op. Cit}:é)a The basic task of.the téacher becomes to arrange
the learning environment, or'as‘Gagné would say, to pro?idé opfimﬁm external

conditions. External conditions vary to suit the category of learning outcome.
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are summarized by Gagné in
Table 4 shown at right. In
simplified form the key ;on-
dition for a knowledge/in-
formation outcome is a

" larger .meaningful context
in which to piace it for
understanding and retrieval

This meaningful context or

"meaningfrlness" of material

‘may be established "by pre-
senting material that 1is
similar to something that
is already known, and by
organizing new material in
a pattern that the learner

can perceive" (Dickinson,

For an intel-

1973:11).

Features of Instructional Planning for Courses and Topics,

for Five Types of Expected Outcomes

Type of Expected
Outcome

Verbal Information

Intellectual Skill

Cognitive Strategy

Attitude

Motor Skill

Instructional
Features

Meaningful
context; sug-
gested coding
schemes, includ-
ing tables and

diagrams

Prior learning
and recall of
prerequisite -
skills

Occasions for
novel problem
solving

Experience of
success follow-
ing the choice
of a personal
action; or obser-

vation of these

events in a
human model

Learning of
executive
routine; practice
with informative
feedback

Outéome
Question

Will the student be
able to state the
desired information?

Will the student be
able to demonstrate
the application of
the skill?

Will the student be

" able to originate new

problems and their
solutions?

Will the student choose '
the intended personal
action?

Will the student be
able to execute the
motor performance?

Table 4: (Gagne, 1974: 102)

lectual skill it is the provision of opportunities to,traﬁsfer the skill to a
different context of application. For cognitive étrategiés the key condition

is a unique, challenging problem. ﬁor a motor skill outcome the key condition

15 practice of part-skills and the integrating skill (Gagné & Briggs,1979:95).

The conditions suggested for attitude change conform in the first instance.td
behaviourist ieﬁrning theory, and in the second instance to social learning.theory.
This study differentiates between attitudes which are auxiliary to other learning

outcomes and those which are themselves the focus of learning efforts, an@
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considers attitude changé as such not to be amenable to the direét instructional
approach. |

Those tasks which have a meaningful unity, aﬁd a means for informiﬁg'the
learner of how well he is doing, encourage him to engage, to strive, and to ex-
cel his previous performance. This is the essence of instruction as the method-
ology of all technical education. Bruner was convinced that the intrinsic satis-
faction of repeated successes which is possible with cleﬁr, sfecific learning
tasks, provides the only reliable mbmentum for_long term learning.'r"External
reinforcement (like high grades'and other such rekards) may indeed get a parti-
cular act going and may even lead to its repetition, but it does not nourish,

reliably, the long course of learning..." (1966:128).

Obstacles to developing technical abilities

With the learning of technical contents complexity and quantity are the
primary‘obstacles,-so i1t is toward simplification and reduction that the instruc-
tional environment is arranged. Several other factors may interfere with succes-

-~ instruction. lLack of interest occurs when the attention is repelled from an ob-

ject rather than attracted, and it necessitates greater effort or work from
the 1earner to accomplish the same amount of learniné. Intefést tends io be
raised by something which is incomplete or unfinished §o that the mind becomes
engagéd in seeking closure. | |

Poor attitude may also undermine learning. In contrast to the more vital-

istic attraction-repulsion of "interest, “attitude involves valuing and judgment.
Judging some procedure to be useless does not encourage learning related to it
_ no matter how superficially interesting it‘may be.

A third obstacle to technical learning is lack of acceptance of a learning

task, a phrase used by Shuell and Lee (1976:75) which may combine 1n£erest and -

attitude with other factors like fatique or poor presentation, although they do'_



98

not specify this. If the objectives of an instructional unit are not accepted
bj students they may psychologically remove themselves from the instructional

process. -

A fourth factor which { Possible P quisite Relationships
in the Design of Courses and Topics
may interfere with successful ulﬂx_D ign of C P
s . . 'Type of Expected .
instruction is lack of pre- Outcome . Possible Prerequisite Learning -
requisite learning upon which| Verbal Information Referent meanings of words, i.e., con-
(Knowledge) cepts .
§ Intellectual Skill ‘Component simpler skills
to build. Gagne offers ‘ ' ) Information specific to the application
examples ’
Table 5 as a summary of Cognitive Strategy Intellectual skills involved in problem
. . solution ’
ssible erequisite learn- } Information involved in problem solution
pe P 1 Masses of organized knowledge
Attitude Prior success experience following choice
ing for each of five types of of desired personal action
Identification with human model
instructional outcome. Information and skills involved in the
personal action
A fifth factor which may Motor Skill E;ecutive routine controlling perform-
: ance
’ - Part-skills or motor chains
obstruct technical learning .

is inadequate memory, lacking

Table 5: (Gagne, 1974:104)

either "recall" which occurs

when previous learning is reproduced on cﬁe, or even "recognition" which occurs
when material previously learned is identified when encountered again (Dickin-
Ason,l973:14). Some 1earning is potentially “available" beéause it was-actually
learned in the first place and is "in there somewhere", however the preferable
case is prévious learning which is actually "accessible" and can be recalled on
cue (Shuell & Lee,1976:61). Successful instruction uses mnemonic. procedures
based upon the principle of reduction of the amount of information to be remem- '
bered. Mnemonics accomplishes reduction by coding, or by organizing the new
information into familiar or higher order units.

Further obstacles to successful technical education occur with transfer

both from‘ past to present so that learning can be cumulative, and from the pre-

gent. instructional setting in'which learning takes pla.ce to some future
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setting in which it will be applied (Shuell & Lee,1976:73). It may improve ‘
transfer to maximize simiiarity between the present learning envifonment and.
situations to which transfer is desi?ed (eg.} practicing with equipment in the -
geographic and climatic conditions in which it will be used). Instead of ome

exact physical simulation it may improve transfer more to ﬁrovide'a variety of
different experiences or approaches to the material being learned, such as
practicing driving on a variety of cars, or studying a variety of accounts describ-
ing an historic event (op. cit. :71). Some accounts suggest that notﬁing trans-
fers and generalizes so well as good abstractidns; such as principleés, generali-
zations, conceptual schemata, and problem-attack strategles.

A final factor in technical education which many authors see as obstructing
successful learning is the administrative practice of norm;referenced, competi-
tive, limited-reward evaluation systems. James H. Block sees this not just as
a practical deterrent to learning but as a fundamental injustice. "As long as
it is assumed that aimost all cannot learn well or that some can learn better
than others, the major problem is to sort the capable from the incapable students
v...In a system of few rewards (e.g. high grades) a student may not be rewarded
no matter how well hé learns so long as oﬁhers learn better.” As far as the
learning effort is concerned this amounts to punishment for success, npt to
mention the distortion of peer relations which it engenders from colleague to

competitor (Block, 1971:65).

Structuring principles for technical education

A very geheral sort of structuring principle is found in the usual course
of intellectual developmehtvwhich moves from "enactiVe" understanding (a set of
actions), to "iconic” ﬁnderstanding (images that summarize the Set of actions)
to "symbélic" understanding (propositions within a symbolic system). A learner

with a well developed symbolic system can by-pass the first iwo stages, and
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‘conversely one who does not work well at the symbolic levei'may benefit from
learning taeks which are arranged first.at the iconic or even at the enactive
levei. |

Another. principle which guides instructional design for this type'of iearn-
ing is to keep sessions aimed at psychomotor and lower cognitive outcomes rela-
tively "closed" with the instructor dominant, controlling every a;pect.of the
learning situation; designs aimed at higher cognitive and affective outcomes are .
comparatively "open", giving learners more active control (Dickinson,l§73:?8).

Within these general structural paraneters a lesson.or instructional session
may be planned. An jnstructional strategy will incorporate five major components=
i) preinstructional activity, 1i) information presentation, 1i1) etudent parti-
cipation, iv) testing, and v) follow-through (Dick & Carey,1978:106). Prein-
strnotional activity includes motivétion or gaining the learner's attention,
transmitting awareness of the objectives or outcomes to be achieved with the
unit being presented, and an assessment of the degree to which learners possess
the necessarylprerequisite knowledge. ii) Information presentation requires the
instructor to make decisions about sequencing, size of the content chunk, manner
of presentation and illustrative examples. jii) Student participation involves
planning opportunities to practice the new skill or rehearse the new knowledge,
and receive feedback about adequacy of performance. iv) Testing may be done.
through from observation of entry behaviours, to pretest for approximation of
performance on the unit objective, to testing embedded into the practice period
to the unit post test (Dick & Carey,1978:110). v) Follow-through activities are
decided upon according to the quality of terminal performance, and are activities
either of a remedial or enrichment nature.

The apparent universality of these five components is deceptive. In social
activist education for example these components are quite unrecognizable. Yor

social activist learning early agent input ie counterproductive. Many sessions
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may occur in which guided learner participation is the only recognizable element;
there is no agent presentation of information; there is no testing in thé formal
sense or individualized follow-through toward the same knowledge and skill for
everyone. There is not even likely to be pre-activity jdentification of out—v
comes to be achieved since that kind of agent closure on the session is precisely
what must not happen. The other types are less polarized with instruction but
still do not conform to its pattern exactly. Impression-reflection experiences
such as eiposure to a doncg:t, biograﬁhical film, or art exhibit may offef a |
minimal introduction, individual learner gxperiehce, group reflection on the
experience and ohly later the presentation of some non-subjecfive infdrmation
about the experience by the agent. The instfuctional sequence is not prima;‘ily
designed to facilitéte discovery, even of a cognitive éort, lef alone a valuing
sort. The instructional sequence is designed to facilitate absorption of pre-
determined units by the learner. Finally, the interperéonal lab while it may
bevsequenced in the order of instruction, may also reverse informétion and par-
ticipation if the specific exercise iS'intended to facilitate self-observation
and discoQé:y rather than'skill practice. Even when it does follow the sequence
of instrﬁction, the interpersonal lab/must emphasize learner participation due
to the stubborn nature of embtions and attitudes, rather_than'emphasize ipforma-
tion presentation as instruction does.

Among the decisions made by-the-inStructor in structuring fhe learning'
event is how to sequence learning tasks which lead to the performance objective,
how to sequence objectives within a topic, and how to sequence topics within a
course. Gaghe and Bfiggs illustrated four different levels of the problem of
instructional sequence as shown inAp@endriB . Some guidelines for seéuencing
include the maxims of generél to specific, concrete to abstract, familiar to
, unknoﬁn, most to léast frequent, simple to complex, as well as followiﬁg the

order dictated by logic, and interspersipg'intérésting tasks .among the routine
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ones (Dickinson, 1973, :54,55).

Gagne tended to emphasize the maxim
of éimple to complex in sequencing. This
ordering he referred to as iearning
hierarchies and cou;d apply to complex
psychomotor operations as well as_cognitiQe
operétions. Figure 4 indicates the
hierarchy éf cognitive outcomes.

Structuring principles for technical
education include how to use student
practice appropriately. For example: using
"massed practice" only with cafablé and ex-
perienced learners, and "distributed prac-
tice" interspersed with short rest periods

of alternate activity for less capable or

less experienced learners. Practice is also
structured to include the whole operation if
it will be needed as a whole, or one part a.t‘ a time if the operation is difficult
or not very meaningful (‘Dickinson, 1973:11,12).

For the learner an important element of learning hierarchies and practice

HIGHER-ORDER RULES
require as prerequisites

RULES

require as prerequisites

CONCEPTS

require as prerequisites

DISCRIMINATIONS

require as prerequisites

(simple types of learning)

Varieties of intellectual skills, arranged
(bottom to tqp) in order of increasing

complexity

Fig. 4: (Gagne,1974:56)

of the components is having an accurate sense of whether or not his responses

to cues for performance are correct. This structuring principle of feedback

on performance _is only possible through working with explicit behavioural

objectives with specific standards built in, against which to measure the learmer

performance. Knowledge of results including both a judgment and report to the

learner, enables him to modify his performance toward the desired level of skill.
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At the micro-level of aqhighly specific learning task it may be useful and
‘necessary to structure the environment to maximizeqlearning via a sequence of
external "instructional events"” which some authors feel parallel discrete
internal phases of learning. The nine instructional events which toward one
specific learning task are: gaining attention; informing learner of objective;
stimulating recall of prerequisites; presenting the stimulus material; providing
learning guidance; eliciting the performance- prov1d1ng feedback asse551ng
performance; and enhancing retention and transfer. Examples of this sequence of

instructional events as it would be varied to promote>five types of learned

capabilities are offered by Gagne and Briggs (19741166).

Distinctive techniques for building technical competencies

Most>know1edge acquisition techniques are quite familiar, so much so that
their particular details may be overlooked. The glass for instance, is basic-
-ally a collection of individuals with each person learning on his own. Only
occasionally does a class become a real social group in which group processes
become a major influence on learning (Dickinson, 1973:71). It is therefore
peculiarly suited to only one of the four basic types of educational practice,
not to interpersonal learning, values exploration or community development. An-
other indispensable and too familiar technique is the 1ecture. It is uniquely
-suited to giving very current‘information or to raise interest in a subject which
will subsequently be explored by other techniques. It can introduce, analyze,
stimulate and even inspire (Bergevin, Morris, & Smith,1963:157). The panel is
"a group of people having a purposeful discussion on an assigned.topic" (op, cit.:

117) 'in order to examine, illustrate and clarify, not debate. Questionqperiods

may be used in combination with any information giving technique-to give audience
. members an opportunlty to request further information or explanatlon of some

point. Questioning may also be turned around and used by the presenter to check
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audience comprehension. The seminar is a technique for allowing several parti-
cipants to make short informative presentations which then become the basis of a
general discussion by the group. The seminar is used for specialized study which
may be quite advanced, and is directed by a recognized authority (op. cit.}ih?).
The foregoing traditional information—disseminaﬁing techniques could potentially
be used in combination with techniques peculiar to the other types of practice.
But it is important to remember that these techniques do not serve tﬁe‘othe;
thfee goal-function outcomes. They are appropriately co-opted into other fypes
of practice onlyvto the extent that technical knowledge and skill objectives are
mixed into the program.

There have recently been developed the efficient, highly focused materials

known as programmed instruction. These provide an individualized method "char-

acterized by an orderly presentation of material in small steps with immediate
knowledge of results provided at each step” (Dickinson,1973:70). However because
these are "closed" instructional materials the student is not able to make ad-
Jjustments beyond the'branching of tasks which is written into the program, and
consequently may arrive at the terminal point unsatisfied or unclear about some
parts of the objective. Block urges (1971:71) that a variety of "learning cor-
rectives" be used in combination with programmed instruction or mastery learning

materials, including a stock of supplementary and alternative learning materials

which the learner can turn to individually, peer group sessions to deal with

learning problems, individual tutoring, and even reteaching of some basic skills.

At higher levels of continuing education brief intensive methods may be

used such as the nodern syﬁposium (a series of related speeches), the institute
(designed to offer authoritative instruction on some body of knowledgé, skill
or unresolved issue), or £he gliéigb(for diagnosing_and ahalyzing situations of
realistic complexity). | |

Motor skills and procedural skills are taught fhrough demonstration,
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practice, and coaching. It is useful to use simulations to develop motor and
procedural skills when the circumstances into which the skill is to be trans-
ferred occurs only rarely, as in space travel and deep sea exploration, or when
the risks involved in the real situation are high as with rescue operations,
first aid, or aixr traffic control. For complex situations like environmental
disa;ters —; a chlpriné gas leak, for example -- physical, sociél~and domputer
simulatibns ﬁay.be.used concurrently. |

All of the foregoing ﬁechniques are enéineered to ﬁove the learner as quickly
as possible to a precise cognitive or psychomotor objective. They do not addreés
emotional or valuation qhange, and they do not 1lift citizens from apathy to par-
ticipation. They do replace ignorance with information, and certain kinds of

incompetence with skill.

Outcomes and instruments: assessing the level of achievement

With education designed to build technical competencies in the learner there
is a basic administrative choice between taking norm-referenced measures of
success or criterion-referenced measures of success. Norm-referenced measures
are designed to differentiate among learhers, to rank them against each other
in terms of their performance ability at a given time. Where competition between
learners is desired or required because of limited rewards (eg. few high grades,
or few jobs) then nofm—referenced testing is employed to deteimine at algiven
moment which competitor has the beét perfofmance. In such a relative grading
systen léarner performaﬁce‘and reward may have 1itt1é_re1ationshib. Criterion-
referenced testing is e#en more pervasively cpmpetitive but in a radically differ-
ent manner. Here the learner is in competition with his own previous performance.
" In order to institute this systematic learner striving,. it is neceséary from the
outset to design instruction around behavioural objectives for the learner. This

sort of evaluation is employed where it is desirable to have the maximum number



/ 106

of learners reach competence with regard to the criterion performance, and

where administrative practlces are adapted to give each learner the amount of
time he needs to attain mastery of a glven learning task. In such an ”absolute
grading system,to use Block's terminology, performance and reward are integrally
related. .> |

There are potentially four phases of achievement evaluation: i) the entry
behauiour assessment;_or pretest prior to instruction; ii) in-progress measures,
also called embedded tests, or formative evaluation; iii) summative evaluation,
terminal assessment or exit behaviour; and iv) follow-up, transfer assessment
or longitudinal studies. For norm-referenced evaluation the focus is on entry
behaviour because it determines the degree of learner readiness for the instruc-
tion which is about to be administered. Fermative evaluation guides teacher
behaviour toward the group, keeping in mind the normal distribution curve,
seeking to pass the majority with a few high achievers. Terminal evaluation
occurs according to a set time period at term's end or week's end and students
are graded according to their performance at that deadline. Follow-up studies
may be done to determine the relation between in-class performance and transfer
performance, or as long-range predictors of success.

