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INTRODUCTION

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

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

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

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

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

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

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

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

-de

Ine
139
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Yoiur imnortance, vour
vouy

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

educator at Florida Junior College, have the following characteristics:

Age, Sex, Race 7/

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

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

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

administration; soc1o1099, English; and psythoiogy. -

q



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

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

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

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

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

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

adult instruction.



Major Strengths

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

PerceiVé&nﬂeéaeiéieﬁaaiiidﬁai fraiﬁi@g S

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

Other Special Training

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

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

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

Age, Sex, Race

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

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

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

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

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

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

strengths; minimize their weaknesses; and assure optimal 1earping

outcomes.

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

10




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

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

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

fiethods for promoting life-long learning.

vi




CHAPTER ONE

”

Learning Needs of the Adult Basic Education Student

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

- Highly motivated and shows it!

rn
"

The adult basic education-student is all of the above

(o %]

more . 3

LERt 4 ;3

[N

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

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

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

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

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

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

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

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

Within this great diversity, you might encounter an individuagl .

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

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

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

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

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

.

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

effort we make to identify their individual tra1ts Whe

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

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

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

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

13




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

tpon your ability to avoid stereotyping.

/

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

the most effective examples and activities for group instruction, the



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

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

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

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

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

inappropriate for adult Tearners:

15



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

process of teaching adults is quite differert from the traditionaT

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

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

journals which deal with the teaching of adults.

Having established andragogy as a subject worthy of study, KnowIes

was then pressed to de11neate the assumptions and classroom processes .

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

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

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

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

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

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

What Factors Influence the ABE Student's Performancegiﬁhthe Classroom?

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

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

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

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

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

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

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

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

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

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

/

—,— _—_

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

tryly human justice, goodness. A

/ self-actualized person

!

_seeks these:

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

. become emotiona]ly ’ others. —

‘stable o (

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

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

Needs necessary for Physiological Air, water, sex.

physical health

IAdapted Trom A Timeufaretiving Note &)

Other theorists suggest that the individual strives to maintain a

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

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



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

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

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

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

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

-

personal needs.



i

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

fulfilling those needs which promote success:

A Systematic Approach tb Group Problem Solving

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

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

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

Brainstorm possible solutions or courses of action to solve the

problem. | o )

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

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

N

Step

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

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

Does it actually solye the problem?

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

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

F~9

Step

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

‘ a
0

o o
LN

a




© —dr—Where will it be implemented?

it
e. Why will it be 1mp1emented?

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

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

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

Are we happy with what we have done?

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

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

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

Canf8354c45k11154instruct10n be Integrated with the Student' sAnghenf

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

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

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

w

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

This chapter has identified and briefly discussed several

" These are:

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

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

12



CHAPTER TWO
Models for Teach1nq the Tota] Adult Student

The Canterbury Tales

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

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

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

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

13 '




Person-Centeied _Encompass_Both_ldeas and

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

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

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

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

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

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

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

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

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

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

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

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

15



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

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

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

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

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

of~their own learning.

4. To facilitate individual learning styles.

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

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

V [

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

111). The previously mentioned attitudes that are essent1a1 conditions

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

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

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

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

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

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

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

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

Student plans initial decision-making.

Teacher clarifies possible decisions.

Phase Five: Integration

Student gains further insight and makes more ﬁésii

“tive decisions.

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

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

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

Support System .

Teacher needs quiet, private place for one-to-one con-_
tacts, resource center for conferences on academic

contracts.

17



Self-Directed Learning: What Role Can the ABE Student Play in the

Learning Process?

As discussed in Chapter 1, Knowles defines two approaches to
education: pedagogy, the art and science of teaching children; and
andragogy, the art and science of helping adults or maturing human
beings learn. Actually, either approach can be used with children or
adults, and Knowles believes that in order to effectively teach adults;
the attitude of the learner is critical: In self-directed learning, the
student "takes initiative, with or without the help of others, in
diagnosing their learning needs; formilating learning goals, identifying
hiifian and material resources for learning; choosing and iaﬁléméhtihg
appropriate learning strategies; and éyaiuatihé learning outcomes”
(Knowles, 1975, p: 18):

The teacher becomes a facilitator of learning and works in a
futually agreeable manner with the student:. The teacher also becomes an
authentic person; joining the student in the learning process as a guide
and as a resource for content information. This role involves changing
from the traditional “"content transmitter" to a “facilitator of
learning.” . |
andragogical process design:

1. Climate setting.

2. Planning.
biagnosing needs for learning.
Setting goals. '

Designing a learning plan:

o ;B W
. . [ W] . .

Engaging in learning activities.




7. Evaiuétihg 1éayhing outcomes
(pp. 38=37)
Like the Non-directive Model, Knowles self-directed learning lends
itself to a mutually agreed updﬁ academic contract. Knowles has written

a book called, Self=Directed Learning: A Guide for Learners and

Teachers (1975). 'This small book is highly recommended as essential

read1ng for every ABE instructor.

An Integrated Model: What is the Best Way to Teach ABE Studerts?

The similarities between each of the mode1s are obvious. Each is
based on a humanistic, person-centered, seif=directed apprcach. In the
process of teaching ABE students, we are igjtiatingla process for
change. As we 1éarn; we grow and growth produces change. It is our
hope that the change will be in a po;;;;;;~d1rect1on.

It is a repested theme throughout this monograph that the typical
ABE student has experienced‘fa11ure in tﬁé‘fiiaiiibﬁéi é&ﬁééf?éﬁéj;’
system, and it is the ABE instructors' role to effect a change in -
attitude and-produce some motjvational keys that will unlock doors to ___
successful learning experiences: ; |

Change can be effected fﬁFéﬁ@ﬁ the traditional, authoritarian
teacher=directed approach. Aééé?‘aiﬁé ‘to the literature Eiféa throughout
this monograph, it is more effective for the teacher to model
" appropriate behaviors in a successful learning process in order that the
students may change through imitation. The most effective way to effect
change, however; is in the integration of the concepts presented in this
chapter. That is, involving the student in the process of
learning=-from the moment of defining what needs to be learned through
‘the decision-making process’and the solution of how to best learn--will

]
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create a situation of self-directed learning where the student
internalizes the p’r'o’t:és’—s’ from the beginning. This gives the student
ownership and ré;spcns’jbj,ii‘fyv?@i‘;.ﬁis oF hier on iearming.

As an ABE(’?#Sf?‘UCfbr; you may have developed ymi} owr: model for
teaching that ﬁqus fo} gou. The purpose of this chapter is to renew

your sensitivity to the importance of teaching the "total person:"

an



CHAPTER THREE
Keys to Motivation

Ta1k1ng about mot1vat1onm

That's Why we have to keep
on trying

we see

That may be an aid to

improving learning .
For, MOTIVATION IS THE Y
KEY : ‘

The purpose of this chapter is to try to define motivation,
tonsider what motivates uss and where the key to motivation 1ies.
Wofford (Néié 2) sets iﬁé‘iaﬁé for this cﬁaﬁtéf as wé consider how to
motivate adult students:

No Tonger can disadvantaged adults be thought of as a somewhat
homogenous group sandwiched between adolescents and -senior citizens
with rather un1form but genera11zed mot1vesI Instead, thé5r>inner
drives and 1mpu1ses must be analyzed as a SéqueﬁCé of mutiéés and'

stresses whlch gradua11y but rad1ca11y chang as they mature and move

through their 1ife cycle (p. 5).




What is Motivation?
Motivation resists precise definition--simplistically; it deals
With why human behavior occurs (Wlodkowski, 1978, p- 12): Hamachek

(1979, p. 255) defines motivation as the “go” of personality. He goes

on to say:

Although motivation cannot be seen directly, it can be
inferred from the behavior which we ordinarily refer to
as {a@ij;z;!ffﬁﬁilé,éuk,bbgérvatibns7of7§96EHéF,ﬁéksbﬁ'§
ability (or lack of it) denote what an individual can do
or is able to do; 'motivation' (or lack of it) tends to-

summarize our observations as to what a person wants to
do. (p. 256)

Masiow, as discussed in Chapter 1, would say that people are motivated
from a need for self-actualization. In caéaféi 2; we noted that Rogers
talks about the person-centered individual becoming more fully |
functional; and other psychologists generally agree that we are all
motivated to "be somebody!" (Hamachek; p: 257). Smith (1975, p- 342)
discusses notivation as responses which Jead to a goal. Tﬁéééviésﬁéﬁéég
sre reactions to arousal toward goal attainment. In other words; the -
ABE student may be motivated to learn because he or she may have a goal
i mind--be it to read the Bible or to read job specifications in order
to improve social and economic status; nevertheless, motivation to learn
is evident.

What Motives Trigger Motivation?

Motives cause us to act and get us started, give us direction, and

help us select appropriate behaviors to achieve our goals (Hamachek, p.
956). Consider what motivates you to learn or achieve and how that

might be similar or dissimilar to the ABE students’ motivation. Ball
(1977) discusses the following motives:
1. Curiosity. How do you react to new elements in.

your environment? To what degree do you exhibit

22
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a need to know more about yourself and everything
around you? Do _you seek new_experiences? Do you
examine and explore new knowledge? To what extent

- are ABE students curious about the subject matter?

How can you capture that curiosity and turn it into
a positive learning experience?

Anxiety. A certain amount of anxiety may facilitate
performance, but too much anxiety blocks learning

or recall of_ information. Too little anxiety may
disrupt the learning performance. ‘A moderate level

of anxiety facilitates consistent performance.  _
What is your level of anxiety? How does it compare

to the level of anxiety and stress your P8E students
bring to the classroom? How can you attend to_their
anxieties, which block learning, and regulate the level
of stress in the learning environment? '

Positive or Negative Attitudes. What is_your attitude
toward achievement .or success? Do you view your
educational experience positively or negatively?

Do you have a positive self-concept? How does your

attitude compare to that of your ABE students?
Although they may have a history of repeated

failure, how can you build their self-concept_in
positive experiences that lead to big successes
for them? ,

~ your classroom and build in "little successes" and

"Social Recognition: To what extent are you

motivated by your need for receiving positive

reinforcement from the instructor; friends; or
family? How impurtant are social contact, power
(that comes from knowledge); achievement (that
comes from succeeding), and acquisition (that
comes from reaching one's goals) te you? _Is .

it any different with your ABE student? _Smith
(1975) says that "Illiterate adults usually
have. strong feelings for their family," (p. 342).
and they need lots of moral suppart from the

family to motivate them to_seek formal education.

