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PRESIDENT'S MESSAGE/MESSAGE DE LA PRESIDENTE

THE CHALLENGE OF A NEW JOURNAL

Marie A. Gillen
President

Beginnings are usually important events, worthy of celebration. And the.
beginning of our Journal, The Canadian Journal for the Study of Adult
Education, is no exception. The first issue is truly a noteworthy event,
laudable and worth applauding.

The years leading to this day can be characterized as a period of growing
ﬁams for the Association; a time when the members vacillated between
igh hopes and utter frustration. A journal was desperately needed in
Canada; ideas for creating one were presented; and promises were madse.
Aﬁparently, in the view of many of the members, nothing was happening.
The whole issue came to a "boiling point” at the Montreal conference. |
remember vividly the high emotional feelings at the annual meeting; how
%ould .It_forget! That was the day | assumed the presidency of the
ssociation.

Quickly | made a mental note of the seriousness of the situation and
resolved to do something about getting a journal launched. | wasn't sure
just what, but about one thing | was quite sure: the future of the
Association depended to a great extent on the resolution of this dilemma.

Now, two years later, with many thanks to a host of people who helped to
bring about this day, the first edition of the Journal is off the press.

My challenge, as ! saw it, was to get the Journal started. The next
challenge, one that involves all of us, is to keep it going. And for this to
happen, we will continue to need a dedicated group of workers to_assume
the managing and editorial functions which Hayden Roberts, Don Brundage
and Alan Thomas are doing now; we will need a membership eager to
support the Journal; and most important, we will need contributors willing
to share their ideas.

There is an old familiar story about two people looking out through prison
bars, one seeing mud and the other stars. Over the years there have been
many interpretations of the story, but it occurred to me that the homely
truth of this narrative might have some relevance for our Journal,
specifically for contributors.

Most of us do not like to think of prisons and mud because the words
suggest that which is imperfect; however, we do like to think of stars
with all their brilliance and magnificence. The prison, for me, Is
ourselves. As adult educators, many of us get so caught up in the daily
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activities of our hectic lives that our thoughts, our ideas, and our
inspirations stay locked within ourselves, and we overlook the opportunity
of getting these ideas down on dpaper, and sharing them with others. Like
the prisoner who sees only mud, we have a tendency to get stuck in the
mire of our ideas, our vision grows dim, scmetimes fades, and the rest of
the world goes by unnoticed. But a few others, like the prisoner who sees
stars, are the opposite. These adult educators do not stay locked within
themselves, instead they become luminaries. As thoughts, ideas, and
inspirations take shape In a written form and are published, a brilliance
emerges that will serve as a guide or inspiration to others. Like stars,
these ideas will be joined with others; constellations of thoughts will
form, and in this way the field of adult education will be enriched.

Having a brilliant idea, therefore, is only half the issue; the other half is
sharing this idea with others. There is an essay by Martin Buber, the great
philosopher, world-wide scholar, and adult educator, in which he writes,
“Each of us is encased in an armour which we soon, out of familiarity,
cease to notice. There are only moments which penetrate it and stir the
soul to sensibility." It is my sincere hope that the launching of this
Journal will be a special moment for all of us, stirring many of you to
contribute to its pages.

The months and years stretch out before us. The harizon beckons, and
today, the future for the study of adult education looks promising.

Together let us try to keep it this way while remembering that one
reasonable anchor for looking at the future and predicting success, is the
past. In a relatively short period of time, our Association has developed
and matured into a bona fide learned society. We also must remember that
the future, too, is what we make out of the complexities of the here and
now. So, as we celebrate the beginning of the new Journal, | extend to
each of you the challenge of continuing today's success.

LE DEFI D'UNE NOUVELLE REVUE

Les lancements sont généralement des événements importants, qui
méritent une célébration. Et le lancement de notre revue, la Revue
canadienne pour I'étude de !'éducation des adultes, ne fait pas exception a
la regle. Le premier numéro est un événement particuliérement riotable,
louable et digne d'applaudissements.