With criterion-referenced evaluation the focus is on exit behaviour because
it is dependent upon the learner's achievement of competence in regard to the
behavioural objectives and his ability to demonstrate the criterion performance.
Entry behaviour assessments check specifically for competencies prerequisite to
the instructional‘unit and from the outset help to individualize instructional
treatment. In-progress measures are learner, not teacher—oriented and must
relate results back immediately to the'learner SO he can adjust his performance.
chklnson (1973: 13) suggests. that 1n—progress measures- should be kept.brief,
and- are. 1ntended to be diagnostic, g1v1ng a detalled in-depth proflle of

1earner performance, to gulde supplementary activities. They are not meant to
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" be graded as this would detract from their value for the learner.

Goal orientation predominates in building technical compefencies because
clearly these capabilities are useful for.something. The client may be seeking
employment, seeking vocational advancement, seeking home-centred skllls, or
seeking to keep up with profess1ona1 advancements. In some cases the compe-
tencies belng sought are crafts, sport and recreational skills in which case
an activity orientation may not only motivate the type of educational situation
the learner chooses to engage in, but also motivate the transfer of what is

learned into the natural setting.

Locations for technical education

Technicai education requifes props. When it is psychomotor or procedural
it may involve trades schools and polytechnics, studios, labs- and workshops of
all kinds, gymnasia, pools and sporting arenas. When technical education is
- mainly cognitive,demanding knowiedge mastery and intellectual skills, it may
require cohputer facilities, information sources, and display media. In other
words, locations associated with technical education are sites which have

specialized tools and equipment to aid the development of competencies.
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interpersonal Education

Goal, function, and typical contents

In general terms the overall goal of interpersonal education is the attain- -
ment of better understanding of other persons. Henry C. Smith, author of the
1973 text "Sensitivity Training”, defines several kinds of understanding of

others which may be achieved: rationalistic, artistic, practical, and empirical

"(3-9). Rationalistic understanding embraces subjective impressions as a source
of knowledge superior to, and indépendent of, embi;ical facts. Rationalistic
understanding is the degree to wﬁich a person feels close to, sympathetic with,
and‘understanding of another person. Because it stresses inner realities, "the
only measure of this kind of understanding is subjective, i.e., we understand

a person when we feel we understand him” (op. cit.:5). Artistic understanding

is also a subjective, non—sciéntific understanding, but one which stresses outer
realities. In contrast to the scientist who abstracts for the purpose of pre-
“diction, the artist compresses for the purpose of intensifying the immediate
visual reality. Artistic understanding is the degree to which a person is aware
of and responsive to the visual, audible, and tangible descriptors of another

person. Practical understanding is objective rather than subjective, emphasizing

the degree to which one person can influence another to behave in a way that the
first person desires. It is specifically manipulativé‘rather than generally
predictiVe as empirical understanding is. Where practical underétanding ié
unconscious, unsystematic and incomplete, empiricél understanding is conscilous,

systematic and complete. Empirical understandihg in human relations is the

degree to which one person can predict another person's feelings, thoughts and
behaviour under future conditions from.what is known about them in the present.

Interpersonal education does not lead to empirical understanding - It may impréve
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demonstrably ariisiic and practical understanding of other persons. But its
greatest appeal is the deepening of a sense of rationalistic understanding of
others.

The goal of interpersonal education is the improvement of interpérsonal
relations. Towards that end it fulfils the function of developing attitudes and
behaviours that lead to mutually satisfying personal interactions. It accomplishes )
this by guiding learners in the practice of.moré effective perception, self—
expression, and response to others; and in the practice of contributing to the '
qualitative growth of groups, skills which are uéeful'in all aspects of social
life. For this reason curriculum content is is found to range from general per-
sonal growth in the component skills of human relations,_to.the particular re-
lations of marriage, parenting and the aging cycle encountered in family life,
to the professional responsibilities encountered in management, health sciences,
teaching and social work, and to the amelioration of community life which takes
place when estranged-raciai,»ethnic, dr religious groups improve their mutual
respect and involvement. '

Typical contents of interpersonal education programs are likely tn include
one or sevéral_major skills of interpersonal commnnication. The North-West
Regional Educational Laboré.’cc_:ry(NWBEL), Portland, Oregon, déveloped the following
illustration of the gap inherent in interpersonal‘comnunications-revealing the
principle of'partiai information. Interpersonal communication includes attempts
by the sender to conveyia,messagé, whether or not it is rddeived, as well ns |
actions that the receiver responds to aé messages, whether or not thoselaétions
were intended as messages. ‘The nature of human individuality does nnt nllow a
g_uai‘antee that the messa,geA sent will be’ the_meSsa.ge received. Figure 5 ‘offers

a schematic summary of the interpersonal gap.
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A's
obscervable
actions

Private
cffects in B

A's private
intentions

Fig.5 : Schematic summary of the interpersonal gap
(N-W.R.E.L.,1970,Unit 8, Handout 3)

The interpersonal gap contains two transformations. These steps are re-

ferred to as coding and decoding operations. Each of us sees his own actions

in the light of his own intentions, but we see the other's actions in the

This is the principle of partial informa-

light of the effect they have on us.
tion: each party to an interaction has different and partial information about

the interpersonal gap. It is now possible td draw a more complete picture of

the interpersonal gap as follows:

A's A's Effect
Intentions Actions on B
Private, Public, Private,
known to observable known to
A oaly by anybody B only
5 .
| [
System of Svstcm of
encoding ' dvcod#ng
Must be Must.be
inferred - ) inferred
by B o by A -
Fig. 6 : Transformations across the interpersonal gap
(N-W.R.E.L.,1970,Unit 8, Handout 3)
It is this pr1n01ple of partial ‘ifformation, creating an essential 1nterpersona1

gap.which is so problematic in human relatlons and is the source of learnlng
tasks dlrected toward bulldlng ma jor component skills of human relations including
more sensitive perception, éuthentic self-expression, and constructive'responsé
or intervgntion. Contents may also bé arranged to focus on group interactions

rather than simply dyadic interactions, in which case a whole new set of skills
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are added.

The skill of sensitive perception has broken down into several component

Parts aimed at breaking the grip of expectations which Place haloé around some
persons and stigmas on others, both of which obscure accurate perceptions (N-W.
R.EL.,1970,Unit 7,Handout 4). Smith has analyzed perception into four kinds?
observational, theoretical, idiographic, and nomothetic (sensitivity to group
characterisfics) (1973}39). He also lists the development of self-insight and
awareness of group processes (1973:30) among sensitivity objectives. |

A second major interpersonal skill, authentic self-expression, similarly acts

as a general program objective. This skill is not as simple a matter as trying
to be honest or sincere, due to the potential for misinterpretation inherent in
the interpersonal gap. Within the‘gap, words or actions'used to expresé oneself
méy not even minimally convey what was intended. Due to the gap three principles
of action accrue:

i) Different intentions may be expressed by the same action;

1i) The same action may lead to different effects;

iii) Different actions may lead to the same effect.

Unfortunately it is just as easy to misrepresent oneself verbally as it is to
-maké faulty expression of oneself through actions. Consequenfly it is necessary

to practice expressing accurately what one experiences or perceives.

A third major skill_éf human relations is responding or intervening con-
sfructiVelX. George M., Gagzda et al have'identifiéd eight dimensions of construc-
tive fesponse. Thé eight are}‘ empathy, respect, warmth, concreteness, genuine-~
ness, self-disclosure, confrontation, and immediaéy. "Empathy" is démonstrated by
a réspondent who not only accuratély reflects the.eipressed émotions of the
speaker but who makes an "additive response"” that conveys understénding of under-
lying, unexpressed and perhaps unconscious feelings of the speaker (Gazda et al,

1973:55). "Respect” as used in this context refers to belief in the worth gnd
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potential of another person. "Warmth"” is a term used to identify the non-verbal
responses of the observer which convey attention and interest to the speaker and
-arouse in him the sense of being accepted aﬁd signrfieant to the observer. "Con-
creteness", being specific, is especially important in the early phases of help-
ing to thouroughly explore problems and in the final phase of helping the client
to formulate specific plans. "Genuineness” denotes responses which are clear,
'honest, authentic depictions of the observer's reactions{ and thus are congruent
external expressions of his internal state. ”Selffdisclosure" ie'considered
another aspect of cdnetructively responding to others. When self-disclosure is
used appropriately to reveal personal information that demonstrates similarity
and closeness it can encourage the speaker in hie own self-exploration. A more
problematic dimension of the helpfui constructive response is "confrontation”. In
confrontation the respondent‘informs the speaker of a discrepancy between the
content and affect of what he is sayihg, or of a discrepancy between things he
has been saying about himself and things he has been doing. "Immediacy” is one
of the more difficult dimensions of response as it deals with the response itself,
or with what is transpiring between the conversants. This is where the agent's
capacity to model facilitative attitudes and initiating behaviours is most.
apparent (op. cit.:55-59).

A fourth major skill of interpersonal relations providing‘a further source

of learning tasks is the capacity for contribution to the qualitiative growth

of groups. Hedley Dimock of McGill University has identified several dimensions
to the quality of group interactions-(l970?2—h). The first of these-is
"emotional climate” or the degree of security, trust and especially acceptance
which members feel. The second dimension is "group'involvement" or the extent
to which members feel occupied, ‘attracied or absorbed with the group.
"Interactlon" refers to the frequency with which members-relate to each other,

and the equitable dlstrlbutlon of those 1nteract10ns. "Cohe51on , the fourth



113

major dimension of group growth, indicates the solidarity or unity of feeling,
both in the strength of'understanding relationships among members; and in the
degree of feeling they have of the group as theirs. Finally, Ygroup productiv-
ity" or its capacity to set goals, make decisions and accbmplish its intended
tasks is seen as a major dimension of group maturing and significant for fhe
degree of members' satisfaction w1th the group. What the learner seeks to
acquire are behaviours which help a collection of 1nd1v1duals develop a sense

of group belonging and a task effectiveness as a group. .Behaviours he may adopt
which are effective for the group, and those which are'self—serving and counter-
productive for the group are illustfated in Appendix C. Learning £asks may be
designed to develop constructive behaviours that contribute to the qualitative
growth of groups in these ways.

The basic skills of interpersonal relations may be combined with many more
elaborately developed theories of the human condition depending upon the learner's
particular purpose in developing interpersonal skills. Persons interested in
family relations or educati§n could draw on lifespan theories such as the
sequence of stages which was prepared by Vivian R. McCoy for adult educators
(1977:16) illustrated in -Appendix A. Persons interested in the helping profes-
sions could combine interpersonal skills with the phases of the helping relation-
ship which move from 1) self-exploration on the part of the client, through ‘2)
better self—understandlng, to 3) more approprlate direction and actlon. These
phases of the helping relatlonshlp are. each amenable to constructlve 1ntervent10n_
from the helper, as described by Gazda et alQ973: 24) For persons in management
or marketlng, the basic skills of human relatlons have "been comblned w1th study
of the broader communications styles co-workers may display in order to enable
effective team-building and collaboration. 'Community workers may combine the
basic skills of human relations with study:of the developmental phasés in groups,

authority issues which may arise in groups, the group as a system, methods for
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rigorous observation of time, role, and task boundaries in groups, and other
related skills. So it can be seen that beyond the basic skills of pair and
group relations, the content of interpersonal education practices may take

many variations depending upon the anticipated areas of applicatioh.

Methodology geared to nature of the goal

Because the content of this branch encompasses goalé which are more ex-
blicitly emotional than any other branch of practice, including the affective
outcomes of the self-actualizing branch, its methods are geared to emotional
outcomes and distinguish it clearly from other types of adult education practice.
Perhaps with some latitude of application the term Jlaboratory",has been chosen
to describe the particular methodology employed hyithis branch of practice. The
interpersonal laboratory method may be seen as haﬁiﬁg>several key characteristics}
it must Be coﬁducted with other persons actively involved; it tends to be an
intensive, extended, and sometimes isolated experience which removes the learner
from his habitual environment; it focuses on the analysis of present behaviours
and their alteration if necessary; and it deals selectively with the component
skills of human relations.

In regard to sensitive perception, Henry Smith describes four types of
sensitivity sequenced in Whét herconcludés is the most likely order of acguisi-
tion (1973: pp.24-27). Observational sensitivity is the ability to look at and
1is£en to another person and remember what he looked likévénd said. Theoretical
~sensitivity is the ability tovselect and use theories to make more accgréte
predictions about what others ére likely to feel, say, and do. Nomothetic seﬂsi—
_ tivity to the characteristics of a given type is the ability to usé this khowledge
in making more accurate'predictions about.individuals who in some aspect ofvfheir
persoﬂ partake of that given type; ‘Idiographic sensitivity combines intuitive

impressions into patterns that render an accuracy of prediction from knowledge of
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the ways in which an individual differs from his group type. Smith also matches
these types of sensitivity as learning éoals wiih several methods for learning
and judges the appropriateness of each to help the learner achieve each type of
goal, as reported in Table 6 (Smith, 19?3:28).

- Since cognitive outcomes are

not a major focus of this type of
. . Types of Training and Their Goals

practice, theoretical and nomo- .|Goals T-Group Psychology  Clinical
of Training Participation Instruction Training

~thetic sensitivity are de-

Observational
. L : Sensitivi _ N ‘
emphasized in favor of observa- nsitivity . 0 | @

Theoretical
tional and idiographic sensitivi- Sensitivity , No Yes Yes
4 Nomothetic
ties which prepare one for concrete [|oosivity No Yes Yes '
Idiographic .
experience and interaction with Sensitivity @ No — \Yes
other individuals. Table 6 Table 6+ (Smith,-1573:28)

illustrates the appropriateness of T-Group participation and clinical training
to tﬁe developmentlof these latter kinds of sensitivity. The cognitive outcomes
produced by fsychology instruction are typical of the first type of adult educa-
tion practice which was defined. T-Group par{icipation which requireé infense
personal involvement of the learner in exploring himself, and clinical training
which in&olves him in the exploration of other persons and their situations; are
subsumed‘here with other modes of learning under the broad term "interpersonal
laboratory method”. This is done since even the clinical training'is likely to
be simulations only or highly superv1sed in order to glve the learner, (the
agent- 1n-tra1n1ng) opportunity to experiment w1th new skills of perceptlon, ex-~

pression, -response, and intervention.

Obstacles to improving interpersonal relations

Whichever methods and techniques are employed to reach the educational objec-

tives set; there are inevitably obstacles to this type of emotional learning as
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there are obstécles to overcome in cognitive and psychomotor learning. George
Gazda and his co-authors identified five such obstacles (Gazda et al, 1973:40-44),

The firsﬁ of these, "selective ;exﬁeption”, is the tendency to perceive only that

which favors one's preferred (i.e., habitual or comfortably familiar) frame of
~ reference, and to deny realities which are incongruent by refusing to perceive

them.  Thus one generally perceives himself as' functioning in ways that make

sense to him whatever:their-disruptive effect on others.. "Tdentification” is a
second obstacle to learning those truths about one's self which are prerequisite
for positive change. Identificafion ihvolves anxiety reduction through ascribing
to one's self the accomplishments and other valued characteristics of another
person such as one's spbuse, group such as one's profession, or object such-as

one’'s car or home. "Rationalization” is a process in which a person gives socially

acceptable reasons for behaviour that was motivated By socially unacceptable im-

pulses. ‘“Compensation” blocks self-perception by justifying the acceptance and -

development of a less preferred (but more attainable) activity, for a more pre-
ferred (but less attainable) activity. It is also often characterized by extreme

Preoccupation with that activity. "Projection” involves attributing one's own

motives and characteristics to others, espedially when these motives aie a source
of great anxiety. Thus the agent who undertakes to assist people in achieving
attitudinal and behavioural improvement needs, as a skill especially relevant to
- this branch of practice, the ability to recognize these obstacles when theyAarisé,

and the ability to help learners diminish their interference wilth learning.

Structuring principiésﬂfbr'ihtéfpéfééﬁaiﬂeauéétibn’

Givén the subtlety of the leafning‘oﬁtcomés sought by interpersonal practice,
and the many-obstacles to its achievement, Smith has offered five guides to
'prograﬂ development (19?3}37-42);‘ (1) formulate realistic goals that are specific

and explicit components of the desired outcomes; (2) sequence the goals, alternating :
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complementary instructional and clinical periods; (3) reduce defensiveness
through sequencing tasks from least stressful towards the more stressful tasks,
and through rating success of mastery rather than ranking participants against
each other; (4) fit the method to the goal rather than trying to. accomplish all
thiﬁgs with one method such as the T-Group; and (5) evaluate the success of
training. The role of eYaluation for learner outcomes and for program account-

ability will be reviewed after a closer look at the learning téchniques.

Distinctive téchnigues for developing effective

interpersonal attitudes and behaviours

Several kinds of techniques have been developed for learning tasks aimed at
change in emotion-charged attitudes and behaviours. There are many varieties of

the case study used such as group discussion of written accounts, programmed

interview texts, response sheets for filmed interviews of either a simulated
nature or a silhouetted actual interview. All of these afford the learner a
sense of immediate involvement. More direct participation is possible with

role-playing interactions, and with group improvisation of a social simulation.