" What does this mean to you? Does it point to

your need to be involved with thei“total" -
student; not only in the classroom, but also_in

reaching out into the home and to the family?
Achievement. What is your need for achievement?
What is your pattern of planning; your pattern

of action, and your pattern of feeling with regard

to striving to achieve some internalized standard

of excellence? What is your attitude toward

‘achievement? How does this differ from the

achievement motivation of your ABE students?

Their very eéxistence exemplifies a lack of

.- il
LAY —_— - e



\ IR

positive educational achilevement experiences.

How do you build-on their, strengths, their :
experiences, their dreams in order for them to feel
the success of having achieved?

6. Needs. Have you met your lower-level needs of

Tood, shelter, and freedom from excessive fear

and security? Do _you strive to satisfy the higher-
order needs of belongingness and love, esteem, '
self-actualization, and aesthetic needs (as

. discussed in Chapter-1)? What about your ABE
students? Can they be motivated toward

- aesthetic needs when the basic needs are not

being met? Can you help them to become more
self-actualized?
Hamachek (1979) discussed some other factors which motivate us.

;} Toward Something. or Awa) . Students
who experience successes.in learning situations
tend to be motivated:. toward academic pursuits
and related activities more than students who
constantly-.experience failure. ABE students fall"
into the-second—category. Therefore; a key would )
be to provide success.experiences and build on $
them. Chances:are that ABE students have '
 historically experienced more failure than success,
. i 'The motivation to move away from disadvantaged
** circumstances may be a strong motivation to B
move toward the ABE program in order to improve their
position in 1ife. Whatever their motivation_
for being there; you must meet their needs as

defined by them to keep them there.
5. Praise and Criticism. Everyone likes to be

praised and most people respond positively to ﬁFaiSé;

Tt is a powerful motivator. . On the other hand;
some people respond best when criticized. 1In

the following chapter, the relationship of
personality types to learning is discussed. The
extraverted personality types prefer to deal with
the outer world of people and events and seek -
approval from others.. The extraverted personality

types may respond weld to criticism which would .
motivate them to work harder to.win approval _

again. Introverts who deal with an inner world

of ideas and feeliiigs may be shattered by 7
criticism and "brought out" by praise.

Sensitivity to how a person responds is a key
L _ for the effective adult educator: Find something
to praise; and couch criticism in constructive
_terms. Do not hand out praise indiscriminately,
however;—or it loses meaning. There is a distinction

between sincere;constructive-critieism-and condescending
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or “put_down® behavior. Even assisting to the .

point of over-assisting can "feel" 1ike con-
descension. It is important to take careful note
of the effects of praise and criticism on .

individual students. Your nonverbal behavior

(a smile or a frown) speaks as loudly as words.
Remember that praise is always best and that

being ignored is less motivating than either

praise or criticism.
Success and Failure: Some people are motivated
by @ tear of failure. For example; the ABE

student has experienced failure in prior .
educational pursuits and he or_she has risked
trying again. The fear of failing again and _
the impact that would have on one's feeling of
worth--of self, and as seen by others--can be a
motive to work hard, study, and learn in order

to_reach a goal. People who have experienced
excessive failure tend to set unrealistic = .

\ goals--sometimes unrealistically high (so they

can say they knew they couldn't reach them).

_ Or, they may set goals so low that to reach.

them is meaningless. The need to succeed is
a strong motivator_and the key.for the ABE

instructor is to (1)} understand that some _
people have a success orientation and others
have. a failure orientation; (2) build on

successes and offer a variety of ways to achieve

success; (3) recognize failure-oriented Students

as those having low self-esteem and provide

praise and pesitive feedback over_an_ample period
of time to influence a change in orientation; and

. (4) understand the adults' time perspective.

That is, they usually come to the learning
situation because they are experiencing an
iﬁadéﬁUécy,ih.Cﬁpihgﬁwjtbfgﬁ]ifgfprob]éﬁi .
they want to, apply what they learn immediately:
They have a Strofig need, maybe even an urgency,
to experience immediate success because of

their problem-centered orientation to learning
and their history of failure (Knowles, 1981,
pp: 57-58.)- = o )

Competition_and Cooper . People do not
normaliy exist in a vacuum but rather; with
groups of other people._ And, they live in

" 3 competitive world. Some people thrive on

competition,/ while others find it anxiety
producing. “Cooperative learning tends to
increase communication and works’ particularly.
well for the student who is extraverted. Both
competitive and cooperative situations are
éﬁjbgéd by the student who is also motivated
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by social recognition.. Many older adult
learners enjoy the association with others

for a mutual or common benefit. The key is to
provide the right blend of group experiences

50 ‘that adults can cooperate in the learning

~ process while competing only with themselves.
In a group of people with varied Tevels of

ability, it would be devastating to_

unrealistically compete with someone else
and fail. Rather, it is more important for
the learner to know his or her own strengths

. and weaknesses and to realize that everyone

has different strengths and weaknesses. -

Therefore, one should compete with oneself
in order to build on one's own strengths.

Competition can be highly motivating or

destructive, and the instructor should

be cautious in its use.

Where do the KEVS to Motivation Lis?

Although learning occurs informally everyday, the formal learning
situation usually invoives the interaction of three forces: .

STUDENT

) CURRICULUM

rEAcHER == JATERIALS

in a typical classroom setting, the teacher acts, presents the
curriculum; and expects the student to react or Fésb'o'h'd; In teaching -
aduits, it is critical that the student play an active role in
Winteracting" with the teacher. The same two-way interaction should
éxist between the teacher, the student; and the curriculum materials.

o . o am i e
This process of interactions is necessary for an effective learning

<ituation: In this process, the focus is on the learner (as discussed
in Chapter 2). In the remainder of this section, we will consider
ceveral possibilities regarding where the keys to motivation lie: (1)
Inside the student; (2) In the student's interest in the subject matter;



(3) In the nature of the materials; (4) In the methods utilized to
teach; and/or (5) In the teacher as a person.

1. Inside the Stident. There is little doubt that the best

for the instructor to understand the specific needs of each
adu1t; to understand why each has decided to return to a
formal learning setting at this time, and to begin from the
first moment to meet those needs.

A direct relationship exists between one's se1f—concept and
one's attitudeﬂtcward learning: The success-or1ented and
failure-oriented personalities were discussed earlier in
this chapter. Again, the key is for the instructor to help
the student build a positive wacademic® self-concept.
Successful learning can be guaranteed by setting positive
and realistic expectations from the beginning. The studeat
should be encouraged along the way and praised at the
completion of the smallest task. Learning is a courageous

I

act, and students are tak1ng a risk by getting involved in
the prncess. The1r efforts can be acknow1edged by simply
saying, 4T 1ike the way you try,“ and the. students may come
" t5 believe not only that the result of having learned some-
“thing is positive; but also that thé process of learnjng is
fun. When Eﬁé.ABE student éﬁjbgs learning ih& views if as a

positive experience, then the lock to learning has been




opened by the biggest of all keys to motivation--the key
"inside the student."

sa1d "Unlike children, adults do not want to know answers to

questions they have not asked." Subject matter must be

relevant to real 1ife experiences of adults; if the subject

has meaning to them, they are inherently more motivated to
learn it. In nathematics, the problems should relate to real
1ife sifu§t1ons, 35 should the reading material. Providing

funct1ona1\ijfe skills is, after all, the purpose of ABE.

Therefore, an essentia] key to motivation is to provide

subject matter that is dictated by the student's interest; at

the student's level, as defined by each student:

In the nature of the materials. Historically, instrictors

select the textbook for a class. Even the very best book may

not be good enough because of the 1nd1v1dua1 d1fferences and

different needs of each student--particu]ar]y in adult basic

'éducatféh* The. ﬁéi%”éﬁéﬁtér deals with the impdrtahéé of

1earn1ng and teaching sty]es. 6erta1n1y; different peop1é
also prefer different materials in terms of level, attractive-
ness, and contant. For Eﬁé ABE learners, it is essential to
search for varied mot1vat1ona1 materia]s on their topic of
interest: The materials may be on basic skills and have a

iow readability level; but they must have an appropriate
sdult interest level. Also; the older adult may. require

larger print. The amount of materials should be amp]e to
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provide increased opportunities for achievement: ~The

following questions may serve as criteria to judge curriculum

materials:

a: Is the subject matter presented at the appropriate
intérest level for the adult population you are
teaching?

b. How difficult is it cognitively or conceptually?

c. What is the readabiiity level?

d. Are the materials attractively presented?

If a student is really interested in a topic, the motivational

properties of the material are not as important. However,

most all of us prefer materials high in motivational

qualities.

methods should be utilized to teach the adult. Not everyone

is an auditory learner; and even those who do learn by sound

(istening) may become bored by the typical lecture format.
The enthusiastic instructor, however, may be successful in

motivating students through lecture; particularly if he/she
uses the more slowly delivered lecture style. Supplementing
the lecture with visuals (e.g:, graphs, pictures, models,
visual instruction (television, video tapes, s1ide-tape

presentations), utilizing guest speakers, forming panels for

"discussion; and going on_field trips. Some adult learners

29 )
st Lo 40



perform better in sﬁéiiéi grbuﬁs where Eﬁéj can éhgégé in
p]ay1ng methods of 1earn1ng. St111 other adult learners
‘prefer 1nd1v1dua11zeé instruction which is very persona]izéd,
Programmed instruction works particularly well within the
intrinsically motivated learner. Teaching machines and
computer- assisted instruction are both highly motivational
and providg£1nstant feedback and reinforcement: A1l of the
individualized methods are self-paced. However, caution
<hould be used in utilizing these methods with poor readers
or in atiiiiiﬁg them other than as a SHﬁﬁiéﬁéhf to “personal®
instruction. Noth1ng really replaces a 11ve, caring teacher.
~. 7 :
One other individualized method that is popular ih adult
education is the diagﬁésfic prescr1pt1ve approach The
is fo]]dﬁéd by an assessment of the student's ab111ty. The
instructor makes an 1nterpretat1en a d1agnosis of the
student' S strengths and weaknesses, and writes a prescr1pt10n
which is a guide for the 1earn1ng process. Tﬁ?i method is a
cycle and allows for flexibility for both the teacher and
stadént and meets the individual needs of the student (Muir

Appropriate methpds should be selected with the following

. points in mind:
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[-Y)

The subject matter

a‘ |

The size of your class .

Availability of space

(e N

a.

Student experiences

[N

Student limitations (intellectual; physical, etc.)

Student interests and goals

—h!