Les années menant & ce jour peuvent étre caractérisées par une période
difficile pour I'Association; une période oU les membres vacillaient entre
des espoirs fructusux et de la pure frustration. Au Canada. cn avait
désesperément besoin d'une revue; on a présenté des idées pour en créer
un; et des promesses ont été faites. Apparemment, selon plusieurs
membres, rien ne s'est passe. Le sujet en est venu & un "point d'ébullition"
lors de la conférence tenue a Montréal. Je me souviens tres clairement de
sentiments trés émotifs & la réunion annuelle. Comment pourrais-je les
oublier! Des lors, jassumais la présidence de I'Association.




Rapidement, j'ai pris mentalement en note le sérieux de la situation et jai
décidé de faire quelque chose concernant le lancement de la revue. Je
n'étais pas exactement certaine de quoi, mais je peux vous assurer d'une
chose en particulier: dans une large mesure, l'avenir de ['‘Association
dépendait de la résolution de ce dilemme.

Aujourd'hui, deux années plus tard, avec plusieurs remerciements a une
foule de gens qui ont aidé a 'avénement de ce jour, le premier numero de la
revue est maintenant sorti des presses.

La fagon dont je pergois mon défi, c'était de partir la revue. Le défi
suivant, celui qui implique chacun d'entre nous, est de continuer son
parcours. Pour ce faire, nous continuerons d'avoir besoin d'un groupe de
travailleurs et travailleuses dévoués pour assumer les fonctions de
estion et de rédaction, taches qu'accomplissent actuellement Hayden
oberts, Don Brundage et Alan Thomas. Nous aurons besoin d'une adhésion
de membres préts a supporter la revue; et, ¢ce qui est le plus important,
nous aurons besoin de collaborateurs et collaboratrices préts a
communiquer leurs idées.

On connait cette vieille histoire de deux personnes qui regardent a travers
les barreaux d'une prison. Une de ces personnes regarde le sol boueux et
autre, les étoiles. Au cours des années, cette histoire fut interprétée de
différentes fagons, mais il me semble que la vérité simple de ce récit peut
contenir des liens pertinents pour notre revue, spécialement pour les
collaborateurs et collaboratrices.

La majorité d'entre nous n'aiment pas penser aux prisons et au sol boueux,
parce que ces mots suggérent quelque chose qui n'est pas parfait. Nous
aimons penser aux étoiles, caractérisées par leur brillance et leur
splendeur. Pour moi, la prison est nous-mémes. En tant qu'éducateurs
d'adultes, plusieurs d'entre nous sommes teliement emprisonnés dans les
activités quatidiennes de nos vies trés agitées que nos pensées, nos idees
et nos inspirations demeurent enfermées et nous oublions de profiter de
I'occasion pour mettre ces idées sur papier et pour les partager avec
d'autres. omme le prisonnier qui ne voit que le sol boueux, nous avons
tendance a étre enfermés dans le cercle de nos idées; notre vision devient
obscure; quelquefois elle se fane, et le reste du monde passe inapergu.
Mais quelques-uns, comme le prisonnier qui regarde les étoiles, sont tout a
fait a l'opposé. Ces éducateurs d'adultes ne sont pas emprisonnés en
eux-mémes, mais ils deviennent des astres lumineux. Alors que les
penseés, idées et inspirations prennent forme écrite et qu'eiles sont
publiées, on voit une brillance émerger qui servira de guide ou
d'inspiration aux autres. Comme les étoiles, ces idées seront rejointes par
d'autres; des constellations de pensées se formeront et, de cette fagon, le
domaine de I'éducation des adultes sera enrichi.

Par conséquent, avoir une idée brillante ne représente que la moitié du
travail; I'autre moitié est le partage de cette idée avec les autres. Martin
Buber, le grand philosophe, I'nomme érudit reconnu par le monde entier et
réducateur d'adultes, a écrit un essai dans lequel il déclare: "Chacun

3




d'entre nous est enfermé dans une armure que, & cause de sa familiarité,
nous cessons de remarquer. il n'y a gue quelques moments qui la pénétrent
et remuent I'd8me jusqu'a la sensibilite." C'est mon espoir le plus sincére
ue le lancement de cette revue soit un moment spécial pcur chacun
‘entre nous, encourageant plusieurs d'entre vous a coliaborer & ses pages.