Behaviour logs sensitize the learner to perception of his own feelings, behav-

iours, and habits in natural rather than controlled settings. And structured

interpersonal labs enable the learner to practice micro-skills of perception,

expression and response components of interacting with others. For example,

one technique for practicing accurate self-expression is behaviour description

which involvés repprting specific, observable actions without imputing motives
attitudes or personality traits (N-W.R.T.L.,1970,Unit 3, Handout 2). . Another

technique for accurate self-expression is direct description of feelings rather

than labeling the other person judgmentally as an indirect way of expressing
one's own feelings. Both of these skills markedly improve self-ekpreséion. A

technique which can improve skill'in responding to others is mirroring what the
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other has conveyed both in content and in affect. This ié of course a cénven—
ient perception check for the listener, but can also have a very supﬁortive

effect on the first speaker. It gives the épeaker,a gratifying sense of having-
been heard. Furthermore it educates the speaker tovmore effective self-expression
so that the message he intends actually gets conveyed. As well as these interview

skills several types of group activities are appropriate for these personal and

emotional educational outcomes. Singef et.alf(1975)have distinguished six kinds
of small group events which focus grouf_activity on either learhiné or behaviéural
change tasks, at either a group, interpersonai or intrapersoﬁal level. Three of
these techniques, the interpersonal learning group, the group process learning

group, ah&'the personal growth group are appropriate to this type of practice.

Qutcomes and instruments: providing

feedback on personal and group behaviour

Assessment can be made of both personal growth in the ability to interact
well with others; and group development toward éohesion and efficiency. Personal
development in sensitivity of perception can be assessed through (a) objective
measures which test for predictive power, (b) subjective'measupes of the learner's
self-assessment, and (c) subjective measures of other participants' perception of
the learner's behaviour. Smith (1973:30-31) cited five investigations using |
objective measures of the power of T-Group experience to impréve the perceptive
ability of partidipants in predicting others' feelings and behaviours. .The re-
‘sults seemed to establish the marginal'or even countérproductive effect of this
-method in improving objectively Verifiéble sensitiVity.' Howéver; subjective
.assessments madé by participants of‘themselves after TfGroup experience repoft'
"that their éelf—ferceptions, sénsitivity and'interpersonél effectiveness were
_chénged in highly beneficial ways” (Smith,l973:32). What these people report

' accomplishing,'in effeét, is,rationélistic undersianding not empirical
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understanding. They experience "...a sense of spontaneous giving of the self,
the free expression of self in interaction with others without calculation of
cost or gain to either the giver or receiver...” Smith concludes,”...rational-
istic understanding seems more real to us, 1s more deeply desired, and is prob-
ably more important to our personal survival and well-being than is empirical
understanding (Smith, 1973:32).

Subjective measures may also be taken of how other participants percéive the
learner's behaviour. The assessment is;given to the learner so that he can in-
corporate it either as confirmation af Present behaviours or as an indication of
which behaviours might be more effective. This is thé cybe;netic principie of
feedback applied consclously and discretely to intefpersonal relations. Smith
defines feedback simply as knowledge of the results or effects of one's be-
haviour toward others, and emphasizes the reinforecement or reward this‘implies
when that behaviéur has beén supportive or facilitative to the other. He also
cautions that successful feedback should lead trainees to set new goals for them-
selves,”even encourage them to set hard goals for themselves; it should motivate
the learner to improve his sensitivity, reveal any discrepancy between where he
is and where he wants to be or thinks he is, and inform him of his progress
towards those desired capabilities (1973:36-37)._ Nylen, Mitchel, and Stout defined
feedback as "communication which gives back to anothef iﬁdividual-information '
about how he has affected us, and how he standsvwith us in relation to his goals
or intentions” (1967:75).

Evaluation can also be made of the behaviours of persons in groups, and of
the graoup's state of development as a cohesive, effective entity. The small group
interaction diagram which fdllqws was used to record'two observation periods of

five minutes each, taken during4an hour's meeting, to give a reasonably accurate

picture of who spoke to whom with what fréquency (Dimock,1971,Book II:23). Arrows

generally indicate the participant to whom the communication was addressed. Arrows
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to the centre indicate a general comment not directed at any one member, Bars
on any line .indicate the second and subsequent communications in the same

direction.

Jones

Bryant

Donald

Fig.?7 : An interaction diagram of a club group based
two samples of five minutes each. (Dimock,1971,Bk.II:23)

This, of course, gives only a quantitative measure of the interactions, identifies
frequent participants and relatively'isolated members. The quality of a member's
contributions is more clearly represented in an interaction analyéis schedule,

one version of which 1s included in Appendix C. In the interaction analysis
schedule each member's behaviours aﬁe registered against categories which iden-
tify them as either facilitaiive or obstructive of the group's aétivity.' Schedules
give a more detailed deséription of the group session than does the interaction

diagram alone.
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It is possible to see a group develop over time and assess whether or not
if is maturing as a group by compéring several ratings taken on a group develop-
ment survey schedule at intervals of a week or more. An examéle'of group
development survey questions is included in Appendix C . These do not identify
which members are contributing what, but rgther whether or not qualities essential
to group effectiveness are in evidence. These group quélities include unity
(cohesion), self-direction (the groups' own motive power), group climate (free-
‘dom to be spontaneous), distribution of leadership, distribution of responsi-
bility, problém solving {(group effectiveness at utilizing all member's contri-
butions and acting creatively to<solve its problems), method of resolving dis-
agreements within group, extent to whlch group meets members’ needs (securlty,

. recognition, belonglng), variety of group activities, and finally depth of group
activities (extent to which members can contribute‘their full potentialities,
skills and creativity).

Finally,‘as well as assessing individual development of interpersonal skills,
or groﬁp development of cohesion and effectiveness, the agent in this type of
adult education may want to evaluate the degree of influence the trainiﬁg he pro-
vided had on these developments; Smith suggests four general types of designs to
evaluate training: 1) measures after training.without,aVControl group,

2) measures before and after training without a control group, 3) measures after-
training with a control group, énd 4) measures before and after training with a
control group~(l973:ﬁl). The first of these designs is the most often used but
the poorest; the last is the least often used but the best. Smith acknowledges
the extra procedural stages involved in the design that uses measures before and
after training with a control group but adds that it has these advantageé}

- Matching experimental and control groups on the before—tréining measures

avoids the danger that the groups may not be comparable at the beginning.

- Taking the difference between before-and-after measures in the trained
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group indicates what changes took place during the training period.

- Comparing these changes with the changes that took place in the un-
trained éontrol group during the training period isolates the changes
caused by the training itself. |

- Overall, the exactness of this design has the advantage that confident
conclusions can be drawn froﬁ a study based on a small number of

trainees.

Clientele orientation characteristicsv

Because of‘the‘degree of personal commitment and involvemehtAin_both inter-
personal and grbﬁp process 1earniné,‘it seems unlikely that learners-would be
motivated by eithéfvgeneralized 1o§e of iearning or.for recreational activity.
Interpersonal learning involves changes in perception and behaviour that bring
with tﬁem some degree of stress and therefore it is most likely that these |
learners have some external stimulus in their personal, pfofessiohal or community‘
~life that motivates them to engage in interpersonal education. Reading alone
nust not.have proved to be effective enough for them, and therapy is apﬁarently
a more drastic intervention than is required. Gazda et al (1973:23) describe
thése persons as being "in good touch with reality” and seeking through inter—

personal education to improve some aspect of their human relations.

Locations for interpersonal education

Because interpersonalrlearning outcomes are attitudinal and deeplyvimbédded
in habitual patterns of living the learning process is facilitated by disruption
of the habitual environment. Removing the learner to a.residential>centre such
‘as a hotel, resort, church-owned retreat, or special institute not only provides
him a new physical space, and social environment, but alsq a daily schedule

which focuses on his learning. These locations are most likely to have the
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special adaptations of a comfortable, pleasant, and flexible physical environ-
ment that is most suited to this kind of learning. The location can thus pro-

vide for an extended, isolated, and intensive personal learning experiénce.

Self-actualizing. Education ‘

Goal, function, and typical content

The goal of self-actualizing education is to enrich as far as possible
personal fulfilment in the search for something piecious and significant in
life. While no educatioﬁal Program is ab1e, or should try, to éatiate tha{
desire for fulfilment, what it can do is introduce adults»tb'somé‘rich fields
for exploration in the worlds of art, history, science, and philosophy. Of course
the goal is to do more than merely stimulate curiosity about what lies within
those phenomenal and noumenal worlds. Indiscriminate consumption of art, -
history, philosophy, or sciénce‘can lead nowﬁere but to confusion and cynicism.
Therefore self-actualizing education would be doing the learner a disservice if
it did not also equip him to examine critically the riches opening up to him.

The function of self-actualizing education is thus to train into the learner
the habit of questioning the value of whatever he encounters against his own
standards. At_first those standards may be only an'ihsfinct for what is beauti-
ful, what is good, and what is true. But the haBit of questioning, once_adopted,
can be turned on those standards as well. Thus rather thanAacquiring or consum-
ing examﬁles of what may be beauty, the function of this sort of education is to
teach the learner how to question what beauty really is. In this way he‘moves
towards knowing, or internalizing what beauty is, expanding within himself a

sense of the significance of things.
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There is a very long tradition of education for this purpose. The search
for meaning and significance has often been cited as the distinguishing quality
of humanity itself. But educators have been at odds as to whiéh sorts of ed-
ucational content would provide the most se;f-actﬁalizing experiences.for
learners. Liberal education is a familiar term but one which over the centuries
has indicated many different sorts of content. In Cicero's time (106—43B}C.)
"artes liberalis” meant all the skills and arts possessed by the educated free
man. In the fifth century A.D. and for the duration of the Dark Ages, educators
had all they could manage to keep alive a "trivium” of communication arts (i.e.,
logié; grammar, and rhetoric), and a "quadriviuh” éf systematic disciplines (i.eu,
geometry, arithmetic, astronomy and music. With the rise of universities in the
12th and 13th centuries the newly rediscovered "Three Philosophies of Ariétotle”
(mental philosophy, moral philosophy, and natural philosophy) were added (Cowley,
1956:377). During the renaissance sons of the squirarchy and nobility who came
to be educated not as priests but as "gentlemen"” studiéd an ever-expanding field
of mathematics and the increasingly respected Qernacular languages. Greek and
Latin were kept on as worthy éreas of study and came to be referred to as the
"classical languages”. When European culturg'moved into the colonies of North
America the original institutions of further learning were called "literary |
seminaries” indicating the emphasis placedlon thevstudy of classical languages in
order to form character (Cowley,1956:379). Following the.American revoiution the
demands of building an independent nation required the colleges to include train-
ing in experimental science and what Benjamin Franklin called "useful knowledge”.

The recurring issue of thé 19th and 20th centuries regarding content appro-
priate for liberal education has been whether or not to include the.sciences.
Some 1like John Stuart Mill in‘1867 argued that everyone's‘education”would benefit
from studying‘throqgh the Methods of science "the modes of which the human intel-~

lect proceeds from the known to the unknown” (Cowley,1956:386). Others of the
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same period saw the sciences as too narrow and career-directed to be of‘general
benefit. This view seemed to predominate and education which was for personal'
enrichment alone gradually centred on those studies which 1qoked to humanity's
subjective life. The "Humanities” always included literature, philosophy, music;
and fine art; often but not always included religion and history; and sometimes
" included moderh}or classical languages with their literatures in the ériginal
form. In 1969 the Center for the Study of Liberal Education for Adults down-
played the phjsical and bilological sciences as less than relevant studies for
adults because these areas were’’difficult if not impossible to handle in a mean-
ingful fashion" (Whipple,Haygood,Goldman,Siegle,1969:14), A decade later this
étatement seems unconscionable. Problems of medical ethics, industrial diseases,
nuclear contamination, species extinction, agricultural politics, dependence on
non-renewable sourées of energy, contfoversies at every turn have made the
sclences essential to the study of man and "fhebgood life”. The gquality of ur-
ban life, the deteriorating effects of extensive career and geographic mobility,
the dissatisfactions ofvconsumerism, and the response of individﬁal conscience
to government actions, these and other questions regarding what ié desirable
a society, were contributed by the social sciences to man's séafch for fulfilmént.
In sum, the history of education for personal understanding and fulfilment
haé been long and vigofous. The modern consensus on content seems to be that
it can properly include the arts and philosophy, the humanistic implications of
all sciences, and the study of religious perspectives on man. Even this exten-
sive content range would be incomplete_without including a unique contribution
of the 20th century. ZEarly inventories of adult education prdgram contents
(eg. Ely,1936) recognized "recreation” as a major area of activity. The key
to recreation in the scope of adult education seems to be the notiqn of health.
The disruptions and pressures of 20th century life combined with unenlightened

consumption have led to phenomena of mental breakdown, marital breakdown,
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and physical breakdown in a host of stress-related diseases. These developments
have raised public interest in the promotion of health to an unprecedented de-
gree. Educatlonal outcomes related to health are tied to self—actuallzlng
education partlally by their dependence on affectlve attitude development rather
than on simple cognition. Health values are also clearly integrated with relif
gious values and life philosophies. The Black Muslims, Hebrew Orthodoxy,
Seventh Day Adventists, and Hihdﬁ communities all promote explicit dietary
Practices as part of their system of values of the good life. Secular practices
such as the medical use of biofeedback, government fitnese Programs, environ—'
mental moVements, and pefsoﬁal stress—reduction Programs emphasize the close
assoc1et10n of mental and phy31ca1 health and promote values such as outdoor
activity, careful dlet s exercise and drug-free sleep. The proliferation of such
activities emphasizes that the search for mental and physical health, through
consciously developed habits of life, must now be included among educational

.practices for personal fulfiiment and self-actualization.

Methodology geared te type of goal

The goal of self-actuaiizing education is to discover within oneself a sense
of beauty, goodness and truth which recognizes when experiences.embodj those -
qualities. Such a sense of significance inherent in the learner, instinctive
at first, may be continually refined as a standard for testing and judging ex-
perience. This is not education for the acquisition of external standards. It
is educational exploration for the purpose of discovering personally meaningful
and satisfying values. It thus falls squarely within the affective domain of
educational outcomes as described by Krathwol, Bloom and Masia (1964).

Because these are affective outcomes of an esthetic or philosophic sort
they cannot be acquired through instruction alone. Affective values have to be

encountered and experienced, then consciously or unconsciously Judged and
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accepted or rejected.v These two phases of affective learning, the experiential
and judgmental, give rise to what seems to be the distinctive impression-
reflection methodology of education for self-a¢tua1ization. Developing new
interests, new voluntary activities,seems to require their being made very
readily available, and testable withoﬁt much inconvenience, commitment or threat.
The initial phase is thus a matter of exposure to new.possibilities and the op-
Portunity to try them out, while the complementary phase is the musing on and '
appraising of the experience with reference to other values one holds. The
reflective phase needs prompting, means of self-expression and non—evélugtive

recognition from the agent to enéourage the learner's exploration of new values.

Obstacles to learning for self-actualization

Learning just for the pleasure of it is not sustained by the same outside
incentives that practical, interpersonal or social activist learning is. Learn-

ing for personal fulfilment is more susceptible to the learner's disaffection

with the worth of learning itself, and with his own self-worth. Glenn Jensen
. says that - the chief negating factor which keeps one from becoming all that
he can seems to be “something that prohibits a person from considering himself
a worthwhilevrepresentative of the human race"” (Jensen,l970:517). Jensen felt
that two ways of life which result from this lack of fulfilment are the "worka-
holic" and the underemployed who fills off-hours with stultifying activities.
Those who try too hard are seeking recognition and significance as contributing:
persons; those who don't try hard enough are seeking escape from the drabness'of
"simply going through the motioﬁs of existing”(ibid). Both lose out on the ex-
perience of learning as a simple, Personal Jjoy.

Jensen goes on to say that the fully—functlonlng self, presumably one that
can learn for self-actualization, "must have the opportunity to live the good

life and have a reason to be"(op.cit.:522). “Without these the person is likely
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to become a cldsed self, fearful of new tasks, anticipating failure, and gener-
-ally avoiding new experiences. The most damaging guality which may develop in
Jensen's opinion is alienation, the loss of‘pride and commitment when the adult
feels his own efforts have little to do with the good or bad fortune that befalls
him (op. cit.l:523)f This line of analysis would seem to say that uﬁless there

is material well-being and civil dignity first; there is no possibility of ar-
tistid‘gnd philosophic or religious perspectives taking hold. But that conclu-
sion would only make sense if art and philosophy-and'religion.are nothing more
than decorations on a well-developed material aﬁd civil order, something to come
later when there is time, when the real work is done; rather than their being.

the very life-blood of material and civil révoluti&n andvself—determinétion. It
must be asked where the courage, vision,'commitment and- sense of self-worth are

to éome<from to break the grip of disﬁal material and civil circumstanées. In
North América the power of artistic and ethical perspectives to raise the capacity
in people to actualize what might be is illustrated with the examples of Myles
Horton's Highlander Folkschool (where tobical songs were used to help union ﬁuild—
' ing), and with Moses Coady's re-creation of economic histofy for the workers of
Nova Scotia in his parable "The Great Default of the fedplé". The revival of
major art forms like the carving of totems cannot be disassociated from the
rediscovery of tribal ethics and the reas;ertion of the right to self;determination
being made by North America's native peoples.