Economic factors -

[fa }

(Wisconsin State Board of Vocational,
Technical, and Adult Educatiéﬁ;'i§7é,

| p: 18)

in_the teacher as a person. A highly motivated student will

learn regardless of whether or not the curriculum materials or
the teacher érévparticuiarjy motivating. In adult basic
education, however, even the most motivated student needs all
the help he or she can get and the ﬁéié?iéié; methods, subject
matter, and teacher are all keys to motivation. A highly.
motivated teacher can make THE difference in the success or

The effective teacher must be a warm; caring individual who
funéiﬁaﬁé as a friend and counselor as well as an instructor.
Fully cognizant of the individual student's needs, the
instructor builds on the student's strengths, réspééts the
student's way of 1ife, and constantly works on raising the
student's 561F-66ﬁééﬁ§; The instructor is a genuine person
who visits with students, calls them Mrs:; ﬁ%gé;;ﬁg;; or Mr.,
is "down to earth" in dress and conversation; and spends time
CE | &
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before and after class in private conversations (providing

lots of individual attention).

The successfu] ABE teacher is a highly skilled person, not

only in the know]edge of relevant subject matter, but also’ in

the abi]ity to relate to the student. Effeccive communication

" as an instructor and as ﬁéiﬁér is imporiaﬁf; ﬂééard%ﬁg to

a. Attending (How do you use your body to communicate

with your students?) Remember the acronym SGLER

S - face the other person SQUARELY_f_ S

LEAN toward the other

m ™
1

- Keep good EYE contact

R - Be RELAXED

) N-—‘ R
b. Non-verbal messages (How do you sound and what is your

"body saying?)

Somet1mes, how we say something speaks louder than what

" we say Do you pay attention to your voiee in terms of
loudness, pitch, pacing of words, stumb11ng over words. .
§rﬁﬁf§. or sighs? Are you aware of your body language?
Are you usua]ly "open" in your posture or "closed" (i.e.,
arms crossed)? What aoout the Facjal expression,
?iagétiﬁg, tappiﬁé a pencil or foot, rigidity (1ooking
too proper or judééméﬁfél) eye contact, space between you
and others, being toorrelaxed (un1nterested). or having a
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strong expression (hello, are you in there)? It is most
important that your non-verbal language communicates what
you want it to while you are being "naturally you"--a
genuine person. | “

c. Reflective 1isten1ng (Do you et the person know that he
or she has been heard?) Sometimes it is appropriate to
reflect or clarify what a person said to see if you
understood and to et him or her know that you are
listening.

d. Accuréte empathy (ﬁe ycu communicate an accurate Uﬁaér:
the student from the student's frame of reference?) One
of the really important keys to effective teaching is

relating with the stuaents from their perspective.

If you accomplish these four skills, the students will-

feel accepted ‘and will respond better in the learning process.

_One other important concept, which is one df'tﬁe biygest prob-
lems in communication, is "perception.” It's not what we say
or do--it's how it is pércéiVéd. Constantly check your

perception with the student's perception to see if you are
communicating.

The teacher as a person can make a difference by the expec-
tations that are set: Setting positive .expectations which
“Jead to successful experiences in a learning climate that
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enhances the opportunity to success is important, beginning

with the very First class mesting. For the first meeting, be |
aarly; be friendly, arrange the room for sqc135111ty’(Perhaqs
chairs in a éiF&iéj;;ésé'hamé tags and ‘a get-acquainted |
activity. Explain your role as facilitator: their role as

se1f-directed learners, and set the tone for learning in a

warm; accepting, positive, supportive climate. The teacher

____as-a-person has the responsibility to unlock the doors of

motivation from the first class meeting throughcut the

Jearning process. Morrison (1975) said it well:
By way of summary and generalization, the ABE

teacher should remember that the deprived learner

has a history of repeated failure; therefore he

needs to experience sutcess frequently. He is

a victim of fear; therefore he needs confidence.

He has been rejected by society; therefore he

\ needs acceptance. He is 111 at ease with the_

\ abstract; therefore he needs to s*aii with the

. concrete. He 1is suspicious.of tiioce who would

_assist him; therefore he needs someone who is

sincerely nterested in him. He, as a result of .
society's treatment of him, feels worthless;
therefore, he needs to be accepted as a_human
being. He feels insecure in working with

academic problems; therefore his instruction
should be built around his own past experiences:
His home 1ife 1§7ljgg1yit6,bé,uﬁﬁléaggng;f

therefore some .attention should be given to.

developing units on family relationships. He

is 11ikely to be lacking in the social graces;

therefore these should be an integral part
of the ABE curriculum._He is likely to be .
non-verbal when not talking with his peers
or group; therefore the 1inguistics_in the
classroom should be relatively simple. He

is 1ikely to be chagrined because of his Tow
academic status; therefore the materials
should be suited to adult interests and needs.

Finally, he needs the best in instruction,

o —in_materials, in facilities; in understanding,

and everything that goes to make up a whole-

~some climate conducive to learning. (pp._l?-iéi s

4
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CHAPTER FOUR
Teaching/Learning Styles: Individualizing Instruction

For as we have many members in one body,

and all members have not the same office:

So we, being many, are one bodys : .

and every one members one of another.

~_ Having then gifts differing. . .
_whether prophecy, let us prophesy. . .
Or ministry, let us wait on our ministering:

“or_he that teacheth; on teaching:

Or he that exhorteth;, on exhortation. . . .
Rom. 12:4-8

Understanding psychological type can be useful in planning

istruction for adult learners. It is important to remember as you

tplore psychological type preferences and learning styles that no one -

s complataly consistent, and a psychological type preference is not

rets. All of us, for instance, are extraverted in some situations

—




A preference_can be thought of as our preferred way to do
something. For example, Write your name on a piece of paper. Wnich
hand did you use? Now write you néﬁé'ﬁsing the other hand. ﬁost people |
have a preference for which hand they prefer wr1ting with, but if
necessary,vthey can write with the other hand You may find it more
difficult to Wr1te with the unaccustomed hand, however. " The same 3s
true in other areas of our lives. We have established patterns, hab1ts,
or tra1ts that have become 1ncorporated into our persona1it1es. These
traits tend to be .consistent enough to be 1dent1f1ed as a psycho1og1ca1
type preference: S o

Carl Jdung, the Swiss psycho1og1st developed a theory of

oersona11ty that is based on norma1 traits and is comprehens1ve of more

than a few traits. His theory, br1ef1y. is that fiich apparent1y random dom

perception and 3udgement. Percept1on is the process of becom1ng aware )
5f‘things; people, occurrences; or jdeas. Judgement is the process of

-cominq to conclusions about what has been perceived. If peop]erd1ffer
syStématica11y in what they perceive and the conc1us1ons they fake
their reactions, 1nterests, va]ues, needs; motivations; what they do

best, and what they ‘1ike best to do'will be different (Myers, 1962,
p;i) ‘ , ;
1nd1v1dua] s four basic preferences wh1ch. according to Jung, structure

the individual's pErsona1ity The 1ndex refers to a continuum;
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Index Preference as between

EI~ Extraversion or Whether to direct perception and

Introversion ‘judgement upon environment or world
of ideas
SN Sensing or Intuition , Which of these two kinds of
C . ‘ ' perception to rely on {
TF - Thinking or Feeling Which of these two kinds of judge=
ment to rely on
JP Judgement or Whether to use judging or perceptive
Perception ) attitude for’ dea11ng with
: " environment

(From The’Myers Briggs~Type Indicator, I. Myers, 1962)

The extravert is or1entea pr1mar1ly to the outér world, and thus
tends to focus his/her percept1on and Judgement upon peop]e and things.
The introvert is oriented primarily to the inner world, and thus tends
to focus his/her perception and judgement upon concepts and ideas
(Myers, 1962, p. 1).

. The SN index is designed to reflect the person's preference as.
between two 6bb6$ité-ﬂ5ys of perceiving. Does the person rely primarily
on the process of sensing where awareness pf tﬁiﬁgé comes directly

Or is reiiance priméfiiy on the less.

|

through one of the fiVé‘SéﬁSE§

by way of the unconsc1ous with the emphasis on ideas.or association
wh1ch the uncensc1ous tacks on to the outside things perceived (Myers,
1962g;ﬁ;,2).

. The TF index is designed to reflect the person's preference between
tWo opposite ways of judging. Does the person rely primarily upon
thinking which discriminates impersonally between true and false, or
| brimarily upon feeling, which discriminates between valued and not
valued (Myers; 1962; p. 2). |
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The JP index is designed to reflect whether the person relies
primrily on a judging process (T or F) or on a 5éiéé$fivé“ﬁfaeéss (S or
N) 1n his dealing with the outer world, that is; in the extraverted part
of his/her 1ife (Myers, 1962, p. 2). B

The sixteen possible combinations of these four preferences make up
a psychological type. - S

y og v and Teaching Styles?

The Adult Basic Education students will bring to the learning task

not only their 1ife experiences, but also their preferences for ways of

learning or processing information. The ABE student may be highly
motivated, but still find the educational experience difficult to
sustain. Understanding type theory iS‘iﬁﬁfhé? way to gﬁiaé,iﬁgfiﬁétais
in designing iﬁEfFﬁEiiBﬁ;i.sitﬁitiﬁﬁs that maximize the learning style
preferences of fﬁéiF'sﬁﬁééﬁts. | f o

Lawrence (1982, pp.38-39) suggests that motivation can be examined ;
using the four dimensions of type: " N | o

1. The extraversion-introversion preference shows the.broad areas

of students' natural interests.: Extraverted people are, by

nature, continuously alert to events outside themselves, turn-
ing outward to pick up cues, ideas, expectations, values and

interests. This inclination to scan the environment gives _

them a variety of interests. In contrast, introverted people
paturally look inward for resources and cues, and pursue fewer

{nterests more deeply. Attending more often to the inner

storehouse of perceptions _and judgement, introverts take a

reflective approach to 1ife, while extraverts take an active;

trial-and=error approach. 0f course, extraverts_often do look

jnward and introverts often do turn outward. A1l four pairs

'éf,ﬁréfqrences,&éiéiiﬁédzﬂﬁ this sectjon refer to habitual,

but not constant tendencies. . .

differences: Sensing students.attend most often to the =
1{taral medning they find in concrete experiences. They learn

3. The sensing-intuition preference reveals basic learning style

bast by moving step-by-step through. a rew experience, with
their senses as engaged ‘4s possible. Intuitive students'
attention is drawn most often to things that stimulate

imagination, to possibilities not found in sensory experience.
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Their minds work by skips and jumps, looking for patterns
wherever the inspiration takes them.