Les mois et les années se déroulent devant nous. L'horizon nous fait signe
et, aujourd'hui, le futur de I'étude en {'éducation des adultes parait trés
prometteur. Ensemble, essayons de continuer comme ¢a tout en nous
rappelant qu'une des ancres raisonnables pour anticiper le futur et pour
prédire le succés est le passé. Dans une période relativement courte,
notre Association s'est développée et a miri en une société de bonne foi.
Nous devons aussi nous rappeler que le futur consiste en ce que nous
retirons - des comnlexités actuelles. Alors que nous célébrons le lancement
d'une nouvelle revue, joffre & chacun d'entre vous le défi de continuer ie
succes d'aujourd'hui.
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Articles

THE FIFTIES: PIVOTAL DECADE IN CANADIAN ADULT EDUCATION

Gordon Seiman
University of British Columbia

Abstract

Research reveais that whereas in the United States, the late thirties and
forties brought a distinct shift from social movement to professional
tendencies in adult education, in Canada this was a phenomenon of the
1950s. This thesis is examined from four main perspectives: the sense of
vocation or professionalism in the field, the availability of training
ogportunmes. institutional support, and the literature of adult education.
These matters are discussed from both ‘a national and, as appropriate, a
regional (largely British Columbia) point of view, and emphasis is placed
on the central role 'played by Dr. Roby Kidd and the CAAE in these
developments. The fifties can {ustifiably be seen as the "take-off" period

in the increased professionalization "and institutionalization of  adult
education in Canada.

Résumé

La tendance a comprendre I'éducation des adultes comme un mouvement
social cedait a un point de vue qui insistait plutdt sur ['importance de ia
pratique professionneille. Ce changement a eu lieu aux Etats Unis dans la
Fénode .de 1935 a 1945, mais nous voyons maintenant que c'est pendant
es annees cinquante qu'il se manifestait au Canada. Nous explorons cette
these en en considérant quatre aspects: le sentiment de
professionnalisme, les possibilités de formation, la disponibilité de
ressources institutionnelles et la documentation dans le domaine. La
discussion comprend des points de vue nationaux et régionaux (ces
derniers venant principalement de la Colombie Britannique) et nous
insistons sur le rdle central joué par Roby Kidd et L'Association
canadienne pour I'étude de !'éducation des adu tes. L'analyse ne laisse
aucun doute sur le fait que c'est dans les années cinquante qu'on voit le
décollage du dévelom:ement institutionnel et l'accroissement du
professionnalisme dans ['éducation des adultes au Canada.

Introduction

Of the recent decades in our history, two stand out as having a pronouriced
character or flavor of their own, the 1930s and the 1960s. The 1940s are
synonymous with World War Il. The fifties and the seventies are generally
seen as quieter interludes during which our crises were less extreme and
most people could get on with thair lives in pursuit of personal interests.
Donald Creighton, in his history of the period, referred to the fifties as a
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"sgber and conventional period® (1976:245) and in his history of social
policy, Tom Kent has termed it "our conservative decade” (cited in Guest
1985:142). Research carried out in recent years is indicating that as far
as the field of adult education is concerned, at least, the 1950s were far
from a quiet period. It was a time during which the character of adult
education in Canada was transformed dramatically, a new spirit of
rofessionalism began to emerge, and generally the foundations were laid
or many developments which have become more pronounced in the
subsequent decades.

This article examines the nature of the changes which took place in the
fifties. The scene is set by a brief examination of the nature and
reputation of adult educaticn in Canada at the beginning of the decade,
with particular reference to The Canadian Association for Adult Education
and to Dr. Roby Kidd, who became its Director in 1951. Kidd was to be the
leading personality in many of the developments during the decade. The
signs of emerging professionalism in adult education are then examined
under four headings: a sense of vocation or prcfession, the development of
training opportunities, institutional development, and the literature of the
field. In each case, these topics are examined from a naticnal perspective
and then, as appropriate, from a regional point of view.