Art and philosophy do not always awaken socilal consciousness, they may
transform very personal self-consciousness. But disaffection and alienaiion only
bar the learner's way to appreciating someone else;s art and philosophy. Disaf-
fection and alienation are dissolved in the discovery of some artistic form that
expresses the learner's own COnditioh, and some philosophic perspective that

> expresses his life experience.
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. Structuring principles for self-actualizing education’

Three quite different approaches have been used to structure values clari-
fication education for adults. Roughly speaking these approaches are thematic- -
ally arrahged around a) disciplines of knowledge, b) adult social roles, or c)
central problems of life. |

The first of these structural alternatives, the'disciplines, is a formal

curriculum approach that has been Praised as truly and effectively general, but
which requires a full-time, systematic schooling to do it justice. Full-time
schooling is wéll beyond the means and Possibly beyond the taste of most adults
(Brdudy,l959:3). The disciplines approach does ha?e the potential to give |
insight into the relationships among items of knowledge (Miller,i960:25). It
also enables the learner to grasp the methods man uses to design_solutionsrto
problems and to formulate standards by which to test those solutions (Hutchins,
1954:29). The main p:oblem with the formal disciplines‘approach especially evi-
dent when it is described as "keeping ub with new knowledge in all major fields"
(University of Oklahoma, 1970:49) is that it seems to be an abstract exercise oo
far removed from the world experienced by fhe adult learner.

The social roles approach structures broad,self-actualizing education

around the family, career and societal roles of adults. The University of
Oklahoma chose this approach for its adult higher education program because it
seemed the most useful and attractive way to draw together what is known about
human individuals and changing human institutions such as the»famiiy, government,
public education and the military (University of Oklahoma,197o}5o). However,
although this was a program concerned with value choices it clearly eﬁphasized
values which impinge on soclety as evidenced by the title of the program,
"Continuing Education for Public Responsibility". This societal perspective

on values has sometimes been adopted as though it were broad enough to include

all human value questions, but the social roles approach does not inherently
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deal with questions of identity, aging, mortality, transcendance, the possib-
ility of personal salyation or justification, and other questions focused on

the meaning of human individuality. Broudy (1959) presented a strong criticism
of the social roles theme in adult liberal education. He wrote, "The very
serious limitation of the social roles approach to adult education, or ahy‘other
kind of education for that matter, is that it locates the center of gravity in
institutional primacy; and itbis aimost ine?itable that the evils of the 'other
directed' sort of life will be its consequence” (op. cit.:5): Despite its
initial appeal, the problem with the social roles approach is that it deals less
with significant values of human experience than it does with the individual's
-iﬁstrum;ntal value to society.

The third structural alternative for self-actualizing education is based on

the theme of central issues of human experience. Broudy contributed the notion
that there are various types or categories of experience which have a value
dimension, amoﬁg‘them would be economic, recreational, associational, intellectual,
morél, religious and aesthetic types of experience. He also noted that within
each of these categories, it is possible to distinguish discrete levels to the
quality of the experience, and that the degree of understanding one has within
a category of value-experience is exhibited in the quality of preferred experi-
ence (1959:9); Arranging one's life with limited resourcés of time and money is
only further complicated by a multitude of alternatives unless one has made the
effort to decide what values will guide his preferences. How fo earn a living,
what to'spend free time on, whom to associate with, what to beliéve in, what to
take comfort in,are recurring questions in everyone's life.

Hutchin's promotion of "Great Books” was based on his conviction that con-
temporary problems facing the individual and society are a manifestation or
recombination of fundamental problems. He felt there exists a set of basic value

conflicts, and that in "treating the most difficult subjects of human thought,
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great books represent the clearest and simplest expression of the best thinking
that can be done on these subjects” (1954:2). Miller cited the Great Books ex-
periment as an example of education for the "skills of the free man” or renais-
sance man, the skills of analysis, criticism, and judgement. Particularly,

Miller wanted to see the non—speciaiist equipped by a sense of value implications °
to interpret and Jjudge the work of experts, "to judge the beauty of a work of

art, the credibility of the results of scientific reseafch, or the desirability

of social and political inétitutions'; (1960:28).

An interesfing claim was made for fhe preferability of this third values
clarification_approach over the fofmal disciplines or social roles approach.
Broudy proposed that only the vélueé clarificatidn or quality of life approach
nurtures in the learner a feeling of obligétion to maxiﬁize.his and everyone
else's positive value'experiences, that it alone evokes a sense of»duty which
makes a moral claim upon the adult from within his own nature regarding self-
improvement. Further, that unless education for private and community life
based itself on this compelling obligatioﬂ it wouldvremain "an ad hoc, morally

toothless arrangement” (1959:10).

Distinctive technigques for encouraging value choices

It has been earlier.stated in general terms that this form of practice
employs a distinctive methodology combination here called "impression—feflection".
Impression implies that the learner will be exposed to an effectively planned
new experience of an aesthetic, philosophic, physical or spiritual nature -
perhaps "new” because it is being experienced with new skill or from a new per-
spective -- but for it to be learning the impression will be something more than
a mere reéetition of previous impressions. Reflection implies that the learning
experience will be planned to include an appraisal phase in which the learner

assesses the new experience and judges it in terms of an emerging set of criteria.
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This personal, subjective assessmént of the meaniﬁg and value of an experience
may require prompting from the consulting educator. If also requires that the
learner possess or acquire some means for expression of the reflective phase --
perhaps through free discussion, perhaps through music, photography, satirical
skits or creétive writing. Any mode of expression may be useful in integrating
- the new experience with previous ones, or prior.attitudes. But some expression
of the new judgement allows the learner to engage with others in an examination
of the‘newly adopted position. The consulting educator may suggest criteria for
testing and judging the emerging opinion, but may moét effectively encourage the
~learner's value expioration by'simply honouring it with non—evaluativé recognitién.
- Of the several techniques'most directly identified with self-actualizing
education some facilitate the impression phase, some the reflection rhase and

some accomodate both. Techniques which emphasize new impressions almost exclu-

sively would include museum exhibits, art displays, 1ectuie series like "The
Human Enterprise"” a science and humanities series for adults at Northern Illinois
UniVersify, and the various television extravaganzas like Kenneth Clark's
"Civilization" series, Yehudi Menhuin's "The Music of Man", Joseph Bronowski's
"The Ascent of Man", and John Kenneth Gélbraith'é séries on economics. All of
the foregoing techniques present new impressions dirécﬁly to the learner, but
impressions may also be presented indifectly through identificatibn with another
person who is reacting to events; demonstrating value convictions, or being
reacted to. Bandura (1965) refers to this as social learning, or that learning
which takes place as a result of observing.behaviour and attitude modelling on
the part of another human being.

C. Wright Mills (1954) emphasized human modelling as a crucial element for
the development of human community. His concern was for the drift away from
many natural "publics"” in society as the distillers of public will, toward the

"mass” distribution of opinion by a few powerful and manipulative opinion makers.
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His hope lay with the natural leaders of a commnnity who speak out against
pre-digested mass opinion and become the "radiant points, the»foci” of primary
nnblics, or face to face natural publics. Then addressing adult educators he
said that in order to attract these natural community leaders to programs on
5001a11y significant themes "you must surround your students with models of
stralghtforward conduct, clarified character, and open reasonableness, for I

‘ believe'it is in the hope of seeing such models that many serious people go to
lectures rather than more conveniently reading books....In the end, all talk of
liberal education...is nonsense if you do not have such nen and women on your
faculties. For in the end liberal education is the result of the liberating
and self-sustaining touch of such people” (Mills,1954;l5).

Techniques which accomodate. both new impressions and personal reflections

would include all the various artistic experiences which are combined witn dis—
cussion groups; such as the systematic reading of literature, immersion in
music, or exploration of sculpture and art exhibits. Some special interest
societies such as medievalists, choral groups'and travel societies sponsor the
acquisition of new knowledge, skills, and appreciations; ‘Some sponsor philo- .
sophic debates for their members, such as tne "Controversial Club” begun by a
young businessman in a small Illinois city following the First World War
(Houle,1961:78), or the Thomas More Institute in Montreal, Quebec, which spon-
sors short discussion series on philosophic themes. To the aesthetic discussion
groups and philosophic discussion groups may be added community building dis-
cussion groups such as those which were sponsorednby the Laquemac program in
Quebec. Iaguemac nas a residential camp housing gronps of 100 adults for 10
days at a time, sponsored by the Universite de Laval, the Ministry of Education
of Quebec, and Macdonald College. It was a totally bilingual, training'ana
discovery experience for adult educators responsible for community programs -

around Quebec. By bringing together two founding'peoples_of Canadian society -
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in an isolated campsite, to elect a council for self-government and a committee
of instructors for the educational program, it became a social laboratory,
reminiscent of interperéonal education. To the extent that it focused on
regional economic, political, cultural aﬁd social issues it was reminiscent of
social activist education. But-Laquemac participants formed a temporary community
not intended to take action as a group. Rather the participants returned to
their leadership roles in their respectivé communities to live out what had

been learned from their values clarification.experience. This feature of a
deep personal search for common cultural values is what placed the'Laquemac pro-
gram squarely within education for self-actualization whenlthatlself is under-
stood to be the confluence of many individuals seekiﬁg huﬁaﬁity community.
laquemac was déscribed as the expressién of a hope '"that the concept of a
people's culture become firmly fixed as a fundamental goal for thosé who work
in the field of adult education” in Canada (Kidd,195o':'168).

Other techniques which combine exposure to new impressions with conscious
reflection upon them were suggested especiallylfor developing the value of human
community as "internatidnal interdependence” -- a concept which under current
giobal‘pressures seems to be replacing previous value emphasis on "national
independence” (Compton,1978:30-33). Compton proposed anew the benefit to be
gained from such forms of discovery and expression as learning foreign languages,
taking part in exchange programs, international cuitural festivals, international
universities, international publications, councils and task forces on policy
development for alleviating global problems.
| Finally, whether the focus for values clarification is on the human indivi-
dual or human community, there are some techniques which facilitate primarily

the reflective, evaluative phase of self-actualizing education. These techniques

offer the learner an opportunity to make personally expressive statements about

" the current state of self-creation, of the weaving together of intersupportive
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values. They prompt synthesizing statements without burdéning the learner with
yet more new impressions. Such techniques include all forms of’artistic crea-
tivity from blank verse, to wall murals, to pantomime. »Group forms of reflec-
tive expression would include both those discussions where the participants
speak as themselves, and improvisations where they portray characters who
Iepreéent given values or attitudes. Because the dramatic representafion gives
expression to human convictions it is possible'for theatre to servé the learner
in the audience as an indirect form of self-expression as well as its more com-
mon function of being a source of new iﬁpressions. Perhaﬁs the development of
what has been called "taste” for a given artistic form (when it‘is a genuine

. and not an. affected preference)gis nothing more than the discovery of that

which most nearly expresses one's self.

Outcomes‘and instruments for appraising,the degree of internalization

The Krathwol, Bloom and Masia taxonomy (1964 ) of affective educational out-
comes has a hierarchical structure based on the principle of internalization.
Internalization acknowledges five major stages of adoption of a new value, from
1) the most superficial awareness of it, to 2) a passive compliance or response
to it, to 3) an active valuing of it, to 4) conceptualizing it within a larger
value set, to 5) integration of one;s whole 1life, identification of one's whole
‘character with £hat value. This hierarchy helps to distinguish between some of
the stages of adoption of new personal values. It is not universally accepted,
and was never intended by its creators to be the final word on testing of affec-
tive outcomes. Still, because it provides guidelines for test.items which
distinguish between externally-enforced, passive coméliance to a value, and
jnternally-preferred, voluntary choice of a value it may be useful for evalu-
ating some aspects of socialization; for example, as this would require objective

measures.
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~ﬁut beyond critical aspects of socialization why would objective measures
of value-preference outcomes be necessary? Surely in the case of self-
actualizing education, evaluation is dnchored in the self of the learner, and
focused not on the learner's achievéments of externally set goals, but on the
program's effectiveness in helping the learner aéhieve his desired goals. Did
it meet the learner's expectations and enable him to liberate himself from a
degree of ignorance, prejudice, foolishness, narrowness, and bline habit? Did
it provide a channel for spiritual renewal and release from boredom, alienation
and meaninglessness? Did it bring the learner closer to that form of profound
literacy which Méxine Green said "enables persons to ‘disclose who they are...
to. tell their stories, té'inveﬁtathemselves...to'make'c1ear the role of vantage
point even as it illuminates the shapes of the common world" (1979:634). This
type of progrdm more than any other takes its cue for success or otherwise from
the judgment of learners. |

With the other three types of educatién'objective evaluation of the learn-
er's achieQement dominates as an indicator of program success. A technical pro-
gan is'successful if learners demonstrate the criterion performance. An
interpersonal program is successful if the experiﬁéntal design establishes via
pre- and post-test that the treatment group developed -skills the control group
did not. A social activist program is considered successful if the participants
move on an attitude scale from anomie toward autonomy. But how can a program
for self-actualization set the criterion behaviour for evaluation? |

Of all four types of education this one reverses the primacy of objective

measures, and asks not did the learner achieve the piogram's objectives, but did
the program meet the learner's expectations? DProgram success may hinge then on

the learner's sense of having passed through a significant experience. This is

undoubtedly an exceptional challenge for educators to take on, but it is the

essence of education to honour the integrity of the learner and serve the
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unfoldment of his consciousness. Evaluation of self-actualizing eduéation is
one place where this relationship is defined in explicit and uncompromised

terms.

Clientele orientation characteristics

This type of education can offer little external reward; its main>attrac—
tion is the enchantment of finding life more rich and varied than it appeared.
It will therefo;e draw ciients who are eésentiélly learning oriented, and whose
self-coﬁcept is high. They may be less instrumental because they are older, or
they may be inéatiably curious so that they simply desire to have more science,
art, and philosophy in their lives. They may be séeking renewal,“and.something
refreshing to help them t:anscend the preoccupations of daily‘life.‘ In this
respect they may be agtivity oriented like clients who study technical contents for
non-instrumental reasons. The disaffected will seize with enthusiasm any mediﬁm
which expresses their vision -- as has been demonstrated with inner-city build-
ing murals, political sfreef theatre, and the steel bands of the Caribbean.
Those with é low self—conéept can be won over to new joy if the skills. for self-
actualization are brought by thé agent to a level they can reach. This has been>
demonstrated in geriatric hospitals where even patients in'the.paliiative care
wards respond to the chance to use percussion musical instruments. It has been
evidenced in prisons whére tending a small gardep patch or caring for a pet has
noticeably modified prisoner behavipur.

Locations for self-actualizing educatio

There is some evidence that effective values clarifying education can take
place close to home -- in the village institute, the local library or a church
hall, even quite successfully iﬁ the home as seen with the "Living Room Learning”

program in British Columbia.XKidd and Selman,1978:235).
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However field trips can usefully supplement the value clarifications which go

on in discussion groups, and at the same time make use of society's cﬁltural
storehouses which include}.museums, auditoriums, planetariums, galleries,
theatres, libraries, conservatories, observatories, laboratories, churches,
synagogues, mosques and temples. Regarding these examples of cﬁltural capital
there is some interplay between the developments which take Place through values
clarifying education and social activist'education, since only through wieiding
political influence successfully do minority groups and aboriginal peoples
obtain the resources to establish museums, galleries of photographic history,

or language institutes.

SOCTAL ACTIVIST EDUCATION

Goal, function and typical content

Social activist education directs.peréonél learning towards improving the
quality of 1life experienced in human communities. In the past its goal has been
to bring about pragmatic improvements thatIWere usually evidenced in a more equi-
table distribution of material resources; buf in the last décade emphasis has
'shifted onto the goal of improving understanding and capability with regard to
the successful management of further changes in the community. Since it seems
unlikely that either individual or mass actions can be‘sustained successfully as
educative experiences without the support of small grbup involvement, the follow-
ing treatment will speak of face-to~face primary groups, neighbours, and people in
a community as the central forum of social activist learﬂing.

The function of community developing education is to Seék growth in compe-
tence, more than the alleviation of misery (Biddle & Biddle,1965:221). But its

function is often confused with that of several other forms of social practice.
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"Social welfare” services for example, while struggling to get upstream at the
éauses of problems are primarily dedicatéd to relieving the symptoms. "Economic
development”, the rallying cry of the 1960's, has come to be judged as often.
misguided and essentially missing the mark of human developﬁent. Similarly,
"community organization” presuming that "community“ already exists proceeds to
systematize relations among existing institutions and leaders, thus achieving
a minor degree of efficiency, while missing a major opportunity to develop
emerging leaders and mére vital institutions. "Social planning”'though it sub-
sumes welfare services, economic development, and better community organization
fails in principle and consequently in fact when it delivers ill-fitting solu-
tions to peoplé wﬁo have not been'assisted to articulate the Problems they
experience. Similarly, both "information—communication” (from social plannefs'
to the people who are about to be subjected to a change), and ”educatlon of the
public"” (propaganda from a sector whlch is seeklng change), have more in common
with publicity than education. The prototype of community developing education
is neither a classroom nor a publicity campaign but "a small group of friends
who are dévoted.to the local good” (op. cit.: 248).

The content of social adtivist‘education has tﬁree major elements in inter-
action: firstly, people as citizens and neighbours who are acting on their own
behalf in real rather than simulated eventé of human comﬁunity; secondly, some

immediate problematic situation which is actual rather than contrived for educa-

tional purposes; and thirdly,~the socioeconomic institutions through which

people work to.allgviate problems and bring about a better life. In fact, the
longer range activity is largelyi”oriented toward the design of socioeconomic
institutions” (Blakely,l979}i8) so that in future situations they can more
efféctively close the gap between human aspirations and available resources.
But the emphasis is always with the peo?le who are learning to be citizens, to

become "competent to live and gain some control over a frustrating and changing
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world” (Biddle & Biddle,1965:78).