3. The thinking=feeling dimension shows patterns of commitments
and values of a student. The thinking student commits to -
activities that respond to logical analysis; where illogical

human factors don't interfere. The feeling student commits’

to personal relationships, to a teacher or peers, and avoids

situations where personal harmony can't be maintained:

4. The judging-perceiving dimension shows work habits. students

with a judging attitude dre drawn toward closure; wanting a.

clear work plan to follow. Disliking unsettled situations,
they may sometimes lock into a course of action without
looking at enough of the relevant data. Students with a
perceiving attitude resist closure, wanting to_keep all
channels open for new data. Disliking fixed plans; they may
sometimes postpone decisions, leaving much to be done in a

rush™ds a deadline closes in on them.
‘Most adult basic education students have been school drop-outs due
to many factors. Myers (1962) conducted a large study of 500 people who -

did not finish 8th grade, and found that 99% of these drop-outs were
sensing types. Many reasons have been suggested for this. finding. One
reason fs that the schools Stfésséd intuitive type learning more than
sensing. type learning. Sensing type learners may not have been
successful as Studénts and therefore, they sought some area outside of
school for éiﬁé?iéﬁééé of success. Other studies have shown that the -
population in this country is estimated to fall into these ~ategories:.

Thinking (female) - 40%, Feeling (female) - 60%
Thinking (maie) = 60%, Feeling (male) - 40%
Judging - 50%, Perceiving - 50%

Given these general population findings aﬁa the evidence of

drop-outs who prefer sensing; there is a good chance that your ABE

student may be a sensing type learner: Sensing and intuition seem-to be
, o
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the components of type that most affect a person 's 1earn1ng style.
However, it is in the combination of a11 of the type preferences that a

ﬁore?eoﬁpréhensive 1eern1ng sty]e may be ascertained.

instruction which allows for the
various types of learners to have-
an opportunity to process
information in ways that are
easier for them to learn. Iri a

gﬁsup; i’t is import&ﬁt to: aﬁviaé

approaches. 1f you are working

one to-one basis; your observation

of the ‘student can often guide you as to what type of process seems to
work best for each student. Then, work can be designed that
incorporates these processes.

In p]anning 1nstruction the extraverted student will need personal L
interaction; a chance to talk and discuss the new 1nformation
Extraverted people think aloud. Activities which require a person to
work alone for:long periods of time will be diffic cult for the extravert
to sustain. On the other hand, some activities which require working
alone may be needed in order for the extravert to 1ncrease his/her
abi]ity to work a]one. The student who prefers introversion will need
some quiet time a]one to ‘think and process 1nformation These sttidents

will be slower to discuss ideas until they have had time. to reflect on

them. Introverts need to understand the assignment before attempting
; _ 40 . »
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it. They may hesitate to ask questions, znd the instructor may have to
question them to be sure the asgasﬁaéaf is understood.

Students who prefer sensing are practical; concrete learners.
Tﬁésé students like to use the senses to learn: Auaiéavisuais and

and factual. They sometimes find 1mag1nat1ve material d1ff1cu1t to
relate to. These students are linear learners. A step-by=step approach
%g good. Programmed materia]s often épheal to these students.

Students who prefer 1ntu1t1on are fore concerned WIEP f1ndihg
meaning in what they do and are not as practical as the séns%ng type.
Intuitive students are more global 1earners. They 1iké'té see the whole
ce"n'e'e'ﬁt before learning the steps that jead up to the concept They can
" think in the abstract with more ease than the sensing learner and enjoy
ibékihg for new ways to do thiﬁgs. They will be bored with repetitious
drill and¥will need more creative ways to process information.

Students who prefer thinking like to decide things logically:

These students need to understand the logic in the assighment; and then
they tend to persevere with the work even if they do not enjoy the
subject matter. Students who prefer fee11ng are mot1vated'by pra1se.% A
counse11ng approath is very effective with these students. These o
students may f1nd it hard to focus on work that does not interest them.
Their fee11ngs about the subJect matter may 1nterfere with their ability
to concentrate on the mater1a1; The th1nk1ng type students are not .
Jikely to let their feelings interfere with the work that must be done.
' 4
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The students who prefer judgement like to work in a structured
environment: These students prefer assignménts that are well organized
with a eéﬁéaﬁle for completion. The students who prefer perception 1ike'
fiexibiiiti; These students enjoy following their curiosity wherever it
leads them: A schedule that is too r1g1d wou]d feel very uncomfortab1e

schedule. o

As the ABE teacher you may feel sormie frustfétiéﬁ in trying to meet
the many 1earn1hg sty1e needs of your students An iﬁét?ﬁttiéhéi
program that accommodates all of the characteristics of every type would
need to use a variety of 1nstruct1ona1 modes to be effect1ve. Perhaps
that seems too much to ask of a teacher. It is important to remember,
however, that the more traditional approach, whien usually better
Jccommodates the needs of introverted intuitive students, probably was
not successful with most ABE students: 1In order for these students to
be §ﬁéEeSSfﬁl ih their learning experience with you, a more

.Ahbthér factor to consider is your own psychological type:

Teachers tend to organize and present materieg in ways that fit their

own learning style. What works for us; we tend to believe, will work
for everyone. Uﬁdekstend1ng the differences in p§y65616§ieai types
helps teachers recognize the need for a variety of approaches to
1earn1ng

How Does Psych01994cal,Type App]y to Readlngglnstruct1on?

Understanding the var10us componen&i\of psycho]ogica] type gives

the instructor an 1ns1ght into teaching strateg1es that will be most
effactive with individua} students. Because a~number of researchers
42
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have found that certain psychological types tend to perform better in
strengths and weaknesses that the student may be experiencing in
reading. ;
Students who prefer extraversion, for example, are probably more

are less likely than introverts to enjoy time spent alone with a book
and will seek more extraverted activities.

The extraverted students will Tearn best through instructicn that
is group oriented and that involves discussion. For instance; in
teaching word attack stills, the exiraverted student will probably
information internally. The extravert seems to think better out loud.
However, the students who prefer extraversion may need éhtduragémént to
read alone in order to stréhgthéh their capacity for this abstraci,
introspective task; They may have been avoiding tnis type of activity,
and more experience will improve their reading ability.

Students who prefer introversion will be more comfortable with the
quiet task of %éédiﬁg alone. These students will feel less comfortable
in a discussion and are 1ikely to prefer working alone at least part of
the time: The instructor will have to win the trust of the introveri
before communication will ,bé.éésy for them. The instructor shou]:ﬂ§q -

cautious; however, in assuming that the introvert understands the task -




student may hesitate to &sk guestions. Introverts do tend to enjoy

place in the mind. The introvert is eaquftabie'in that type of
activity. . -

sensing and intuition are preferences that also affect the reading
process and strategies for teaching: The students who prefer sensing

fiay have difficulty with the abstract task of reading. Reading is an

abstract task which requires the use of symbols to express ideas. The
stidents who prefer sensing Will prefer a more concrete, hands-on type

jmportant that you help these students view reading as something useful
for them. The type of material that will more likely appeal to a
sensing adult may be concrete, factua] information that they see some

use for. o e

The §éﬁ§7ﬁ§if§ﬁ§f§tﬁdéht; given the task of repairing a machine
with the instruction sheet, is more Tikely to work on the machine with
his/her hands and ignore the written irstructions. The intuitive
first, before approaching the machine:
 Sensing type students are good with detail. They are linear
learners. That is, they learn step-by-step until they see the whole.
They usually relate well to programmed materials which use a

§tép-5y-stép process. In reading instruction, sensing students need a
clear understanding of the sound system of the language, or phonics, in
order to sourd out words: They may not learn well with a whole word
approach. They will not be as likely as intuitives to pick up the

. u |
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patterns in language intuitively and, therefore, these patterns will
need to be explained in some detail. |
Students who prefer intuition usually are comfortable with the

intuitives are good readers: Many other factors can affect reading:
Students who are intuitives are more likely to enjoy fiction; poetry and
imaginative materials and be bored with more practical writing:
Intuitives are usually global learners. That is, they need to see the
whole and then process the detail: For example, in reading textbooks
intuitive readers often get the main points and>sec relationships
between points; but fail to get the details that support the concepts.
This weakness may cause them to perform poorly on an objective test,
whereas the sensing type reader will more Tikely get the detail without
understanding the big picture. This weakness may cause the student who
prefers sensing to perform poorly on an essay test which requires the '

big picture and the intuitive types to see the details. The sensing
type may not see the forest for the trees, and the intuitive type may
not see the trees for the forest.

Thinking and feeling do not affect reading as much as extraversion/
introversion and sensing/intuitive, except in relationship to
motivation. The person who prefers thinking will take a 16§iEéL
approach to reading. In order for the assignment to be taken seriously
by the thinking type student, he/she likes to see the logic in the
assignment. If the assignment is logical, then the thinking student
will proceed to do it regardless of whether®or not he/she enjoys the
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subject matter. This student will not allow feelings to interfere with
the task. | |

The student who prefers feeling will be more highly motivated to
read material that is about something he/she is interested in: This
student will find it difficult to concentrate on material he/she does
ot care about: This type of student also responds well to a teacher
that ig well liked: In one study on type and read1ng, students who
preferred féeiiﬁg made more progress in reading when a coﬁHSéifﬁg
appiaaeﬁ was used: ,fﬁéy'réspanaéa well to this %aa%v%auaiizéa;
Thinking type students did not respond as we]] to this approach.

The type preferences of 3udgement and perception affect read1ng
instruction pr1mar11y in the student's work- habits. The student who
prefers Judgement will prefer a more structured approach with t1me
1imits and a planned schedule of activities. The student who prefers
perception will prefer more spontaneity aRd less structure.” These
students will want some freedom to explore wheré'their curiosij; Teads

them. " R

. “Looking :at each of these type preferences in 1so]at1on g1ves a
saméwhat distOrted view of the learner.. It is when the preferences are
comb1ned that a more accurate p1cture of the 1earn1ng styles can be
understood. For example; themresearch on type and reading c1ear1y show
that the most powerful influence on rééd1ng is the combination of
axtraverted/sensing and introverted/intuitive. On standardized reading
tests, introverted/intuitive students have significantly better scores
than extraverted/sensing students. There are of course ﬁéoy exceptions
t5 this statistical finding. Some extraverted/sensing students are
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excellent -readers, and some introverted/intuitive students are poor

readers. Instruction which takes into account the different 1earn1ng

styles of students can help all types bu11d1ng on their strengths and
improve their areas of weakness:

kkwLJMJgLearn1ngf5tylengelategic_Hr1t1ng Instruct1on7

Your cha]]enge as an ABE téééhér W111 be to pr0v1de the setting and
strategies through which your students can learn the principles of
writing. | )

The influence b? teaching/learning styles on the teaching of
wgiting is an area researchers are ;J;ESt beginning to explore. A few
rather tenuous relationships are emerging. Based un what we know of
teaching/learning styles in general, however, we may make some
inferences about the ABE student and writing. For example, it is
probably reasonable to assume that the student who prefers a b]éhhéd,
orderly appfaach to life (and learning) will be thrown off balance by an
filexible, spontaneous approach to life (and learning) may respond better
to such an assignment. It is 1mportant therefore that you provide
opportunltﬂé”"Which are appropr1ate to varied learning styles and that
you avoid falling 1733\3 habit of one comfortable approach to teaching
writings ' |

Jist as we know that learning styles are related to personality
type, we also have evidence that variables such as personality growth

and self-esteem-may é} related to writing. For examp]e, one study

,/: . :
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,>the\stuaéﬁt‘§ writing apprehension, the lower his self-esteem. It is

\ =5+t s) who
demonstrated that students (in high school and college settings) who

Wrote poetry voiuntari]y were significantly more likely to be in h1gher

stages of ego deve]opment ‘than- thos@ students who did not engage in

poetry writing vo]untar11y. Research has a]so “Found- that Wr1t1ng

apprehension and se1f-esteem are inversely related; that is, the h1gher’

safe\to assume that ABE students will have some degree of writing

apprehens1on, and that this apprehens1on is hav1ng an interactive effect

with seif-esteem.. The hopeful aspect of all this is that g1ven this
!

re]at1e?sh1p, wr1t1ng may be a useful tool to help students experience

persona] growth,_and there are a number of methods you as a teacheF can
emp]oy to help st1mulate this growth: These will be discussed a 11tt1e
later[ '

A potent1a11y 1imiting factor--ane of which ABE teachers espec1a11y

héé& to be aware=--is the 11ke11hood ‘that your students have had very’

11ﬁt1e pract1ce in the phys1ca1 act of writing. Mina Shaughnessy
( 677), 1n her c]ass1c work on bas1c writers, ErrorsgandsExpectatibhs,

/ cound that “"compared with the 1,000 words a week that a British student
1s 1ikely to have written in the equivalent of an American high schoo]
or even the 350 words a week the American student.in & middle-class high
school is likely to have written, the basic writing student is more
likely to have written 350 words a semester" (p. 14). If this is true
for the remedial college students with whom Shaughnessy worked, then it
can only be mere true for the ABE students you will be teaching. Not
only must these students struggle with the mental ﬁféééss of composing,
but also with the mental-motor coordination that handwriting reguires.
 ag
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This can be a serjous Timitation for the ABE students, but there
are some strategies which you can employ to help cempensate for this
lack of practice in writing: Freewriting is such a strategy. Just as

% the name implies, freewr1t1ng means wr1t1ng cont1nuous1y, w1th no
planned format somet1mes s1mp1y wr1t1ng nonsense phrases ‘or words.
Freewr1ting is less 1nh1b1t1ng to the students becausethey do not have

to worry‘about whether or not the "essay" is making any sense. It must

———
\\

be pract1ced regu]ar]y--perhaps f1ve or ‘an m1nutesﬂat the beg1nhing of

each wr1ting period; Rtudents may at first feel awkward, but orice they o

*

are convinced that this effort is not to be graded.and that they may

truly WFité whatever comes to mind, they usually overcome any initial __
"~ resistance. They gain valuable practice in the motor coordination

required for writing and, at the same time, enjoy a writing experience

which is neutral and therefore presSure—Fhéé.

Journal keeping is another act1v1ty“ﬁhiéh;‘aﬁ help” tompensate‘for““*‘

lack of earlier writing experience. To be most effective, Journals,
shotld not be graded, but simply checked from time to time to assure the
students that you are interested and aware of their efforts. Jaufﬁais

can also serve a dual purpose in that ‘they perm1t students to reflect on

: Fpr this reason, encourage /Students to explore quest1oqs such as "Who am
12" How do others see me?" "What do I value most in myself?" “What
are my major roles?" Students may choose to share sections of their
jaurﬁais but should néVéF be required to: Jéﬁ?ﬁé]é'may be Eépt satﬁ
if they are to have real value to the students:
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In what other wayexhay writing be used to promote growth? To

‘ah5wer this; we must cons1der the Tevel o‘ ego deve1opment of the ABE

needs for safety and. be]ong1ng have not been met cannot be expeeted to
join us in searching for truth and beauty, or higher-order needs.: Yet;j
how frequently have we assigned compos1tion tdpics such as "the relative
merits of demdcracy and soc1a11sm" to Students whose needs at the time
may be adequate shelter, or for éafiﬁg others. Given the probable

background of ABE students, teachers must be aware of the primary
-concerns in the1r lives. Are they f1nanc1a17 Emot1ona1? HFitiﬁg topics
which help exp1ore ‘these concerns can promote growth within the student,
and their appea1 is a1most stire to be more genuine “for the ABE student

-Sharing ass1gnments in_small groups can also promote growth Dne
method is to have students work throughout the term in their own small
grbups-—groups wh1ch are as heterogeneous as poss1b1e As they react to
one ancfﬁéi‘§_é??6?ts; their diverse strengths can help fil1 in gaps for
onie another; and the learning that takes place in such a setting is far
more lasting than when "teacher" corrects or advises. Some teachers ask
‘students to select 0n1y their best efforts (at the end of a given time
period) for teacher évaluaticn. Th1s allows the ass1gnment of more
essays because each and every one w111 not requ1re the teacher S
personal éVéiﬁétieh; And students 1ike having the choice of which essay
will be graded: |

Another teaching Strategy supported by research is that of
bhé-fé-Bﬁe conferencing. This method combines well with having éfdaeﬁfé
work in small groups, because you can conduet the conferences while the
students are working 1n‘théii groups. In the conference, yoﬁf role is-
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to help the student explore ways to develop his ideas more effectively.
Those who have become proficient at conferencing state that their goal
is priﬁiriiy that of asking questions designed to stimulate the

< studeat's thinking. ,

It is important to note here that there is a difference between

writing and copyreading. Writing is that process through which the
pfﬁdﬁét is EVéhtﬁaiiy ébmp1eted copyreading is the final step in the
Writiﬁg process--the step. in which meehanics and usage errors are
detected and corrected: If the ABE student trizs tomake his fi st
draft perfeet he will become easily discouraged. Strive\first to get;
ideas down on paper, then to organize those ideas aééprdiﬁgltﬁ some
(Jogica] structure, and finally, to turn attention toward the conventions

of usage. You as_ the teacher can use conference time w1th students to

help guide them through tﬁis process: - -

Another effective strategy is to "model" for your students. It is
important for ABE stﬁdéﬁts to realize that even competent writers make
false starts, step back, and begin agaiﬁf For examp1e, 1f you are
trying to demonstrate how one produces an effective paragraph do su at
the board. Don't have a pre-planned paragraph in mind; be willing to
risk. Let your students see that you also misspell words, need repeated
starts; and have to check a punctuation rule from time to time. This
reassures them that no one writes perfectly on a first attempt; and that

revisiéﬁ is just as impértaﬁt as the initial writing.

‘syntactica11y mature® sentences: Working in groups, students enaf
51
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this process; and Strong's (1973) book on sentence combining comes with
"a set of ditto masters ?ar ééachers. .
And now a word about that old bug-a-boo, grammar. Many students
4ill tell the writing teacher that they have a "poor background" in
| grammar, and theréfore simply need one more concentrated dose of the

,,,,,

bad-tasting stuff,; whereupon--as if by mag1c—-they will be able to write

well. Unfortunat&ly, this is a myth not easily dispelled. As long ago
as 1936, the Nitional Council of Teackers of English tgck a position

that grammar, when taught in 1501at1on, that 1s; apart from the WFiting

process, is not 11ke1y to improving writing. Repeated research on this
jssue has not changed that pos1t1on--there s1mp1y fhias been no
demorstrable relationship BéfWééh:kh6W1edge of rules of grammar and
" offective writing ability: VYet, many teachers feel duty- ~bound {0 put
students through rigorous grammar instruction. find when writing fails
to imprbve,.they sssume it is because still more grammar is needed.
Whét'sé’ms t6 be ‘the best aanraach-iégia combine -grammar instruction in
the context of the 'student’s own Wr?t?hg‘f SR ' -
< This is one Feason the conference technﬁque is effect1ve. Ask a
jstudent to’ read a fragment ‘aloud to° you—-oftéh he will hear immediately
h that what 'he had be11eved to be a sentence js in fact a fragment.
5 Subaect/verb agreement errors ‘are Gften detected “in- the same way.: " “As a
‘ stﬁdent learns to ‘detect errors in his ‘work; hé 1&'incorporating-the
concepts of grammar 1n a much mOre lasthng way :gut here again, we need
to remember 1na1V1dua1 1earn1ng sty1es If ‘some students are totally
conv1nced that they need exerc1ses on capita11zatidn; for example, then
ign them to those students.whose need for'a structured approach to

grammar makes them feel—-psycholog1ca11y, at leas st-=that they have the
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t661§ téF iééfhihg in hand. But at the same t1me, be sure that tne

students are hav1ng the experience of 1earn1ng to ed1t the1r own work in

As you work with the ABE studé‘nts on thé‘i"’%"Writing, it is important
to remember that they may have had few; if any, successful writing
éiﬁériéhCES;, Bagin where your students are, and help ensure that each

one has some succéé 'ithiwriting One -instructor uses as his first

féé]ihgs about Writihg. Students whé normally sit silently, unable to
think of anything to write, find f'fi;i they havé 10ts o say about
writing if they know someone is genuinely interested and will not be
grading this effort. A |

A word about grading/evaluation is a'p'p'ré'pﬁ'até here. There is no
rese arch Wh1ch supports that students 1earn frem a’caﬁﬁbs1t1on returned
to them literally covered with the teacher's commtnts wr1tten in
heavy-handed red In fact; for the ABE student whose é ﬁigsteem may
already be fragile, receiving such a paper back from the teacher might
be all that is needed to convince the student that he can never learn to
Write. Researeh results suggest choosing one or two kinds of errors per
assigﬁment rather than marking every single error the student makes.

Finally, yad? attitude thékd-Yhﬁr students is crucial. Remember
the concept of the halo effect; which asserts that Students tend to rise
to our expectations of them; Your ABE students have a]ready "set
themselves apart” as special by choosing to return to school. With your
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encoursgsmsnt and balief in them, they can achieve now what thay may
have fafled to accomplish in earlier years:
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- CHAPTER FIVE

Student Manual: Summaries, Strategies, and Points to Remember

Theory is only as good as the people who put it into practice. The

theory presented in Part One of Learning Never Ends is meant to provide

a context within which you, the ABE instructor, may work: But your
role, your interaction with students; is the key element in a successful
ABE program.