Methodology geared to nature of the goal -

Since the content is comprised of problematic local situations, and the
learning outcomes sought are the ability of local people'to "perceive their own
needs and manage their own destiny in a manner beneficial to themselves”
(Biakeiy,1979}22), the educational methodology used will be a judicious combin-
ation of critical thinking, social action, and more critical thinking. The
emphasis on probing, testing, prudent action directed toward desired social
change is the source of the term "social experiment” to describe the distinctive
methodology of social activist education. .Without action there is philosophic
rather than citizenship education, but without critical thought of potential
consequences and comparison-of actuél with anticipated conseduences any social
actioh will not produce an educative experience.

The methodology of social activist education initiates a Process in people
that begins with their own perceptions of their needs. It does not presume
community exists. "It recognizes the necessity for the discovering or creating
of community, in a process that will utilize the eXisting social structures, but
that will hel;)createneﬁ organizations and institutions when needed" (Biddle &
Biddle,1965:224). Starting with the people ﬁhere they are, helping them uncover
commonalities with their neighbours, encouraging them to become "more competent
to serve an expanding neiéhbourly good" (op. cit.i248) is the basic momentum of

community development.

A sense of community, of being together in ekperience and cooperative action
is thus the first significant outcome of their guided exploration of the local
situation. The community building educators of Highlander folkschooi also came
to value this sense of common purpose as the firét>step in community development.

"Historically education in America, more often than not, has taught people that
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when the conflict between themselves ;nd a problem lessens or disappears, the
problem is solved. Critical conscious thought about the causes of the problem,
or who else may be affected by it, often stops at this point...Highlander sought
to educate people away from the dead end of individualism and into the freedom
that grows from cooperation and collective solutions” (Adams,1975}208).

The Antigonish cooperative movement carried on in the Atlantic provinces{bf
Canada taught the same ethical'principle,'that selfish, competitive individualism
was in the end'self—defeating. "No matter how.capable and skilled the individual
is, he soon learns that there are forces in society over which he has no personal
control, and which influence the lives of all individuals irrespective of their
genius...Against these forces 1nd1v1dual actlon is useless.‘ They must be met
| with group action” (Laid.la.w,l961:10?). At the same time some authors cautioned
that hatred of a common enemy would not make as good.a.baéis for the community
building process as the latent good will in a population to seek improvement in
the quality of life. Similarly, an immediate crisis was not as good a basis .on
which to begin the community process as the many frustrations and hopes accumu-
lated from crises of the past (Biddle & Biddle,1965:274). |

The methodology of social activist education is é subtle balance of fespect
for the hopes, experlence, despair and will of the people, and recognition of the
Present limits on their capacity for self-help. Of these two qualltles the more
essential to human dignity is genuine respect of people. Myles Horton, founder
of the Appalachian folkschool, "Highlander”, concluded from his observations of
local people and outsiders that ”this unacknowledged dialogue of non-equals that
SO many people are carrying on with mountain people must come to an end” (Adans,
1975}183). He was convinced that effective "teaching must learn to work inside
the.experiences of those being taught” (op. cit.?h?). Horton became qonvinced
that the people, no matter how poor 0;4 untutored, would know what they needed to

learn, if he could only learn to listén to them and to translate what he heard
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into an educational program (op. cit.:24). James Draper introduced the book
"Citigen Participation: Canada” with a proverb on the same theme.(1971:intro):

Go to the people

Live .among them

Learn from them

Love them

Serve them

Plan with them

Start with what they know

Build on what they have
The-community developer is thus a midwife of citizens, the helper of a natural
instinctive process, in this case the adult desire to manage one's own destiny.
He is "an expert in expediting a process that works only if the participants take
the initiative from him” (Biddle & Biddle,1965:266). In this way social activist
education is seen to begin by bringing people together to reflect upon events
in order to learn from them (op. cit.:88). Out of this joint exploring of the
local situation and its causes grows self-confidence to converse with the

powerful. Self-assurance grows "when citizens have studied and discussed

enough to know that they know what they are talking about" (op. cit.:150).

Obstacles to social activist education

Moses Coady gave great impetus to social activist education in the Atlantic
provinces of Canada with a parable "The Great Default of the People”. In this
parable he fused the minutiae of history into a powerful'myth about the growth
of economic institutions and how the oxrdinary people lost control of them.

The myth would apply equally well to political and other social institutions,
where for thé sake of convenience citizens give up their working knowledge of
an institution to become instead only consumers of its services.  They pay for
this service both by giving up some financial resources, énd by giving up the
control that direct involvement had afforded them. With time institutions tend

to become overlaid with greater formality and a convolution of "channels” which
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prevent people further from influencing or even learning about influencing the
instruments of their own society. Some people are born with privileged access
to socioeconomic institutions; they develop a higher degree of understanding
and influence regarding these institutions. Father James Tompkins who inspired
Coady's work was most deeply critical not of those persons born to privilege but
those who through higher education were able to rise above their disadvantaged
feers and then simply left them behind. Both these groups of influential citi-
zens tend to deny that a large segmeht of society is not empowered to partici-
pate in the socioeconomic decisions which shape it. So the first obstacle to
effective activist education is denial on the part Qf potential providers that
people are powerless or lacking the skills of self-determination. This denial
communicates to the powerless as a sense of inevitability about their social
situaiion, and tends to deepen their apathy.

The second itraditional obstacle to social activist éducation has been'the
tendency of gbvernments to.do things fgglthe people; or to them, instead of Egig
them. From this philanthropic approach stem social welfare projects which over-
step the vague and hopeful mandates which the governed give through election
procedureé. Social welfare projects, using iarge bureaucracies and moving large
amounts of tax dollafs, make l1solated administrative decisions aimed at physical
and economic conditions. Despite any material improvement which‘results, people
are weakened further when such projects by-pass the people's decision-making
function. Blakely maintains that growth in community develops only as people
"are totally involved in all of the frustrations as well as successes in arriving
at the objective"(l9?9§i9). Decisions made by absentee bureaucrats run the risk
of failuie even in their limited objectives because the bureaucrats' distance
from the scene virtually guarantees that they will be "overlooking some of the
total system”, the living community they are trying tONServe (op..Cif;QZZj.

Other writers have similarly‘argued that it is not possible to create a people's
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society for them, or to Purchase a way into utopia. Utopia is something human
beings struggle for and grow towards, and those persons who are restricted to
a passive status in relation to their own society are prevented from such growth.
This error can be committed as easily as appointing a citizens' committee from
an autocratic distance rather than letting the opinion-leading members of a
community emerge and grow into active pParticipatory leadership (Biddle & Biddle,
1965,vii). | |

Thus denial of the powerlessness of citizens by those who have socioeconemic
influence, and Philanthropic social projects whieh relegate citizens to a passive
relationship to their own society are obstacles which may preclude social activ-
1st learning. Biddle and Biddle have 1dent1f1ed five other obstacles as often
arising in the learning process once local people begin to come to grips with
their situation. The first is apathy shown either as active resistance to com-
munity building initiatives, or as an equally dysfunctional polite acquiescence
-- an indifference so deep it doesn't even resist (op. cit.:104). The second

Potential obstacle to learning is group catharsis or the tendancy to get bogged

down in bitter complaint about the seriousness of local problems and about those
who are seen as being to blame. This may come about in the early days of forming
- a primary group or "nucleus” as the Biddle's call it, or when the deeper study of
problems begins, or when nuclei of differing backgrounds come together into a
larger nucleus.‘ The third potential obstacle to further learning is "the slump” -
when all community activity ceases for weeks or months especialiy-after a suc-
cessful project. This is most likely fatigge brought on by the excitement and
effort which the active period has required. Usually fresh interest is aroused
 when a new idea or objective arises to "galvanize people into renewed activity"
(op. cit.}io5). The fourth potential obstacle to citizen participation educa-

tion is the loss of some key particlpants, some good members who either drop out
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or are forced out by other members of the group. This regretable loss leaves
open the opportunity to assist the newly emergent leaders. On occasion the loss
may become serious enough to qualify as obstacle five, which is the actual

"disintegration of a nucleus” through poor leadership, unwise decisions, or

factionalism. The agent then becomes a conciliator, so that the healing of
wounds of misunderstanding will be a learning phase forwarding the community

development process.

Structuring principles for social activist learning

One way of looking at the complementary and somewhat cyclical phases of
‘this kind éf 1earning'is to describe if és comprising a diagnostic phase in
which needs are assessed, and an action phase in which the social policy result—
ing from the dlagnostlc Phase gets translated into actions as projects and pro-
grams carried out in the community. The diagnOSis, referred to as "community
research” by Blakely "instead of being burely descriptive of the how and why of
human behaviour is aimed at change in a predetermined value-set direction”
(Blakely,1979:17). 1In other words it is not seeking social scientific explana-
tion which is by nature abstracted and generalized; it is seeking some Tragmatic
strategy to be employed in a concrete individual situation.

Structuring principles which do exist tend to be neither a how-to formula
nor a simple solution equally applicable to all situations. Available principles
for structuring the events of social activist educatibn are not to be confused
with a recipe of prescribed and seqﬁenced steps. Structural guides are rather
the outline of a process for seeking together, a process for citizen partici-
pants to evolve their own problem—resolving‘formulasf While it is by nature
modifiable, the basic pattern of events must be there to draw oﬁt citizen ini-.
tiative ‘which has not occurred on an uhplanned b@sis° "If the achievement of

responsible freedom is to be expedited the expediting follows a design that
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invites participation, an outline that depends upon the flexibility of grdup
chbosing" (Biddle & Biddle,1965:88). With this flexibility the sequence of
identifiable phases may be rearrahged, some stages skipped altogether, or several
occur simultaneously (op. cit.:106).

Hayden Roberts of the Univer-

sity of Alberta proposed a generic

set of phases to social activist

learning (1979:36) which combined

_Evaluation
‘elements from two previous analyses )
Learning
of the community problem-solving Knowledge of 5.
- self :
ess. .The sequence he proposes - group
Prof: S8 h = ) prop - environment Action
is illustrated in Figure 8, the Skills in _
-oommunicatior\ . i
spatial relations among the six - group discussion : T
- . : Attitudes toward
stages altered slightly to accentu- iy Learning
. . Z Qthers Skills in
ate their cyclical nature. - things ‘ - organization
= planning
The cycle moves from a phase - administration

of individually felt tension and

Fig. 8: The Community
in-group to know oneself, the basis _ Problem-Solving Process

dissatisfaction, to a joint explora-

tion or "familiarization” learning

of commonality, and the dimensions (Roberté, 1979:36)

of the problem situation in much more depth and clarity than is possible at the
stage of simple disconfort. Out of this assessment phase of learning Wiil be
produced some formulation of objéctives for the group. Then begines a second
phase of learning which is "strategic” rather than situation familiarization.
Here people gain the skills and insights necessary to'put éome plan of action
into effect. The final phase of the cycle is evaluation of the outcomes of the

action taken, and an assessment of any discrepancies and tensions which may lead
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to a new round of learning, goal-setting, more learning, and action.

Distinctive technigues related to social activist learning

Techniques aimed at increasing the learnmer's capacity to particibate in
social planning seem to group as tactics into three broad strategies. There are
a) those aimed at animation of citizens, stimulating. them to get involved; b)
those aiméd at analyzing the situational environment for both its assets and
probléms; and c) those tactics which aim at intervention in existing institu-
tions or invention of new, more effective institutions and processes.

Within the strategy for citizen animation the earliest téchniqués.must be
aimed at overcoming isolation. Their purpése is to givevalienatédAand apathetic
persons the opportunity to learn that their situation is not unique -- many
potential allies are having similar difficulties. éub;equent techniques encom-
pass devices for catalyzing citizen awareness of the extent,and if possible,
the source of local problems. Tom Lovett(l975) used 15 minute radio tapes made by
local people in Liverpool. Paulo Freire used hand-sketched drawings (1970).
Myles Horton used songs written by his wife to tell the tale of local events
(Adams, 1975). Moses Coady used his drématic parable about the default of the
people to awaken a sense of urgency about the control of society (1939). Coady
also used kitchen meetings and study circles as a way for people to air their
grievances and explore the pbtenfial in their situation. Exploration of the will
of citizens-could include direct techniques like townAmeetings or parish meetings,
and indirect techniques like télephone surveys, newspaper main-ins, and other
forms of opinion or attitude surveys develobed.fof this purpose. Eventually-
the learners involved will reach the stage of creating a "nucleus” (Biddle &
Biddle, 1965:89). This is a group of people who have a commitment to the
common good as theyAunderstand it in their local setting. Their dual purpose

becomes to inform themselves better of the facts of their situation and to



148

explore together their values and hopes for their community's development. Group
discussion techniques are appropriate for use in a group of this sort.

Throughout the use of all these techniques designed to stimulate citizen
participation, it is productive to maintain a running group process record which
includes observations regarding where the group started in ifs assumptions, capa-
bilities, and dynamics, stages it progressed through, and results (both intended
and incidental) of the actions taken by the group (Blakely,l979?22). Two.
examples of record keeping schedules are offered by Biddle and Biddle:. The
first is for encounters with individual people who may or may not develop into
active community contacts. The second is for meetings with groups of people
and it gathers information about both the formal agenda and informal transactions

which have some significance.

The second major strategy related to social activist learning, and one
which is complementary to animating citizen participation, uses techniques to
analyze the environment. These information-géthering techniques seek base-line
data both economic and otherwise on current resources, obstructions and history
of the local situation. Such techniques include the Community Inventory Tech-
nique which employs a checkiist or inventory documeht and may be used by
citizens to assess their own community without using‘ekpert help . The social
environment may also be analyzed using a "reconnaissance technique” to obtain
information from key citizens or a small smaple of persons from interest groups.
Even the Delphi method of obtaining written, indirect consensus, or other
"nominal group” technigues may be used. These lack the synergistic effect of
group deliberations, but also avoid potential destructive effects of face-to-face
interactions. Whichever techniques are used to explore the facts and values at
work in a complex community situation three guiding principles influence their

success}' 1t is essential to incorporate the-cbntiibutions of those key people
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who enact the current situation and whowlll implement the action plén to be
developed; it is essential to incorporate those people in defining the problem
which is to be acted upon who will live with the consequences of future actioﬁ;
and the analysis which results must go as far as making recommendations for
action (Voth,1979:73).

Among learning techniqués related to social activist education the third
general strategy 1s community mobilization for intervention, or if necéssary,
invention. To the extént that local people learn to make themselves heard
and to work with existing institutions and procedures their action is "inter-
vention"; to the extent that they must create new institutions or procedures
;it is "invention". Intervention can have unfortunate results unless a thorough
values clarification has been_uniertaken by the nucleus in the early "situation

- familiarization" stage of learning. This values clarification must examine
especially the issues of blame, conflict, and alienation, looking for the high-
est possible definition of "common good” and "community” that the situation will
allow. A thorough option-research at the ”strategié” stage of learning can
help reveal the potential range of consequeﬁces to various action alternatives,
such as'what would result from using publicity, obstrucfion or petition. One
of the'techniques suggested here for finding appropriate action plane to match
goals is a kind of force field analysis (Roberts,1979}148). The concept is

attributed generally to Kurt Lewin and deals with the social field or iife
space as the sum of relevant physical entities and social forces in the sur-
roundings. The technique analyzes a situation in terms of "driving forces"‘
which support movement toward a goal, and "restraining forces” which tend to
impede such movement. The techni@ue may bé implemented through a series of
questions such as : a) "What forces, if any, must be dealt with before change
can occur?” b) "Are there some forces whose direction can be reversed?” c)

"Which fesfraining forces can be reduced with the least effort?” d) "Which
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driving forces can be increased?” (Jenkins,l964:23). Part of the intervention/
invention strategy méy call fqr the creation of a larger nucleus. This happens
at the point where it seems advisable to seek coilaboration with other small.
nuclei of citizené.' The larger nucleus will of necessity have a more encom-
passing definition of the common good in order to attract the joint efforts of
smaller nuclei which have more focused, partisan interests. This is a stage of
Jjoint problem acknowledgement‘aptly'described by Richard Feringer of Western
Washington University (1980). In this stage all parties are defined as co-
victims to some extent of an undesirable situation -- which makes it in the
best interests of all to alleviate the situation.‘.Sometimes this point must be
brought home to an exploiting party in terms of the possiblé consequences for
" them of doing nothing ﬁo improve_the situation. It is not aiways possible to
réach this.stage of joint problem recognition face-to-face. One ingenious
technique for bridging the gap between suB—group nuclei is introductions via
videotape used with considerable success by the "Challenge For Change” program
using the technical assistance of the National Film Board to énable conflicting
factions to view each other's deliberations Kidd and Selman,1978:229-233).
Some traditional adult education techniques are well suited for helping
adults learn from experts when as citizens their problem-solving requires con-
sulting experts. One is the "colloquy"” where a panel of experts is matched by
a reaction panel from the audience. This has the advantage over the open forum
of giving articulate spokesmen of the audience equal standing with the experts
in the physical arrangement of the meeting (Bergevin, Morris, & Smith,l962}42).
Another technique is the "listening tean” (Knowles,1970:293) whose mission is
to ensure that jargon which is used by the panel of experts will be clarified
into commoniy.understood terms. They do this through sanctioned interjections
askiné for clarification during éach expert'é presentation.