You have chosen to make a contribution in an area of great need.
The extent of illiteracy in our society is surprising in a country which

prides itself on its technological advancement. In human terms, this

daily 1ife tasks which for the rest of us pose little or not difficulty:
Further, we know from research that this illiteracy is related to other

is aimed at helping these illiterate adults, and through helping them,

it helps society as well. T

Who is this group of helpers? A survey of 123 ABE teachers in
Duval County, Where there are 69,000 iliiterates, provided the following
profile (for a more detailed account, see the Introduction):

855
26-35, 25%
36-45, 23%
46-55; 20%
56-65; 20%
Over 65; 9%
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Race |
Black, 93%
White or other, 7%

Female, 88%
Male, 12%

Years of Teaching Experience

5-15 years, 41%
16-20 years, 7%
21-25 years, 9%

Academic Major

Many of the teachers are certified in more than one area. ‘It is
iriteresting to note also that all but one of the teachers holds at
Jeast a bachelor's degree: |
Elementary Education, 47%
General Education,;  11%
Administration and
Guidance, 17%
Other, 19%
What are the demographic characteristics of the ABE students (based
on a survey of 4,049 students)?
Age
.. 19 or younger, 9%
20-24 years; 20%
25-34 years; 22%
35-54 years, 20%
55 or older, 26%
56




Black, 66%
White; 27% ,
Spanish-surname American; 2% -
Asian American; 1%
- Unclassified; 4%
sex
Female; &Y% & B
Maie, - 43%

: I _ N iz
While these statistics may provide a demographic profile ofiyour
- )

-~

students, statistics alone can never reveal the uniqueness of each

individual. It is this uniqueness which we address in the following

summaries and in the accompanying strategies.
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Summary-Chapter 1

Learning Needs of the Adult Basic Education Student

As a teacher, you know that each student has his/her individual
sersonality and needs. This unigueness is even more apparent in ABE
students becausé of their maturity; they have-1ived longer and they
bring to the classroom a rich diversity of backgrounds. Make use of
this 1ife experience to help you identify what kinds of learning will be

the classroom? What problems?
" Nesds are also important because of their role in ﬁat{vating
<tudents. Are your students' needs primarily physiological and safety
needs (e.g., food and shelter), or having met these basic needs,-are
your ABE students ready to seek the achievement which will help build
thi iF sense of self-worth? ~

The ABE students' diversity. inaiv%aua1sty; needs and rich life
experiences will interact wieq their ahility snd desire to learn. Thus
it may be helpful to begin with scme sirategies which will help your
students get to know you and each other, és-weii as help you to get to
know them. u

The follcwing activities mey serve as a starting point.
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CHARACTERISTICS OF ADULT LEARNERS
The teacher of adults needs to recognize that older Tearners sometimes
have different characteristics than youthful learners. The noticeable

changes in characteristics as the adult ages (18 through 80+) will mest
commonly relate to experience, motivation, physical decline, and

interests (vocational; cultural; and leisure).
Some 6f7th§”ﬁ6f§”édﬁﬁ6ﬁ”géﬁéfai characteristics of adults along with
some teaching implications are presented here. =

CHARACTERISTIES " TEACHING IMPLICATIONS

1. Have the ability to learn in They need frequent assurance of
spite of the common miscon-. this; however, for some, it will
ception that oldsters cannot : take a bit longer.

learn.

2. Have opinions and want to This provides relevancy.
express them. '

3. Like to share their varieties They learn best if they are in-
of experiences. volved. -

4. Respond more favorably to An extremely important motiva-
praise. ' ‘ tional device; but use it

judiciously.

5. Differ from one another. More so than in a high-school
class in age, mental ability and
education.

6. Like informality and variety. Set the torie and provide
environment for this.

7. Like to socialize. Set times for coffee breaks and

join in. -
8. Don't like to waste time. Their tife away from family and
work is valuable.
9. Learn best by doing. Like activity, not dull
lectures. :

10. Will drop out easily. Have them experience success

iduring first few classes.

. Like to help set goals: Léarﬁ\bééiijf"fﬁéy get imme-
: S diate benefits. :

L N TN

Like to learn at their own Provide individualize

pace. 7 instruction.

— |
— |

N
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CHARACTERISTIES TEACHING IMPLICATIONS

Want to be treated as adults Be human.
and friends.

—
Wl
.

14. Learn best if a variety of Be imaginative:
teaching techniques are used.
15. Prefer guidance over crades. They fear public humiliation.
16. Want to see immediate benefits. Plan specific and practical
situations.
17. Want to know how they are Explain progress toward their
doing. chosen goals.

(From So_You're Helping Adults Learn, by Wisconsin State Board of
Vocational, Technical and Adult Fducation; 1978). :
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Strategies Rel

Ask your students to write a biopoem: A biopoem consists of eleven
14nss as follows:

First name

Four traits that describe you

Sibling of

Who feels (three 1items)

Who needs (three {tems)

who gives (three items)

Who fears (three items)

Who would 1ike to see (three items)

Resident of |

Last name.
This poem may be shared {if used as an icebreaker. It may be treated
ﬁﬁﬁﬁfﬁﬁsiy or seriously éﬁa.is slso heipful in terms of using writing to

get to know one's self.




Strategies Related to Stereotyping, Communication

Stereotyping refers to the practice of stating general rules from
which we then reason incorrectly. For example; "All politicians are
dishonest." Stereotyping in the learning situation may be
bidirectional. That is, teachers may have stereotypes of their
students, and students may have stereotypes of teachers. These
1ﬂccrrect_geneta4$zations have a necat1ve 1mpact on teach1ng/1earn1ng
The g635 of this activity is to assist teachers and learners 1n

recognizing stereotypes commonly ass1gned to teachers/adult learners and

further,; to 1dent1fy the negative consequences of suich stereotyp1ng

List all responses on either chalkboard or newspr1nt. Put negative

wiords on the left and positive words ‘on the right.

Tééthé?‘
authoritarian _ educated
bossy | caring
rigid | _  intelligent
strict o  helpful

Mike a similar 1ist for the ABE student.

Discussion of these terms and real 1ifé examples who do not fit the

stereotype helps us see that we need to iook at peop]e as individuals

- and‘EVch‘ﬁTE‘TudgTﬂg" B ////)///
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Have~students TiSt negative words the- commonly use in connectior

with éfﬁéFé\Wi'fﬁ{\Wﬁéﬁ they interact daily. Similarly, have them 1ist
positive words they use: _ ’ \

‘ —
~

ords Used about Others

unrel idble kind

conscientious
old ‘ 3 hard working

careless super -

ugly : sweet
negative and using only the positive for a period of one week.
Following this experimental period; ask students to share their
experiences and how this experiment affected their interactions with

e

others. (

Put a term on the board--"ABE student" or "wolf" or “marriage" or ~
“sucee=s" and then ask students to write eight or ter features they

sesociate with that term. Their subsequent sharing of what they have

written will reveal that no two people have éxactly the same mental

picture for even what all believed to be commonly understood terms:
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Strategy Rel yslow's Hierarchy of Needs_(powerful motivators)

This exercise increases students' awareness of the needs which

motivate their own-and others' behavior and thus helps them batter
ynderstand themselves and others.

Instructions f

Need - : satisfy 1t?/

If'not,whati;pn I do to
Physiological needs = . ) \
1.- I need a work schedule that Not satisfied. I will speak

gives me an uninterrupted = - with my boss and ask him_to
time for lunch. ' ‘ help me resolve the problem.

2. I

Safety needs |

i. My badroom is at_the end of a Satisfied. I installed a smol
dead end hall. I need to know . alarm at the entrance to the
that 1 would be awakened in_ hall. _ ‘
time to escape if there is a ’

fire:
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Social needs

1. I need some recreational
pursuits outside of my work:

Self-ésteem needs

1. 1 need o increase my
confidence in myself as a
student.

Self-actualization needs

1. I need to know what work I
~am best “suited for.

NI
.o -

L

Not fully satisfied. I will
select a sport or hobby I can
share with others.

Partially satisfied. I have
nstablished goals and am working
toward them.

Not satisfied. 1 will attend
the next career exploration
workshop offered.

g



POINTS TO REMEMBER

Recognize and cap1ta11ze upon the commona]1t1es of ABE studéﬂts

)

within a given class, but even more jmportant, identify individual

e

needs. . A
Regember ‘that ABE students réquiré spacialized instructional
methods. Avoid the traditional lecture-test approach. Find cut what
questions your students bring to the ciassroom, and use these to_
stimulate interest in additijonal questions which promote acquiring basic
education skills. ‘

Realize that the ABE student's classroom performance i the result
of a complex i‘ﬁtéfaeti@ﬁ of intrapersonal, interpersonal and” -

environmental needs..

|

>y

o
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| Summary-Chapter 2
Models for Teaching the Total Adult Student

<

There is always thé\iémﬁtétiOh to simply teach as we have been
N T S
taught. Yet; research tells us that older learners’ needs are best met
fot by the teacher-directed method; but by a 1ééfﬁé?—ééﬁfé?éa method

wh1ch involves the student in h1s/her own 1earn1ng
This means that as teachers of ABE students, we want to look at our

students as total personc, tak1ng 1nto account their 1nte11eetua1,

smotional; and social needs; as we]] as th ir academic needs. In.this

context we must incorporate teachim

-

3 ra;eg1es which help students
appra1se their inner selves and Jaék at their needs realisticallys
devise ways of making the learning environment stimulating; allow
students to assime résponsfbiiify for the aérection of their own

stylesi- This kind of 1earner 1nvo]vement is essent.a] to andragogy, the

I

art of teaching adults. .
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: Hbfkihg with the class, develop a needs assessment wh1ch will help
you in planning the curriculum: P4
Ask for student input regarding guest speakers. There are many
people in the community who may-serve as helpful resources for the ABE
student (e:g.s counse1ors from the State Emp16yﬁéﬁf Bfficg).

Be sure ‘that the physical arrangement of the class Téhds jtself to
learner bafticipaticn (e.g:; chairs in a circle as oppos#ﬁ to structured
rows) . f |

Be willing to change the agenda for the day if sitﬁatiaﬁ§:iﬁ
students' lives require attention. |

AVdid closed guestions (quest1ons which can be answered in a single

word) and focus on open or evocative questions. :

Work with your students to develop performance ¢ contracts. This

involves the student in his/her own eva1uat1on. Together, arrive at
goals; éttivitféé which help accomplish the goals, énd standards for
having met the goals.

strive to establish a climate which ericourages acceptance of
feelings. . : /

If certain students have skills which they can share with ot?

ﬂt‘:

Class members (e g , cake decorat1ng, carpentry). devise lessons wh1ch

enable these class members to serve as peer teachers:

N E
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Strategies Related to Non-directive Teaching

Aﬁéibgiés |

Involve students in their own learning by éskiﬁg evocative
questiuns. These are open-ended QUéSfiéﬁS:WhiCﬁ draw all class
members into a creative process. The te%éhér 6péﬁs a discussion

1. An automobile engine is like a

because 4

2. A storm is likea - -

(supply the name of a machine) because

3. L ' | (supply the name

of a plant) is like a wheel because

oid and new information. The purpose of this activity is to
stimulate students’ ability to think in the abstract, making

comparisons between various objects or concepts.

Personal Analogies

The goal of this activity is to help your students stretch

jmaginations.
1. Be a piece of celery. How do you feel? T
2. You are nice; cool grass. That is the way you look.

How do you feel? How do you feel when someone Steps on

6980"



you? What are three wishes you have?
3. You are a desk. Tell us everything you can about

yourself.

(Adapted from Personal M Models of Teaching,
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POINTS TO REMEMBER

Remember that we are not trying to reach only the student's head:
we want to address the “total" student's intellectual, emotional, and

social growth.

Recognize that your attitudes toward your students are an essential
element in the teaching/learning interaction. Your valuing of the
student must be genuine. |

Strive to make the learning environment éiiﬁaiégiﬁg{

Utilize non=directive teaching methods whenever possible: This
involves the learner in his/her own learning and allows the learner to

share the responsibility for Tearning.



Summary-Chapter 3

Keys to Motivation

frustrating or defeating, it is obvious that a powerful motivating force
has brought the ABE students back into an educational setting. Whether
this force is something inner-directed, such as a need for achievement,
or outer-directed, stch as wanting to be able to read the Bible; the
motivation is present.

Auareness of what is motivating your students enables you to tap
into this energizing resource for the enkancement of learning. - Take
fime to talk with your students--both individually and in groups=-so
that you can learn enough about them to have insight into their
Cotivation. And because your students are mature adults, they are not
1ikely to be tolerant of instruction which is irrelevant or boring.
Your challenge is to plan instruction which not only is relevant to
thair fieeds but instruction which is also interesting and fun:

The following strategies are designed to help you tap into the
fotivating forces present in your ABE students and to make learning

relevant and fun. s
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Strategy Related to Making Learning Fun

Huiior is a powertul tool for the ABE teacher. Create an
environment that incorporates humor into the lesarning setting. This may
be as simple as a bulletin board that contains cartoons; funny

photographs; or humorous quotations.
Yempr can é1§§ be used to energize or warm up a group. Four Up is

an activity which can be used either to get thé group started or as a

refreshing break. The directions are as follows:
This is a game with very simple rules. We'll start
by sitting down. Anyone can stand up whenever he or
she wants to, but you cannot remain standing for more
than five seconds at a time before you' sit. down again:
Then you can get right up again if you want to. Our
objective as a gr up is to Mave exactlv four people
(Adapted from Goodstein & Pfeiffer, 1983)
Strategy Related to Confidence Building

Because your ABE-students may have had few successful educational

exuariences in the past; it is important to help them become ifore aware
that they daily engage in successful learning without naving identified
it as such. Conduct a group discussion in which Students identify

activities such.as reading a newspapcw, listening to a radio or TV
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Strategy Related to Relevant Needs

The following activities incorporate learning i% the three major
<ki11 aress of reading, writing and arithmetic. 7st, each addresses

real 1ife concerns.

Arithmetic

Use of the calendar as a reminder
Measuring a window for curtains
Comparing prices
Figuring taxes ___
Balancing the checkbook
Figu%iﬁg,thé,co§twgf71uﬁ5é?
Determining distances
Estimating weight

. Estimating change _

L Checking sales slips

OV O BN

Reading

Recogni zi ng éi—éﬁ§

e

Choosing TV_programs
Using the yellow pages . .
1’3ing the mail order catalogs

Lat ) PNy e
. .

Finding local news
Reading weather reports
Interpreting headlines
Using an index
Choosing a book
teading-the ads

-
[ JVeNooR ot Ne) R4
T I

L

Writing

o T o
Writing personal letters
Taking_notes
Abbreviations
Keeping a diary
Making a grocery 1ist
Writing directions. )
Filling in app'ications
Using acetate
keeping a budget

Answering test guestions

O W 0O SO O N —
e s s e s ®» w8 e .

[y

(1 -~ted from Smith. Martin & Ulmer, 1972)
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POINTS TO REMEMBER
,,‘,,,,,,, L
Motives that "trigger":
curiosity
anxiety
positive or negative attitudes
achievement
needs
N competition
cooperation
praise and eriticism
moving toward or away from sometning, such as toward

success and away from failure

Where motivation lies:
in the SUEjéCt~mat+ﬂr
in the student's interast in the subject matter
in the way in which the subject matter is é?KSéhtéd;
in the student as a person

in the teacher as a-=person




Summary-Chapter 4
\ Individualizing Instruction

i
\
\

Many Eﬁ’racter1st1cs and skills are required of an effective
2acher,; but 6Eé characteristic which is essential it an attitude of
2spect for the 1nd1v1dua11ty of the learner. Knowledge of éé?ééﬁaiity
ype and how tjpé interacts with teach1ng/1earn1ng is a logical
xtension of awareness of s,udent individuality.

While type must never be used to stereotype students, it can be
sea as a general gu1de11ne for curriculum planning. ..is means Vuryiﬁg

ur Leach1ng stra*eg1es because we know that our classes ere made up of -

artous types of learaing styles. We therefore must incorporate .
trategies which are appropriate to each type; For examp1e; some

ossons should begin with tiie broad overview and then proceed to the
pe,1f1c pe1nts. Conversely, other lesson: should beg1n with the
pecific points and build to the broad .overview: Even simple stiategies
uch as balancing yuiet, individual tasks with group activities can help
rev1de the diversity demanded by different learn1ng styles. Perhaps
yers (1982} said it best:

‘matever the circumstances of your life, whatever your . ,
personz| ties; work; and responsibilities, cthe under-

standiig uf type can make yair péktépt?dhs clearer,

) heart' desire. {p; 211)



Strategy Related to Identifying Type

The .following are observation charts that can be used to help you

identify the psychological type preferences of your studepts. You may
eveh want to observe yourself to better understand your own
ssychological type. Always remember that no psychological type is

better than another. Each type preference has its strengths and

weaknesses. :




SEUDENT NAKIE

if your student is an INTROVERT; it is likely that
he or she:

hianisees t wark alone or with nne person

huolds hack frven new experiences

hiates wiitjen assignments aver oral presentations

performs better i writien work than in oral presen-

fations

panses hiefore answering, and shows discamiart with

spomtancmes fquesti ning

stk sjiestinie 10 allow understanding somiething be-
fore I||;:Il|plm§{ to do it

is lisinl ta noderstand, quiet and shy; sceins déej

is mtense, bottling up emntinns

jélers setting his/her own standards when possible

poes from BN * dning and hack to considering

LI RN U T PR TTR A + carelully selectéd friends

ik et spaie to work

works mtently on the task at & o

waiks o 6 things for a long time

“jinside the head”

prefers jubis ihat w2 lie st

s inlermplions

1]
ket think = 1oi befie acting, sometimes docen’t

actat all

O
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STUDENT NANE .

7 that he or she:

chooses to wnrk with others, with lirge groiips

plingies (nto new expericnces, working by trial and
errar ’
— -

is relaxed and confident

veailily talks over events and ideas with others

is interested in other people and their doings

readlily offers npinions

shares personal experiences

wadls G éxperience things so as (o wnderstand them

is enthusiastic about activities invalving action

asky questions to check an the cxpcrlulﬂ;;i; of the
group or leacher s

L has & relatively shart attevsion span

dislikes ©
with stow jid

cated firmedures und gets impatient
I

is interested in the remlts of the job, in getting it done,
and in how ather jropie do it

eagerly sttends 1: utermptions

A0S iickly, « vie ines withant thinking

comininicates w ol anil ponets people easily

RSV AZ0D Loy



'STUDENT NAME

7/ W youir student preféis SENSING, it s Vikely, that 7777 o -

. b of she: 7 7/ 7/ 7 7 U your student preiens INTUITION it is likely.
7 - 7 7 7 7/ 4 il he ot stiei )
) _is realisti and practical - L
o craves taspiration
is Intensely aware of the environinent - - S . .
- - . oL is niore livi sghnative thaii observant
< M is wiorg alnervaiit than imaginative * S : :
7777777777777777777777777777777777 ~ pays wore attention to the whole condept than to de-
ix plessure loving and contented | tails N
N | — §— — d
i ponewive of things, & consommer o B is awrc of anly the peroishly relevant aspects of the
o - external envirc ament
is imitative; prefess menorizing rather than_ finding = . - e
out reavons ) ligconies restleéss; impaticnt with routines
changes ook as physical siirronndings change _ s an iniitiainy, prowoter, inventnr of ideas
fearns best from an orderly pragresinn of sjue itial sees i')oniiiliiiics that others niss
details i jaict, wilh Gting solitions
Drings up pertinent facts docan’t abways “hear yeu out;” is impaticnt with all
B - S S sustainzd sehsing occupations
Keegs ac: iirate track of details; makes lists T - & J
S - i f B
S ! i indifferent to what nthess nwn nr consiinie
i i> paticnt __{____ -
7 i I o e
i good at checking Impedting. “reading th. fine l : inoks far uhead, iurnishes new ideas
. sient,” anil precise wirk M - - - oLl
N B - . likes spotting prabilcins and solving thew
T ks new probicinn wiless there are standard wags I
tn solve them dislikes daingg the sainc thing nver
likes 2 establiched rontine B Fiipays leariiing # 2w skill inore. than g it
enjoys msing skilly alrcudy learned more than learning works in bunsts of energs, and has a5 periinds b be-
WEw Biies tween
wirrhs searily all the way through G a canclision, ot | s G viinclisioiig makes Netial ¢ ors
Laving Lwirsts of eucrgy sad slach periods T i it sd e i
~ R . R o . . AOWS I ard H g‘
i« snjiatint o fristiated with complicuted situations ol aatiae e ki i £ .
4 . i - dishikes fuking tin.e fir jirccision
doesn't wanally get inspirations and docsu't trnt in- u
. sili'uliom ) -
— ] B K
. v
~
: - i
S
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AR s e

If your student prefers TIINKIXG; it is likely
ihat ke o7 she: ‘

is logical an anatvtical

is impersonal, impartial

is more interested in idens or things than in human re-

is more truthu! than ta.the!

tity ihais In ihe social arts

Is stronger iti executive
is birief and hasinesslit:e
tukes very serinusly facts, thenrics, and the discnvery
of tnia

takes serfoiisly the saliition of practical pinbleins
trea - untional relationships and ideals quite cawally
contrilmites intellectual eriticisin

expases wrongs i the habits, cnstoms, awd beliefs of

others

iwalfeaded by ilfogc in others

holds iirnliy tna pf;iii'y or convictinn

Kuirts other pewpite s feelings withinit Knnwing i
decides things hiipersonally, sinietiioes lgiwring pe-
ple’s wishes

is upsét hy injustice

seenis not b know how his or her can srtins affect
other preple’s feeling.