Among adult educators. perhaps the most controversial technique of social
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activist education is "integrative action research”. Tradition separates the
functions of teaching, research, and action, althbugh these turn back on each
other in the world of experience. Integrative action research maintains these
three functions simultaneously. In part the rationale for integration is .
strictly pragmatic(se that there will be agreement on a practical solution); in
part humanisticl(respecting the persons who live with the problem); and 4in: part
anchored in a commitment (to enhance the problem-solving capabilities of citi-
zens). The rationale for integration of three functions is ultimateiy
"existential” because it does not engage citizens in order to co-opt their
support, or to educate them, "but to place responsibility for decision—making
squarely on them” (Voth,l979:76). AEducators dedicated té tbiS'type of practice
and especially this integrative approach will pfobably win greatér support

from their colleagues by calliﬁg it "integrative action-investigation” or some
such term -- leaving "research” to describe those activities which emphasize

rigorous design and systematic execution.

OQutcomes and instruments for estimafing self-determination

Just as techniques of social‘activiét education can be subsumed'under three
broad strategies aimedbat a) animating participants, b) analyzing the environ-
ment, and c) intervening in institutions, so there are three lines of evalua-
tion with social activist education. The degree of personal change can bé
estimated through attitude scales. Environmental change may be measured directly
through a nominal scale inventory which includes, for example, improvements like
a better park, a day-care centre, a desegregated restaurant, bus system or
school. Environmental change may also be measured indiréctly through other
social indicatoré: number of local children admitted to higher education,
decreased incidence of child neglect, decreased incidenée of vandalism to pub-

lic buildings and so on. Finally, the existence of systemic change in
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socioeconomic institutions from non-responsive to responsive decision-making
may be tested through methods of organizational research.

However Voth cautions (1979}156,157) that several difficult problems
plague the evaluation éfcommunitydevelopment education. In the first place
there are conceptual problems including the ambiguity of goals and the absence
of consensus on a model of community developmeﬁt.' Although concrete physical
»objectives are easy enough to state, process objectives like the ability of a
-community to solve its problems and make decisions collectively resist being
formulated into clear opefational definitions (op. cit.:158). In the second
place there are technical problems such as thé.inability of the researcher to
control which learnersbwill be ekposed‘to which édﬁcational treatments. He ié
not in a position to randomize participation (op. cit.:161). Furthermdre there -
may be weak immediate effects however high the later multiplier effect. There
are érude measures only, of the distributioﬁ of influence or power in.community
decision-making, and the quality of life in a community. Technically there is
the problem of small samples making it difficult to get beyond idiographic
description (op. cit.:lé?). Finally there are political variables which con-
found evaluation. For political reasons.goals will be ambitious, very general,
acceptable to all. They are symbols which are almost certain to be vague and
abstract, where the evaluators'objectives must be precise and observable (op.
cit.:168). Further-political consequences arise with the relationship between
evaluation findings and aspects of program administration such as finance.
.Whether he is engaged ih an "impact evaluation” comparing the effects of differ-
ent programs cn similaf problems, or in a "strategy evaluation” comparing alter-
nate techniques or approaches that could be taken by an agency or group, there
is always the danger that the evaluator hay be used for some partisan purpose.

Hayden Roberts urges that the search for effective evaluation go forward
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despite its many difficulties, feeling that in a field that lacks objective
standaras of achievement no learning cén take place. There can be no certainty
that movement is going forward or backward, no criteria to evaluate the relation
between effort and achievement, nothing to prevent wrong conclusions (1979:154).
But here as with the methodology itself, the.participation of the citizens
affected must be recruited. What is needed are "sensitive attempts to find
appropriate measures of whatever it is we are aiming at. And in community dev-
elopment an important aim must be to enable the people involved to take part in

establishing these measures and using them” (op. cit.:155).

Clientele orientation characteristics

Adults engaged in education for participation‘are most }ikely to be persons
who are directly affected by a particular unresolved social issue. That issue
to act as a basis of community must be something more than a purely personal
complaint (Biddle & Biddle,1965:274). Therefore adults who seek this kind of
learning opportunity also have some sense of thé common good which is inherent
in the issue that they are concerned about. .Furthermoré, these adults are
evideﬁfly willing to invest time in understanding the situation because soclal
activist education does not encourage tﬁém to hasty action. Finallj, although
these 1earnefs are clearly goal—orienfed and have a direct, iﬁmediate relation-
ship to the subject of their learning they may be passive or defeatist about
the potential for either learning or action to accomplish anything.. Therefore
this negative affect must also be included in the initial stages of managing
the learning group. More than any other clientele, including thoée»drawn into
ABE ér ESL classes, these learners are likely to have arrived in a learning
group not throuéh self-selection but through active recruitment onvthe part of
an agent with strong convictions about the usefulness of this education for the

learner. That conviction about learning has to be absorbed by the client, along
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with a sense of hope about the possibility of community change, in order for

successful learning to come about.

Locations for social activist education

The guiding principle of social activist locations goes beyond the normal
one of convenience of access, or adaption of the physical environment to enhance
technical, interpersonal, or self-actualizing learning. The social activist
location may be both inconvenient and uncomfortable but it will be appropriate
because it will be where the action oficommunity change is taking place. That
may be; in the street; at city hall, on the picketline, in shareholders'
meetings, on the phone, in.boardrooms, in the courts, or in the case of advocacy.
it can even 5e through the mails with neﬁsletters and letters of protest to
members of parliament. Social activist locations are the places where people

~rally to express their convictions. They may do their planning in church
basements, at community centres,_or in kitchens, but the_action which moves
"social experiment” metbodology beyond speculatioﬁ must take the learning

process to the social locations where decisions are made.

Common Characteristics in all
- Adult Education Practices

The general goal of all adult education is anchored in the learner's
understanding, in making it easier for him to improve his understanding of
what he experiences. That experience which most distinguishes human conscious-
ness from animal is future expérience or rather anticipation of future experi-
ence.  Human beings live with a sense of the future and often an anxiety about
it. Théy express a capacity and aneed to prepare for the future. Because of

this, "anticipatory learning” is not so much a fad as an essential element of
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adult learning characteristics. It has not until recently been as emphasized
as learning for present experience; since it has been known for some time tha£
adults usually have some immediate use for the learning they choose to engage
in. Past experience is also essential to the development of understanding. It
is recognized that accumulated experiéncé~ can impede or facilitate learning
but cannot be ignored, and in fact is in a constant state of re-evaluation and
transformation until the end of life.v So the general goal of adult education
‘is to enaﬁle,a better understanding of fufﬁre, present and past experience,
both through the systematic presentation of information and through'guided
activities which enable the learner to gain some insight into what he knows.

Because the dignity of humaﬁ adults lies in their free will and respons-
ibility for their own destiny, the function of adult education is essentially
4an auiiliary activity supporting their initiatives to develop themselves and
their communities. But because human beings are capable of underutilizing
their free will and responsibility, adult education as with all other human
services, has scope for militént action - for taking the initiative to stir
adults to awareness of their possibilities. Whethef aduif educators should
respond or initidte seems io be a fundamental quandry which can only be re-
solved by the individual practitioner in the course of his work and not collec-
tively or formally for the profession as a whole. In either caée'adult educa-
tors fécilitate learning through provision of technical aséistance to individuals
and groups. ( which constitutes the ethic or technical competence of the profes-
sion), and through provision of moral support for the urge to learn, recognition
of its worth and the worth of adults who make that effort (vwhiCh constitutes
the ethos or heart and soul of the profession).

While the content of adult education programs is broad and varied, certain

principles recur thrbughout. For example all educative content endeavours to
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instil in the passive individual the confidence to engage actively with his
life experience to his own benefit. It is designed to equip the learner to
Create, to rearrange his environment to his own benefit rather thanbtq help-
lessly adapt to whatever events are imposed on him. This principle-applies
all the way from 1earning to cook so one can survive without mother, to learn-
ing to interact with other pers&ns without offending and hurfing them, fo
learning how to take strength from beautiful things, to learning how'to influence
and mold one's socloeconomic environment. All educative content aims to supplant
ignorance and its consequences with insight and its benefits.
The methodology of adult learning whatever the specifics of practice
incorporates several basic elements. In some form it will use methods or
formats for contacting learners and relating.to them individuaily or in groups,
at a disfance or faée—to—face. These methods are partly determined by the type
of goal being pursued, parfly by the nature of the clientele, and partly by the
resources the practitioner has at his disposal. Within a general méthod there
will be several techniques, some form of structured activities for engaging.the
learner with learning tasks. These techniques are partly determined by the
objectives or type of learning outcomes intended, partly by the capacities of
the clientele, and partly by the specific content being dealt with. Media
devices, that is all means of Preserving, reformulating, and distributing inform-
ation, will be used in some form in all types of practice; though they may vaxry
a great deal. Information devices mediate between a content and a particular
clientele and their variation results from the interaction of these two elements.
The evaluation dimension of educational rractices varies according to its
level of aggregation, focus, purpose, setting; agents, kind of data, and'
standards, but one relationship is common throughout. Evaluation bringé inform-

ation together with preferences. The two are independent of each other and out



of their combination comes a judgemeﬁt either about satisfaction with past
events or intentions regarding future events.

The ¢1iéh£éié.dimension encémpasses a large data base of.ecological,
demographic and personal characteristics which offer a nomothetic undersfanding
of clienteles across the field. That is, groﬁp indicators like "the paraplegic”,
"the exceptionally gifted”, "the recently divorced”, "the Albertan”, will offer
a certain degree of prediction about the educational preferences and Performance
of that client, whatever branch of practice they are found in. Certain even
more general characteristics may also be attributed generally to the adult
learner such as the lack of margin for learning the imﬁediate application of
iearning, and an independent self-concept, but which of these and other attributes
are distinctive to the adult learner and exclude the. younger learner have yet to
be firmly established. A |

The location dimension of adult education was described by Houle (1972)
as having one pervading purpose for the adult learner and that is to prbvide an
"enclave" of social support for continued learning} It is something of a fresh
idea to consider that because the adult learner is often under peer and social
Pressure to diséontinue, what the special location must offer the learner more
than physical comfort, information resources, and expert consultation, is the
moral encouragement to carry on. |

The foregoing characteristics which are considered to be common to all

adult education practices'are summarized in Table 7.



COMMON CHARACTERISTICS IN-ALL
ADULT EDUCATION PRACTICES

TO ENABLE A BETTER UNDERSTANDING OF

GggszL FUTURE, PRESENT, and PAST EXPERTENCE
THROUGH INFORMATION and INSIGHT
FACILITATING THE EFFORTS OF ADULTS TO DEVELOP
FUNGTION THEMSELVES AND THEIR COMMUNITIES,

BY providing technical assistance (professional
ethic) to learning projects, programs & course
& BY providing moral support (professional ethos)
for the urge to learn ‘

TYPICAL
CONTENT

All educative content endeavours to supplant .
ignorance and passive adaptation with insight
and active creation of one's environment and
life events, including learning events

Adult education contents:

~endeavour to take into account the adult's
experiential base (accumulated);

-are often geared toward resolution of real-
life dilemmas (present); and

—include the adult's desire to anticipate
and modify the shaping of events (future).

| METHODS: A11 institutional formats for

contacting learners

Gg -mediate: clients/goals/resources
S& TECHNIQUES: A1l structures activities for
Q= engaging the learner with a learning task
cX -mediate: clients/objectives/content
Euo: MEDIA DEVICES: All means of preserving, reformu-
=& lating and distributing information .
-mediate: content/clients
INHERENT OBSTACLES, and STRUCTURING PRINCIFLES
vary with the type of goal-function
« & |May evaluate individuals, groups, progranms,
g institutions, communities :
n S [May use descriptive and judgmental data
e May be for decision-making or accountability
25 - May be anticipatory, formative, summative or
- follow-up . ,
0 Cagegories of participant information
5 & | Ecological: geographic location, population
= E density
B E:" Demographic: socio-economic, age, sex, race,
E religion, language, citizenship
g g Personal: physical, biographical, psychological
] Situational: life span, incidental
2 | Enclaves of social support for continued learning
ga - public schools, colleges, universities
8‘" . social agencies '
%g « government departments

« private entrepreneurs
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CHAPTER VI

CONCLUSIONS

In this chapter the procedure of the study is briefly summarized and con-
clusions are drawn regarding the degree to which goals of the study have been
achieved. Immediate applications of the framework to the interests of both
practitioners and disciblinarians are outlined; and implications of the fypes,

the model, and the framework for futuré research are suggested.
Summary of the Study

Out of an examination of descriptive historical materials on programs;

institutions and individual careers grew the theoretical assumption that the

wide variation in adult education practices might cluster into a small number

of types of practice. These types would have distinctive combinations of vari-
ab1e$ from six categories of observable dimensions of practice: educatiénal goal,
content, methodology, evaluation, clienteles, and delivery locations. Educa-
tional goals were taken és the critical variable in what is esséntially a norma-
tive practice. The full variety of goals pursued in the field of adult eduéation
was sought out in the literature of social functions. Over a forty year period
this iitérature reiterated several themes but lacked complete consensus on them, .
and lacked precise criteria for classifying practices as serving one goai rather
than another. The methodology of constructed types was applied to the rough
unifoimifies displayed by-sets of social function statements. Four’éonéffubtéd

types were defined on the basis of an internally consistent-system of goal,



160

domain, and function. The goals were defined on the basis of develépmental
directions each containing implicit values, and it is these values which have
the force to unify all other aspects of practice. The function fulfilled by a
form of practice develops some Positive human capacity which is treated in this
study as a developmental domain.

The types once constructed provided a conceptual structure against which

an attribute space of five aspects of practice could be arrayed. It was first
necessary to simplify the attribute Space by finding only those variables in
each category which are discriminators among the classifications. The resulting
. sets of variables which align in each classification were displayed in a

taxonomic framework of terms. The framework could be used to analyze any ac-

tual case and provide a detailed "profile” of its characteristics. Comparing
the profiles of cases would reveal the similarities and dissimilarities between
them. The matrix also includes a set'of variables which virtually pervade all
educational practices and these are taken to be the core characteristics. Dia-
grammatic display of these findings specifies structural relationships among
the six dimensions of practice, the core of common characferistics, and the four

major types of practice, and thus constitutes a formal model of the prrofessional

field of practice of adult education.
Conclustons:

Tour conclusions‘may be dfaﬁn from this study:
'a) Applying thé social science research methodology of constructive typology
 to the literature on social functioné of adult education pfbduces four
- constructed types of adult education according to goal; domain, and
function.

b) These constructed types may be used as a conceptual structure in the
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manner proposed by Kaplan to cull categories of observational terms for
clusters which are internally consistent. Where the domain of inquiry
is too complex for a simple, rigid definition this procedure will offer
an "articulation of meaning”. In this case the domain of inquiry was
adult education practices in North America in fhe last hundred years;
what was articulated was a framework of terms which assembléd observa-
tions into four distinct cqnfigurations. The framework may be used to
produce a detailed taxonomic description of cases and in combination
with appropriate hypotheses be used for time-series comparisons.
é)-According to the criteria offered by Kaplan the various diagramatic
illustrations which display the constituent domains of data, ére in

fact 'a formal model specifying structural relations among the elements

of the domain.

da) A contemporary typology of pracfices in the field has not been'produced.
This would require preparing profiles of each case, comparing them for
similarities and dissimilarities and on the basis of an analysis of
variance to produce a typology of the contemporary field much closer

to concrete reality than the set of unified constructed types.

Regarding the four constructed types of practice

The types were constructed around the leading characferistics of goal,
domain .of learning, and function. The goals were: to develop technical abili-
bties; to improve interpersonal relations; to intensify self-actualization; and
to enable active participation in political and economic decision-making. The
domains of learning were matched fo theée distinctive.ggals éf a more concrete
level than the traditional set of highly abstracted doméins} cognitive, affec-
tive énd psychomotor. The domains of learning used in this study are more

concrete than the traditional three in that these developmental directions
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are defined to more closely resemble observable educational Practices. The
psychomotor and cognitive domains were both felt to be amenable to the type of
Practice which develops technical abilities; the affective domain was split
into those emotional experiences through which the learner is enabled to im-
Prove interpersonal relations, and into those aesthetic and philosophic exper-
iences through which the learner enlivens his owh search for fulfilment, and
intensifies his own coming—into—being, or self-actualization; and finally a
domain of learning activity was identified which spbsumes cognitive, inter-
personal, and philosophic elements into an effort to create appropriate human
communities through premeditated action, and this domain was called social
experiment. AThe functions‘fulfilled;ih-eaéh domain respectively were: building
competencies from an entry level to a target level; developing attitudes and
behaviours tha;t lead -to mutually satisiying interactions; evolving value pre-
ferences; and forming>d realistic awareness of society. Thus goals, domains and
educative functions are seen to be virtually inseparable elements of the compound
phenomenon of learning, where a particular developmental function takes place
within some domain toward a culminating goal.

None of the four constiucted types of education will subsume
og reduce into the terms of another. They provide the smallest number ofbbasic
types which individually or in combination explain all variations of adult edu-
cation practice in North America. They act somewhat like prime colours which

together account for all idiosyncratic variations.