is personal; likes personal relatinnships

i minre interested in people than things nr ideas
is mnre tactful than truthful; if forced tn choose
is likely th aggree with etkers in the group
thinks as others think; beliz 7ing them proi)li)i.v righl
takes emnltinnal réiniionsilip.\ and idcai; very sériﬁiisiy
is offended by a lack of personal consideration in sthers
ix mintivated by others
Is compliant
permits feelings ¢ ¢ verrive ingic -
forecasts how otbois v o ¢ -

arouses enthusiasm

is upset by conflicts; values hannony

tslikes telling people wi -pleasant things el
relates well t innt penple

is sympathetic

BEST COPY AvAILARLE
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STUDENT NAME

O

ERIC

Aruitoxt provided by Eic:

] your stodent s & jUD(.INC iypc; it iiieil\i
that he or she:

has his o her inind made np

is mnre decisive than ¢

lives according to plans

to standards and cnstoiiis 1ot €avilv or

llghllv et ande
iiies 16 iiake sitiiatiois conforui to his or her own stan-
dards, “ihe way ihiey anijghi to lié

inakes definite chnices frans amany the possibilities.

is uncasy with naplanined happeiings

hases iriemi.si\ip upen belich, standards and tastzs
which are awsiiiiiéd to be shired

hes euduring friendshios

ces more fniéépiwe pcopic as rimden drifters. um-
wvoral of not innoral

aims to be m;l"\i

is i'dli'r'ekiiii'ciii'eii. 'piii'piiiﬁii and éiiﬂiﬁg

s orderly; organized <ud 1y tomaric

peneveres

has scitled opinions

is tolerant of rouitine

that he or she:
Is more cutious than decisive .

lives according ta the sitnation of the minnicit

may not plan things, acts spontancously

ul in handling the iiiiiiiiiiiiéii. nnexpecte

i? éiii]iii’iéii iiia Q;T)éiiiiéii( on Eiiiéi'iéiiéé

amasses vast quantities of experiences, more than ¢
be digested or used

Is wieritical

hases friendships on prophmjuity amd shared exper

casily and often drope irienc.hips, forgets them,

sumesthesn

afins tn miss nothing

is flexible; n(iupiaivic andd tolerant
is Giiiéiiiiifdiﬁg and }ﬁkiiliiiii‘iii&l
Icaves iitingx open

s troulile makiing decisnm

them

pestponcs quiiiii;i;aiiii jolw

wekoaniies new light ois a 1hing, Sitadtian ur petum

FERT °02Y i A ABLE



Thinking and Feeling

Eat ar Apriz

A. This z:i%city is to help you distinguish the mental processes of

perce: ;1% 1ntu1t1ng and sensing) and judgement (th1nk1ng and

feelin:) Work in pairs with one partner being a recorder. The
recorder should mark off four sections on a sheet of note paper-.

Label one section Sensing, one Intuition; one Fee11ng, and one

Th1nk1ng As both partners talk, the recorder shotild make notes
in each sect1on as indicated below; starting with sensing. Each

person selects and eats an apple, pay1ng attention to each of the

four processes separately; one at a t1me. Take three or four

m1nutes for each process.

1. As you eat the apple, list your sense impressions of the
apple and its parts: skin; flesh, carpels, seeds--noting
colors, shapes, textures; tastes, muscular movements and

tensions. List facts only.

2. List your intuitions that come to vou during the experxence.
Meriories and associations: wgo or what d apples make you
think of? Can you recall other ways f enjoying apples?
baked? jeii%ég oF ciders? games? other? Do you recall apples

g in stories; myths; poems, proverbs, or superstiti-ns? Do you
find yourseif .szculating about this particular apple?

3. Can you think about apples7 .

Did your sense 1mpressions or your intuitions lead you to make

82 E’S




general? "I'd say this appis 53¢ beasn in cold storage. ‘1 say
that because..." |
4. List your feeling judgements:
How you felt about trying this experiment.
" How you felt about selecting the particular apple you did.
How you felt about eating the apple you chose.
B. Each recorder reads to the others in the group what was written in
the =ensing section. Get concurrence that all items were sensory

dats. Then read each of the other three similarly.

of data recorded under "sensing" fundamentally different from the

kinds of things listed under "“intuition?" Do all members of the
group agree? Do the twc sets of data help to show why people who
dwell more on sensory data than intuitive data are fundamentally
different from intuitive types (and vice versa)? Can you see why
they would be more tined to concrete racts, in the "nere and now;"
and less tuned in to abstractions, imaginings, pussibilities and
spbcuiatidns? How consider the notes vider "feeling” ind "think-
ing." tow are these iwo kirds of judgement statemenis Bééiééiiy
different? Do they help to show the real differences betwsen F
types and T types?

(From Peopie Types and {iger Stripes, by

G. Lawrence, 1983)
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Strategies Related to Varying Reading Instruction

Everyone in the class wr 1tes a Dear Abbey letter: Though

anonymous; these are coded so that the writers can get their own letters
back. The letters are assigned to the class and each student reads one

letter; then writes a response. Variation: Write and answer the Dear

have written:
Have students individually or in small groups make up eight or ten

absurd records that might appear in the Guiness Book of Records (a

possible text for - gh interest appeal). Example: ABE student gives
birth to two sets o twins. Variation: Have students read a sports

record and then write a sports article as if report1ng for a newspaper,
comp]ete with sports jargon.

Read some newspaper horoscopes; then ask students tc write their
own: |
chosen) from a textbook and vewrite the paragraph so that it could*be

uhaérstddd by 3 Véfv'yaﬁﬁg chiid;

notecard. After reading the art1c1é aloud, ask students to Summarize
the articie on one card. This teaches selective reading and writing.
Set up three reading situations: |
iﬁdividuéié reading aloud into a tape recorder;
one studert reading aloud to anotner student;
emall graups where stidents read aloud, then s11ent1y
Allow student: to choose the situation they prefer.
(Adssted from Mezirow, Carkenw:1d, & Knox, 1975)
g4
3



agtrétégiés Related to Varying Writingrinstfuction

Bring in a common object, a brick or a ;Patuia; an umbrella or a
paper clip. Give-the students five minutes to 1ist 3s many uses &3
possible of this object, another five minutes to share what they have

written.

»

~ 4 aloud Judith Viorst's Alexander and t

Good, Very Bad Day, a children's book that even sophisticated aduls
enjoy. Then urge students to describe their own terrible, horrible; no
good, very bad days, in writing.
Ask students to become typical school-related objects--a locker, an
~ English teacher's red Bic pen; a grammar handbook; a basketball--and .
write -a page describing a day in the 1ife of their object.
Each student has the same opening: ¥.. vas a dark and stormy
night;" or “The troubla really began when . ." Given that
_instruction, each student writes for two minutes, then passes the paper
on to the next §fﬁaéﬁt; Wﬁdlaa§S~héw fatarizi for two ﬁinuteé; then
passes, etc. After ten or so minutes (five writers), have the stories
read aloud. Varistion. . ictivity in groups of five if class
sz permits.
Your s*tudents are going to intorview someone famous. But first

one has to write at least five questions t' ask the interviewee.

[1¢]]
-,
Y
=

You've got Ehirty words to sell your old car. Hrite the classified
ad.

Yo.- students choose (or invent) a.product and Write the 125-200
words that will be agéafiﬁ a radio édyérfiséméht. Let them tape it if
3 85
3 9 6;



they 1:ke, complete with background fiusic of their own choosing. These
ads, 1ike many of the writing activities, share a useful feature; they
have real worid'equivalents:
Your students are to write synopses of several TV shows. They can
Use no more than two sentences with no more than thirty words total.
Can they hook viewers into watching?
~ The Wallace family has made a career of 1ists. So can yeur

students: Over time, say a month, they are each to 1list their five
favorite books, movies, songs, foods, flavors of ice cream, colors;
whatever. These 1ists, by the way, if put on the bulletin board; will
£e11 your students a 1ot about each other. And how about putting your
own 1ists up there too? This exercise is a good way to work in

handwriting practice.

there is an audience for the writing: What better audience than the
community in which your students live? A community newsletter is a fun
way to develop writing skills, and it can begin small=-a one page
newsletter would be a good way to get started. Later, as your students

writing as well as news items:



Strateqies Related to Writing, Communication

These topics may be utilized either as writing topics or as
discussion topics to help build group unity among your ABE students.
1.  What are some things you do which you think are ot commonly
done?

Te]l about a turning point in your life:

N

Describe a time of great SOrrow.

Tell some things that you would put in your will.
Tell about a situation in which you felt very embarrassed.
Tel] about soie of the traditions of your family.

Share a superstition you hold.

Write a memoir about a person who has been important in your

0 Ny & W

life.
9. Describe a hurt (physical or mental).

i0: Read a short story aloud, but stop before the ending. Have

“hat words, ideas, or images in the story guided their choice
of endings. This exercise helps students become aware of
writing as a process; and also helps them conceptualize the

uriter of the story as a person going through the writing

1]
w!
w
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POINTS TO REMEMBER

Recognize that ABE students bring to the learning task not only
their 1ife experience; but also their preferred learning style:

Remember that differences in both teaching and learning styles
(based on individual 5éf§aﬁaii£§”tyaé§'iéEéggitatE*ﬁ1iﬁﬁfﬁg that allows
for these differences. You may not be able to match every lesson to
every type, but you can vary your strategies so that all students have

opportunities to learn according to their preferred learning style:

s 9y
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USER RESPONSE FORM

We would 1ike to find out what your reactions are to the monograph,

LEARNING NEVER ENDS: A handbook for part-time instructors of adult
basic education. Your evaluation will help us respond to the interests

and needs of the readers of the next edition.
1. We would 1ike to know how you rate our monograph in each of the
following areas:
Excellent: Good Adequate Poor

a. Selection of topics :

| |
I
I

b. Detail of coverage

l
|
|

,,,,,,
e -

P
LoOpiCs. -

|
]

d: Writing style/readability

|
I‘

e. Attractiveness

f. Strategies and techniques

5. Please cite specific examples that illustrate any of the above ratin

gs.

o |
(e}
(Y6



4. Describe the weakest feature(s) of the monograph.

5 What other topics could be included in this monograph?

i

6. What recommendations can you make for improving this monograph?

Mail to:
Dr. Sandra G. Hansford
4567 St. Johns Bluff Road, S.
Jacksenville; Florida 32216