Regarding the taxonomic framework

By using the goal aspect of practice as the leading aspect,it was possible
to find some variables in each of the other five dimensions of practice which
were ”discriminators",(e;g.}obstacles to learning; or structuring principles)

that is to sayi‘in order to be consistent with each goal these variables would
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have to take noticeably different forms. Other‘variables (e.g.maﬁy teaching
techniques, or the program planning élements) were to be found to take virtually
the same form across the. four classifications. By this procedure of culling
categories of observational terms for clusters which are intérnally consistent
it is possible to bring all six selected aspects of educational practice into
a single framework. This framework reveals four distinct configurations and a
fifth collection of variables which can be Pervasive and therfore are taken to
be the essential and definitive characteristics of this professional field of
practice. The framework has been constructed to accomodate the complete range
of observations which may b¢ found.within the cultural and historical limits
set for the study. |

The taxonomic framework stands as an alternative to all uni—dimensional
scales for explaining the diversity of practices to be.faund.b A uni—dimensional
scale is any continuum whether personal (1like remedial-maintenance-expansive) or
social (like reactionary-maintenance—revisionist-revolutionary). The advantages
of the taxonomic framework approach to research over the ambiguities of a uni-
dimensional scale are many. In the first Place this conceptual scheme allows

the researcher to look at the field in its totality throughlfour alternative

value-biased windows instead of one. Secondly, it treats these value perspectives
as distinct and complementary rather than competitive approximations of each
other. Thirdly, the framework approach endeavors to be comprehensive of all
cases, where a uni—dimensionalAscheme discards as irtélevant any cases not
embodying its values. |

One of the most prbblematic uni-dimensional approéches is to be found in
scales which try to array all educational practices on a political continuum
from reactionafy to revolutionary. North American adult education must acknow-
ledge-the crucial role of social activist education -- this principle is not at

issue. What is radically questioned‘by this study is the effectiveness of
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trying to explain the complexities of educational Practices with any uni-
dimensional scale. It would seemvto be a.major logical error to say that be-
cause every act ggg be measured as more'or less politically revolutionary it is
therefore gggi'measured and valued in terms éf_its political valence. If the
purpose of an examination of the {ield is to promote social scientific under-
.étanding rather than some ideology, then it is dysfunctional to say to the
automechanics instructor and the curator of Renaissance musical instruments; 
"Your cases are irrelevant to real education because all education is politiecal®
Those educators who value highly spiritual transcendence would rank obsess-
ively political education as low a priority as culturally-adaptive-worker
training because both are largeiy devoid of transcendence. Similarlj; the tech-
nical educator has been known to scorn all "soft” contents whether psychological,
cultural, or political as less than "real educatioha. The multi—valent natufé
of the field cannot be captured in a description which scales as more or less

Present only one of the fundamental values at work.

Regarding the model of adult education practice

The model presented is a conceptual abstraétion not a survey or represen-
tation of the actual field today. It shows a core to the five dimensions of
practice that unifies the field but does not itself have an independent exist-. .
ence. It also shows four distinct and complementary branches. The core char-
acteristics penetrate the four variations and bind them into a single field of
practice. The model thus provides a'view of general and specific assumptions
which do not yet constitute hypotheses. For example the symmetry of the
bfanches is not a claim about eifher the relative incidence, or the relative
importance of cases from the field which resemble each constructed type of
practice. Similarly, the:core.characteristics which penetrate the four branches

of practice can only be alluded to viaDiags. 1 and 2, and :suggested in 3,4,and.6.
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Abraham Kaplan provides some basis for thinking that the éet of diagrams
in chapter iV constitute a MODEL of the domain. He says "System A is a model
of system B if the study of A is useful for the understanding of B, without
regard to any causal connection between A énd B” (1964?263). Furthermore a
model must successfully represent the arrangement of elements, in his wordé:
"The model is conceived as a structure of symbols....Relations among the symbols
are presumed to exhibit corresponding relations among the elements of the subject-
matter” (op. cit.ﬁééb). There are clearly theoretical assumptions informing the
model but "not all fheories are in fact models}.we learn something about the
subject-matter from the theory but not Ey investigating properties gf the theory"”
(ibid). "The theory states that the subject matter has a certain structure, but
the theory does not therefore necessarily exhibit that structure -in itself. All
théories make abstractions, in the sense of treating as irrelevant some proper-
ties of their subject-matter. But not all of them abstract to the point of
treating as relevant only the structural properties” (op. cit.}265). The
formal model 1s designed at a level of such extreme generality ﬂhat a variety
of matters may be so structured as to exhibit the identical form. Thus the
transmission of ideas may reveal the éame pattern as the spread of an epidemic
(op. cit.}264). The model of practice presented heré illustrates the potential
fof high degrees of differentiation into four major types. It also illustrétes
the manner in whicn the different types of practice partake of common character-
istics. It facilitates the consideration of questions within a sector at a fime-

of the total complexity of educational practices.
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Applications for the practitioner

In chapter one it was claimed that a taxonbmic framework for the.whole
professional field of practice would.be useful for practitioners when they en-
gage in tasks that address the field as a whole rather than>tasks focused with-
in their own particular situation. One of the most obvious of those tasks is
graduate study, pre-service or in-service. Narrow, specialized progréms are
_not desirable because graduate study affords the.most favorable opportunity in
a cdreer‘to lift one's sights as a practitibner from the particular situations
within which one is working in order to view the'rest of the field. Further-
more it is not practical in a volaéile, growing profession to train so narrowly
that one cannot adapt to a wide variety of job descriptions. Without systematic
analysis of the goals and attributes of practices across the field, an orderly
familiarization process is not possible; sé that graduaﬁe students may be heard
to complain of "chaos" in.the lite:ature. With a framework of types the gradﬁate
student can consider in an orderly way what various professional roles would
require when adapted.to educational goals of a particular type. To some degree
this facilitafes the practitioﬁer as graduate student in making an appropriate
tréhsfer back into practice. Furthermore practitioners can consider building
towards professional mobility either by acquiring several competencies within one
branch of practice, or by developing one competency, such as evaluation or inform-
atlion management across all branches of practice. .

A second task which requires the practitioner to rglate to the field as a
whole is the utilization of basic research oi reports of innovations in practice.
To the degree that information dissemination includes an adequate description of

the context in which the basic or applied research took place, and to the extent
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. that the practitioner because of an adequate framework can place that original
conteit in some ﬁerspective, to that extent he can judge how well these insights
and innovations will transfer into the context in which he works.

A third macroscopic task of the practitioner.is the forming of professional
associations. There are already numerous associations with micro-contextual
bases according to media (eg. broadcasging), or subject matter (eg. nutrition),
or institution (eg. penal system). The taxonomic framework will not provide
the basis for yet another set of fragmentary associations. The four types of
practice are internally consistent abstractions; human beings are not. So
practitioners woulq not be expected to classify themselves as exelusively be-
longing to one type of practice or another. | InsﬁeadAthe'taxonomy.can be used for
sseelng in perspective value preferences other than their-owh, and appreciafing
the essential complementarity of foﬁr different types of practice.. Exploration
of the principle of complementarity can contribute to mutual respect among

Ppractitioners of divergent styles, and lead to an increasing esprit de corps
throughout the field. |

A fourth and final profession-wide task of the'praetitioner to be considered

here sis that.of policy formation at the national, regional, pro&ihcial and
district levels. Using the taxonomic framework to analyze proposals would
make it possible 1o clarifj the nature of services within end among sponsors
towards the end of alleviating duplication or competition. It would reveal
oversights in the types of education offered and make it posslble to system—
atically examine the potential educational outcomes of financing proposed
prograns.

It is also possible for the practitioner to make use of the taxonomic frame-

work to clarify his own educational values and to co-ordinate all aspects of
his practice so that they reinforce rather than detract from each other. For

the practitioner it is essential to apply the principle that teaching is
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directed toward type-outcomes ﬁot subjécf—matter as such. In the terminolbgy :
of' the taxonomic framework, content does not unify practice, values inherent
in goals (the intended outcomes) unify practice. Clearly, any implicit, un-
specified conflict in teacher-learner goal intentions will naturally lead to
some degree of conflict and dissatisfaction with the learning process. One
cannot be sure with an art history program for example that the learners and
:teachers will enter with corresponding or even compatible intentionsvdespite
the fact that the content is clear. A program which describes the Byzantine
style and encourages learners to adopt externally supplied criteria for
Judging the quality of a ﬁork is offering the learﬂer knowledge acquisition
and skill development. But a pfogram.ﬁhicﬁ enabies leérners to discover "BLUE"
through Moslem mosaic blues, classicél Chinese blues,'énd Picasso's blue period
is offering expansion of the capacity to enjoy -- Richard McKenna called

"new eyes for old” (1963). The methods appropriate to each>type of outcome
cannot be guaranteed to satisfy learners seeking the other type of outcome.
Even the seeminglylnosf rigid content area can be turned to several very dif-.
ferent goals and type-outcomes. Languages for example ﬁay lead to marketable
vocational skills; but just a few words may hélp lower the barriers in an
ethnically divided community; and in another. instance a few exquisite words
from another language may enrich.the‘learner's'self—actualization; if the
language i1s a native one in danger of extinction, its study may be intimately

tied to the goals of social activist education.

Applications for the disciplinarian

In chapter one it was claimed that a taxonomic framework would offer power-
ful advantages to the researcher over the many partial schema which have pre-
viously analyzed single aspects of practice in isolation from each other.

One major advantage would be the opportunity to consolidate what is already
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known about the past and present of this field of practice. The constructed
types of practice are conceptual abstractions only; those piograms and in-
stitutions operating in the field today which are approximations of each
type constitute "branches” of practice in the field. Historical cases which
are approximations of each constructed type constitute "traditibns" of practice.
It has -already been pointed out that the taxonomic framework accomodateskall
cases evidenced in the field of practice whereas a uni-dimensional analysié
discounts some proportion of cases and so gives only a paftial picture. Uni-
dimensional schemes are also by nature judgmental according to the degree of
some value displayed, whereas the taxonomic fiamework‘is descriptive aSking
only which value is displayed. The taxonomic framework also profiles ¢cases
in detail whereas uni-dimensional schemes offer only "basket c;tego;ies”
where a case is either in or out. Use of the taxonomic framework to classify
variables as'specific to a branch of practice or pervasive of the field, en-
ables appropriate conclusions to be drawn about the Significance of those
variables to the field. |

Consolidating what is known by systematic re-examination using the frame-
work may lead researchers to resolve certain dichotomies which have existed
in adult education. For example the issue of whether adult educational con-
tent should be instrumental or expressive may be revealed.as a false dichotomy
when operationalized in terms of the framework's four goals. There teghnical
“and social activist outcomes may prove to be instrumental and self-acﬁualizing
.aﬁd interpersonal outcomes exfréssive. The issue of whether adult learning
_sh@uld be adaptive (i.e.;>helping people respond to life changes) or whéther
it should be creative_(i.e.? initiating changes) may aiso cease to be a dichot-
omy and be absorbed into the four basic goals. This ﬁould.océur if "édaptive
1eafning"'proves to be constituted by developmental tasks that require new

-knowledge and skills, and social role adjustments which can be met with new
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interpersonal attitudes and behaviours; and if "creative” proves to be con-
stituted by personal initiatives towards self-actualization and group initia-
tives toward responsible social decision—making. A third dichotomy which might
successfully be resolved into complementary elements is the questlon of whether
the profess1ona1 agenda should be to serve society or serve the individual.
Both society and individuals may be served through the training of persons in
technical skills; and both society and individuals are served through an.
exploration of values and ideals related to human community. But the fallacy
of an educational role which modifies personal attitudes towards some values
chosen by society (or social planners) is revealed by reference to the core
characteristics. This is where the diétinctions are drawn between ”éduoative"
practice and all other forms éf social practice be they therapy, religion,
health services, recreation, or propaganda. Successful propaganda for example
engenders compliance.and an uncritical perception; successful education engen-

ders engagement and critical perception.

Consolidating whaf is known by systematic re-examination using the frame-
work may also lead researchers to articulate the mixed messages contained in
certain ambiguous phrases we currently use to describe the goals of‘adult edu-
cation. For example, does Hallenbeck's "mature personality” refer to highly
developed interpersonal capabilities, or to a highly integrated personality
"characterized” as Krathwol, Bloom and Masia would say by a predominant value
set, é beautifully "actualized” self? Although these are complementary goals
fhey are reached by different means. Another example of the ambiguous goal-
phrase is John Loﬁe's "nation building” (1975}. Does this mean developing the
techniéal expertise to deal with national contingencies? or raising critical
consciousness to claim a participant's role }or reaching into the cultural

values of traditionally competing factions to weave a new natiqnal ethos?
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-Again theAeducational implications are divergent. When does Mezirow's "perspec-
tive transformation"” mean emotiohal trauma and fecovery, when &iscovery of a
value transcending those éreviously held, and when political conscientization?
Using the taxonomic framework to articulate one's meaning enables the reéearcher
to disentangle such ambiguities.

While consolidation of findings is a major advantage in itself it also}A
opens the way to uncovering empirical anomalies -- that is cases which are at
odds with conventional wisdom or what is held tb be theory concérning the field.
This is more likely to occur during consolidatidn of findings because of the
close scrutiny given to cases which are identified as similar. Empirical anom-
aliés,'cases which do not fit accepted explanations are a key to new lines of
research.

The framework can aiso be applied by reseaxchers to the conceptualization of
tests of theory because it sets éut fdur essentially different forms of practice
which. provide unique contexts_iﬁ which to establish theories of learning,‘educa—
tional design, participation and so on. Finally the taxonomic framework, as a
middie—range device is capable of stimulating more and béfter theorizing since

constructed types are theory—orientéd abstractions while its sets of descrip-
ti&e terms are observation-oriented and quite amenable to operationalization.
It ig neither so bound to the concrete as to obstruct the process of comparison
nor so abstracted toward the level of general theory és for example Webster
Cotton's (1968) conjecture about a succession of values seems to be that it
defies substantiation.

These various advantages of the taxonomic f:amework approach to research
amply fulfil the expectations of authors like Welsh who emphasize that social
science requires information to be "effectively organized and viewed through.
meanihgful frameworks for anélysis" (1974:22). “The taxonomic framework and

model together make explicit so many'relationships among the élements of practice 
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that whole éeries of empirical, historical and experimental researéh could be
planned from them. This sort of research strategy is known to have a cumulative
effect exceeding a simple addition of individual efforts which may in fact
Produce no new insights. Some scientists are convinced that individual sorties
across the research front;ers produce additions to the body of knowledge so
.rarely that they urge researchers to make their intellectual investment into
integrated series of research activities, ér as it is usually termed, programme
research. Accordingly, the model of practice and the detailed taxonomic frame-
work developed in this thesis have addressed the Problem of providing a context
in which to consolidate isolated 1inéé of reéearch, and to capitalize on prac-
titioner insighfs. Thié-theoretical context makes it poésible to systematize
the'body of knowledge which currently exists, and to resolve the four methodol-
ogical probléms identified in chapter I: to integraté dimensions of practice;
to make explicit the influence of value; to compare empirical cases; and to

assess the meaning of various historical shifts in practice.

Implications for further research

The model and taxonomid framework together' make explicit a great many
relationships which could serve as points of departure for programme research.
The model deals in abstract structural relationships and the framework in more
substantive detalls, so implications of the model w111 be examined first. Where-
as the model as a whole portrays the domain of adult education practices, each
of the six figures focuses on some conceptual portion of the domain. Each of
these has some criterion for inclusioh of variables in it, and this criterion
offers a clue to the sorts of research questions which develop concerning that

portion of the domain.
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Diag.

i : One dimension of practice

at the core of adult education

Diag.?2

: Six dimensions of practice
at the core of adult education
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The selectiqn question for Diag. 1 is,
~What makes this set of variables cen--
trai to all variations of practice?

sé research questions could be set such
as the following concerning purpose:
What basic values and common goals

unite all practitioners? Concerning
content: What qualifies any content as
educative? Concerning clienteles: |
'What personaiJ demoéraphic, and ecolo-
gical characteristics influence adults
as learners in all branches of practice?
Concerning locations: What should all
educative locations offer the client in
physical plant, social climate, and

institutional character?

Diag.2 contains the core, definitive
set of quaiities which define the pro-
fession both because they unify its
variations, and because they set it
apart from other forms of social prac-
tice. From theée variables one could
seek answers to such questions as:

What makes it education? What makes it

-specific to adults? What binding ethos

and ethic does it have to compare to

those of medicine and law? What
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e wem amme e e s e

adjustments in social-economic-cultural
policy does the core ethos imply?
LAy v~ ‘
;;,gh,~1ﬁ;( Diag. 3 shows a dimension of practice as
LIS
1 & S R . it would be treated in one special
- %,—;"/ r\‘:‘ branch of practice. The criterion
LS R " '
.“"J" -:’-;:v' . . Y
' : question which sets it apart from Fig.
e - h\ 5 is: What common elements are drawn
upon that binds this to the profession

of adult education ?

Diag.'3 : One dimension of a branch of
Practice showing core & unique variables

When all four treatments of a dimension
are shown at once as inDiag.4 the cri-

terion question about the dimension

becomes: What causes the divergence of

this dimension into four variables? For

example, concerning content: What is it

about.the learning activity domains of

the other three types of practice that

sets them apart from the strictly cogni-

tive contents of'technical education?

Concerning methodology: How do learning

theories, learning projects, or the help-

seeking process for example, vary

Diag.4 : One dimension of practice as ~throughout the four types of practice?

it varies across the field
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Diag.5 shows a dimension of practice

within one special branch of practice,

but the criterion question here is:

What exclusive, unique variables are

in evidence? For example, what special

adaptations are there to the educative

location? What special qualities.

characterize these learners? What

special methods apply only here? What

special principles and instruments of

‘Diag--5:= One dimension of a branch of . ©valuation are appropriate?..

practice showing unique variables only

Diag 6 is possibly the most significant

one for professional deVelopment programs

since it presents the full configuration

of characteristics of one basic type

of practice. Each of these four con-

|

SR ESSEeh / _ }(' , . figurations signifies a distinctive
: variatioh of practice within the field.
¥

|1

Ny ... .| The guiding question is: What are the

distinctive ethos, ethic, and policy

implications of this type of practice

Diag « 6 : All six dimensions of a within the spectrum of the profession

branch of practice including their as a whole?:

core and unique variables
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The taxonomic framework can be used to conduct more empirically oriented
research than the model. Content analysis can be carried out at the program
or institution level to "profile” the type of practice and its idiosyncraéies
which is being carried out there. Profiles of a sample population can then be
compared to test hypotheses about the field. For example, the observation that
over time new forms are created and older forms abandoned mentioned in chapter
one could lead to a search for significant similarities among several institu-
tions created at the same time; or, significant similarities among-several insti-
tutions fading at the same time; or, marking the beginning and end of an era of
practice according to the rise or decline of particular variables in practice.
Profile comparisons could also lead to a rationale for grouping contemporary
institutions into a typology for the practitioner's purposes, not the administra-
tor's. By comparison of profiles it would be possible to test the hypotheses that
- the purpose or)goal aspect holds those significant values (as independent vari-
ables) which draw other aspects of education into consistent configurations.

If substantiated, this principle re-emphasizes ends not means, so that excessive
attention to media and methodology can be replaced by a serious reconsideration
of what outcomes are desirable.

Programme research using the taxonomic matrix could be used for comparative
studies beyond North America. For example, one could use it to ask; Does a
comparative study with Europe show a greater emphasis on technical skills and
vocational preparation to correct for errors in the more stringent selection
process applied to children there? If adult basic education in North America
is found to be essentially a combination of technical and interpersonal relations

does this suggest that it is adaptive to the industrial nature of society?
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Does Adult Basic Education‘in developing countries join technical skills and
social activism, or technical skills and values clarification for a new national
ethos? Do comparative studies eliminate some North American types of practice’
altogether, or call for some completely new ones to be created? Developing
tools like the taxonomic matrix {o depict our own‘range of practices is at least
a step in the direction of consolidating and coordinating research efforts at

home and abroad.
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Appendix A: Clientele Characteristics By Age

ADULT LIFE CYCLE TASKS/ADUL T CONTINUING EDUCATION PROGRAM RESPONSE

Tasks

Program Response

Outcomes Sought

Leaving
Home

18-22

1, Break psychalogical ties,

2. Choose careers,

3, Enter work.

4. Handle peer relationships.

5. Manage home,

6. Manage time,

7. Adjust to life on own.

8. Problem solve.

9. Manage stress accompanying change,

1. Personal development, assertive training
workshops.

2. Carcer workshops, values clarification,
occupational information.

3. Education/carecer preparation, *

4, Human relations groups.

5. Consumer education/homemaking skills.

6. Time/leisure use workshop.

7. Living alone; successful singles
workshops, .

8. Creative problem solving workshops,

9. Stress management, biofeedback,
relaxation, TM workshops.

1, Strengthened autonomy.

2. Appropriate career decisions.

3. Successful education/carcer entry,

4, Effective social interaction,

5. Informed consumer, healthy homelife.

6. Wise use of time,

7. Fulfilled single state, autonomy.

8. Successful problem solving,

9. Successful stress management, personal
growth.

Becoming
Adult

23-28

1, Select mate.

2. Settle in work, begin career ladder.
3, Pasent.

4. Become involved in community,
5. Consume wisely.

6, Homeown.

7. Socially interact.

8. Achieve autonomy.

9. Problem solve.

10. Mainage stress accompanying change, ‘

1. Marriage workshops.

2. Management, advancement teaining,

3. Parenting workshops.

4, Civic cducaxion;voﬁuntcer training.

5. Consumer education, financial
management training.

6. Homeowning, maintenance workshops.

7. Human relations groups, TA.

8, Living alone, divorce workshops.

9. Creative problem solving workshaps.

10, Stress management, biofecdback,

relaxation, TM workshops,

1. Successful marriage.
2. Career satisfaction and advancement,
3. Effective parents; healthy offspring.
4. Informed, participating citizen.
5. Sound consumer behavior.
6. Satisfying home environment.
7. Social skills,
8, Fulfilled single state, autonomy.,
9. Successful problem solving,
10. Successful stress management, personal
growth, .

Catch-30
29.34

1, Search for personal values,

2. Reappraise relationships,

3. Progress in career,

4. Accept growing children, -

5. Puc down roots, achicve “permanent”
home,

6. Problem solve,

7. Manage stress accompanying change,

1. Values clarification, :

2. Marriage counseling and communication
workshops; human relations groups;
creative givorce workshops.

3. Carcer advancement training, job
redesign workshops.

4, Parent<hild relationship workshops.

§. Consumer education,

6. Creative problem solving workshops,

7. Stress management, biolcedback,
relaxation, TM workshops,

1, Examined and owned values.

2. Authentic personal relationships.

3. Career satisfaction, economic reward, a
sense of competence and achievement,

4. Growth producing parentchild
relationship.

S. Sound consumer behavior,

6. Successful problem solving,

7. Successful stress management, personal
growth.
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Clientele Characteristics By Age

Midlife

Reexamination

35-43

1. Search for meaning.

2. Reassess marriaie.

3. Recaamine work.

4. Relate 1o teenage children,

5."Ielate to aging patents.

6. Reassess personal frioritlel and values,
7. Adjust to single lif¢,

8. Problem solve.

9. Manage stress accompanying change.

1. Searzh for meaning workshops.

2, Marriage workshops.

3. Midcareer workshops,

4. Parenting: focus on raising teen-age
Thildsen,

5. Relating to aging parents workshops,

6. Value cf:riﬁc:tion; goalsetting
workshops.

7. Living alone, divorce workshops.

8, Creative problem solvin workshops,

9. Strc‘ss management, bioleedback,
relaxation, TM workshops.

1. Coping with existential anxiety,

2, Satisfying marriages,

3. Appropriate carecr decisions.

4. Improved parent-child relationg,

5. lmprovedchilazparent relations.

6. Autonomous behavior,

7. Fulfilled single state.

8. Successful problem solving.

9. Successful stress management, personal
growth,

Restabilization

44.55

1. Adjust to realities of work.

2. Launch children,

3. Adjust to empty nest. .

4. Bcgome morepdeeply involved In social

e, . v

5. Participate actively in community '
concerns.

6. Handle increased demands of older

arents,

7. Manage leisure time.

8. Manage budget to support college-age
children and ailing parents.

" 9. Adjust to single state,

10, Problem solve.
11, Manage stress accompanying change.

1. Personal, voLational counseling, career
workshops.
2. Parenting education,
3. Marringe, personal counseling
workshops,
4. Human relations groups,
5. Civic and social issues education,
6. Gerontology workshops.
7. Leisure usc workshops.
8, Financial management workshops,
9.-Workshops on loneliness and aloneness,
10, Creative problem solvin workshops,
11. Stress management, bio%eedback,
refaxation, TM wotkshops.

1. Job adjustment,
2. Civil letting go parental authority,
3. Exfloring new sources of satisfaction,
4, Eflective social relations.
5. Effective citizenship.
6. Better personal :n:f:odal adjustment of
elderly.
7. Creative iise of leisure.
8. Sound consumer behavior.
9. Fulfilled single state.
10. Successful problem solving.
11, Successful stress management, personal
growth,

Preparation
_ for
Retirement

56-64

1. Adjust to health problems.
2. Deepen personal relations.

- 3. Prepare for retirement,

4, Expand avocational intelests.

5. Finance new lcisure.

6. Adjust to loss of mate.

7. Problem solving.

8. Manage stress accompanying change.

1, Programs about nutrition, health.

2. Human relations groups.

3. Preretirement workshops,

4. Art, writing, music courses in
performing and a preciation; sponsored
educational naveﬁ

5. Money management training.

6. Wotkshops on aloneness an§ loneliness,
death and dying.

'7. Creative problem solvin workshops.

8. Stress management, bio eedback,
relaxation, TM workshops.

1. Healthier individuals,

2, Elfective social skills.

J. Wise retirement planning.

4, Satisfaction of aesthetic urge;
broadening of knowledge; enjoyment of
travel,

5. Sound consumer behavior,

6. Adjustment to loss, fulfilled single state.

7. Successfu] problemn solving.

8. Successful stress management, personal
growth,

Retirement

65+

1. Disengage from paid work.

2, Reassess finances,

3. Be concerned with personal health care,
4, Search fot new achievement outlets,
5. Manage lelsure time,

6. Adjust to more constant marriage

companion,

7. Search for meaning,.

8. Adjust to single state,

9. Be reconciled to death,
10, Problem solve.
11. Manage stress accompanyling change,

1,4,5, 6. Workshops on retirement,
volunteering, aging; conferences on
- public issues aflecting aged.
2, Financial management training.
3. Health care programs,
7. Religious exploration,
8, Wo;Esl\ops on aloneness and loneliness,
9. Death and dying workshops.
10, Creative prollem solving workshops.
11, Stress management, bio eedback,
-relaxation, TM workshops,

1, 4,5, 6, Creative, active retirement;
successful coping with life
disengagement; public policies
responsive to needs of aged.

2, Freedom from financial fears.

3. Appropriate health care.

7. Help in search for life’s meaning, values
of past life, ,

8. Fulfilled single state,

9. Philosophic acceptance of death, help in
caring (‘;r dying and handling of grief,

10, Successful problem solving.
11, Successful stress management, personal

growth,

© 1977 by Vivian Rogers McCoy, Director, Adult Life Resource Center,

Division of Continuing Education, University of Kansas
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Technical Education

Five Major Categories of Human Capabilities,
Representing the Outcomes of Learning with

Examples of Each

Learning Qutcome

Verbal Information

Intellectual Skill
Discrimination

Concrete Concept
Defined Concept
Rule

Higher-Order Rule

' Cognitive Strategy
Attitude

Motor Skill

Example of Human Performance Made
Possible by the Capability

Stating the provisions of the First )
Amendment to the U.S. Constitution

Showing how to do the following:
Distinguishing [;rinted b’s from d’s

Identifying the spatial relation “be-
low”’

Classifying a “city” by using a defini-

tion

Demonstratmg that water changes

state at 100° C,

Generating a rule for predicting rain-
fall, given conditions of location and

. terram .

Ongmatmg a novel plan for disposing

of fallen leaves

Choosing swimming as a preferred

exercise

Executing the performance of planing

the edge of a board

(Gagne, 1974: 68)

Four Different Levels of the Problern of Instructional Sequence

Sequence Question

Level 1

" Level 2

Level 3

—Level 4 -

How shall the topics of "achieving unity,"

“‘paragraph arrangement,”’ "writing the
paragraph,” "'summarizing,” etc., be ar-

How shall the sub-topics of *‘topic sen-
tence,” “srranging ideas for emphasis,"
"‘expressing a single idea,” etc., be ar-

Unit Example
Course or Essay
Course Composition
Sequence
ranged in sequence?
Topic Writing the
Paragraph
. ranged in sequence?
Lesson Composing a

topic sentence

Lesson Constructing
Component a complex
sentence

How shall the subordinate skills in com-
posing a topic sentence be presented for
learning in sequence?

How shall the communications and other
events in the learner’s environment be
arranged in a sequence resulting in learn-
ing of the desired single capability ?

(Gagne & Briggs, 1977:;00)




INTERACTION PROCESS ANALYSIS

GROUP DATE
BALES, INTERACTION PROCESS
' A !
ANALYSIS, 1950 DVISOR
BEHAVIOR MEMBERS ———e TOTALS

1. SHOWS SOLIDARITY RAISES OTHERS

STATUS, GIVES HELP, REWARD

2. SHOWS TENSION RE LE ASE JOKES -

YoouTq) | .-

TT soog ‘16T -*

2y
A
H

(€

POSITIVE

LAUGHS SHOWS SATISFAE’TION.

SOCIAL-EMO-
TIONAL AREA

3. AGREES, SHOWS PASSIVE ACCEPTANCE,
UNDERSTANDS, CONC URS, COMPLIES,

9 x;pﬁaddv

»

Ll
»
y
»
gl

; 4. GIVES SUGGESTION,DIRECTION IMPLY-

ING AUTONOMY FOR OTHERS, -

—>
—>

28T,

<D
gy e
<332 |5. GIVES oPiNiON, EVALUATION, ANALY-
ww ¥ SIS, EXPRESS FEELINGS, WISH.
« <
-3 6. GIVES ORIENTATION, INFORMATION,
REPEATS, CLARIFIES, CONFIRMS.
E D C B |A
3 7. ASKS FOR ORIENTATION, INFORMATION,
2 REPETITION, CONFIRMATION., .
o
vwr | 8._ASKs For OPINION, EVALUATION,
> - ANALYSIS, EXPRESSION OF FEELING.
2
© | 9. ASKS FOR SUGGESTIONS, DIRECTION,
> POSSIBLE WAYS OF ACTION,
- Y |10. DISAGREES, SHOWS PASSIVE REJECTION,
” 2z FORMALITY, WITHOLDS HELP,
JZ « -
»1 322 Iy, sHows TENSION, ASKS FOR HELP, WITH.
—> [ ) .
oG X DRAWS OUT OF FIELD.
Ulz o
> we [12, sHows ANTAGONISM, DEFLATES OT HERS

2

STATUS, DEFE NDS OR ASSERTS SELF,

uoTleonpy Teuosiadiajuy

TOTALS

KEY PROBLEMS OF ORIENTATION C. PROBLEMS OF CONTROL E. PROBLEMS OF TENSION MANAGEMENT

PROBLEMS OF EVALUATION D.A PROBLEMS OF DECISION F. PROBLEMS OF INTEGRATION

.
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Appendix C: Interpersonal Education
cont'd

SURVEY OF GROUP DEVELOPMENT
For each area, place an X in the box which most nearly describes the group.
1. UNITY (Degree of unity, cohesioﬂ"or "'we~ness")

Group is just a colleciton of individuals or sub-groups; little group
feeling.

Some group feeling. Unity stems more from external factors than from.
real friendship.

DGroup is very close and there is little room or felt need for other.
contacts and experience.

DStrong common- purpose and spirit based on real friendships. Group
usually sticks together. .

2. SELF-DIRECTION (The group's own motive power)
DLittle drive from anywhere, either from _members or advisors.
DGroup has some self-propulsion but needs considerable push from adviso'r.
DDomination from a sérong single member, a clique, or the advisor.

Blnitiation, planning, executing, and evaluating comes from total group.

3. GROUP CLIMATE (The extent to which members feel free to be themselves)

Climate inhibits good fun, behaviour and expression of desire, fears
Dand opinions.

DMémbers express themselves but without observing interests of total group.

Members freely express needs and desires; joke, tease and argue to the
detriment of the group.

Members feel free to express themselves but limit expression to total
Ugroup welfare.

4. DISTRIBUTION OF LEADERSHIP (Extent to which leadership roles are distributed
among members)

DA few members always take leader roles. Rest are passive.

DSome of the members take leader roles but many remain passive followers.
DMa‘ny membérs take leadership but one or two are continually followers.
E]Leadership is shared by all members of the group.

5. DISTRIBUTION OF RESPONSIBILITY (Fxtent to which responsibility is shared
among members)

DEveryone tries to get out of jobs.
DResponsibility carried by a few members.

Dﬁany members accept responsibilities but do not ‘carry them out.

Responsibilifies are distributed among and carried out by nearly all
members.

 (Dimock, 1971, Book II; 24,25)
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Appendix C: Interpersonal Education
concluded

6. PROBLEM SOLVING (Group's ability to think straight, make use of everyone's
ideas and decide creatively about its problems)

[:]Not much thinking as a group. Decisions made hastily, or group lets
member-leader or advosor do most of the thinking.

‘[:]Some cooperative thinking but group gets tangled up in pet ideas or
prejudices of a few. Confused movement toward good solutions.

DSome thinking as a group but not yet an orderly process.

Good pooling of ideas and orderly thought. Everyone's ideas are used to
reach final plan. :

7. METHOD OF RESOLVING DISAGREFMFNTS WITHIN GROUP

Group follows lead of member-leader or waits for advisor to resolve
disagreements.

[:]Strongest sub-group dominates through a vote and majority rule.
[:]Compromises are effected by each sub-group giving up something.

Group as a whole arrives at a solution that satisfies all members and
that is better than any single suggestion.

8. MEETS BASIC NEEDS (Extent to which group gives a sense of security, achieve-
ment, approval, recognition and belonging)

[:]Croup experience adds little to the meeting of most member's needs.

Group experience contributes to some degree to basic needs of most
members.

[:]Group experience qontriSutes substantially to basic needs of most members.
[:]Group contributes substantially to basic needs of all members.
9; VARIETY OF ACTIVITIES
bt:]Little variety in activities -~ sticks to same things.
[:]Some variety in activitie;.
[:]Considerable variety in activities. Tries out new activities.
[:]Great variety in activities. Continually trying out new ones.

10. DEPTH OF ACTIVITIES (Extent'to which activities are gone into in such a
way that members can use full potentialities, skills, creativity)

[:]Little deptﬁ in activities - just scratching the surface.
[:]Some depth but members are not increasing their skills.

Considerable depth in activities. Members able to utilize some of
their ability. ’

Great depth in activities. Membefs find each a challenge to develop
their abilities.

(Dimock, 1971, Book IT: 25,26)
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