The article is an attempt to take a closer look than we have before at the
fifties and to identify some af the major developments and forces in
connection with aduit education which were at work, both nationally and
regionally. The author havingB for some years carried out historical
research on adult education in British Columbia, that region will be used
mainly to illustrate some of the more important changes at the more local
level.. The evidence indicates that for adult education in Canada, the
1950s may justifiably be judged a "pivotal® decade.

In what sense r1ay it be seen to be pivotal? It would appear that the
institutional bava of the field, especially in the public educational
systems of Canada, was significantly strengthened across the country.
e number of Persons who came to identify themselves and their careers
with the field of aduit education was greatly enhanced during the decade.
Generally the period was one of an expanding sense of professionalism on
the part of growing numbers of workers in the field, involving increased
concern about the systematic and appropriate_use of methodology and the
development of appropriate adult curricula. This in turn led to a demand
for training opportunities in adult education. Leaders in the field came to
an increasing realizaton of the significance of Canadian achievements in
adult education. This decade also saw the creation of a number of
organizations of adult educators at the national and provincial levels.

It is interesting to note that according to several authorities in the field
in the United States, the corresponding period of daovelopment in that
country was perhaps fifteen or twenty years earlier. Based on a study of
the literature ot the field, Webster Cotton (1968) concluded that there
was a strong trend towards the professionalization uf aduit education "in
the middle and late 1930s" (p. 7). Cotton contrasted what he termed the
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social reformist tradition of adult education, one which existed in the
early years of the movement and supported adult education as a means of
improving society, with what he termed the professional position, which
placed greater emphasis on serving individual needs, building a sense of
common cause among practitioners based on expertise and, as he put it
transforming the adult education enterprise “from one ?rimarily oriented
toward social reform tc that of a more purely educational undertaking” (p.
9). Cotton identified the .emergence of the professional point of view with
the creation of the American Associaton for Adult Education in 1928, the
launching of its journal three years later, Columbia University's
introduction of a doctoral degree in the field in 1935 and the publication
of the first textbook for the field in 1936 (Bryson 1936). Other American
scholars who have studied this trend in their country, most notably
Malicolm Knowles (197 and Cyril Houle (1956, 1960), are in general
agreement on the timing f these developments.

Although it is possible in this way to identi&'.some elements of emerging
professionalism in aduit education in the United States as early as the
1920s and 1930s, a profession in the full or classical sense of the term
has never been realized. The late A.A. Liveright examined this question at
some length in_the landmark American study, Aduli Education: Outlines of
an Emerging Field of University Study, which was published in 1964, and
he concluded that adult education could not then be classified as a
profession in the full sense of the word. It is certainly not being
suggested here that in the decade being studied, anything approaching
professional status in the full sense was even aimed for, much less
achieved, in Canada. Rather, attention is focused here on signs of an
emerging sense of a profession-like approach, or professionalism on the
part of practitioners, efforts made to promote such a tendency and the
growing institutionalization of the field.

The Role ot J. R. Kidd

Many of the noteworthy developments towards the professioralization of
adulf education during the 1950s can be connected with the efforts of Dr.
J. Roby Kidd, whose tenure as Director of the Canadian Association for
Adult Education (CAAE) coincides with the period. Kidd worked for eleven
years with the Y.M.C.A. in Montreal and 5;tawa early in his career and
earned his Masters degree at McGill University. After the war, he went to
New York to stud{ for his doctorate in the field of adult aducation at
Columbia University, graduating in 1947 and thus becoming the first
Canadian to receive a doctorate in this field. (Kidd enjoyed making the
Eoint that his claim to this distinction hung on a technicality, in that
lorence O'Neill of Newfoundland had earned her doctorate at the same
institution three years earlier, but that until 1949 Newfoundland was not
a part of Canadal) Kidd returned to Canada upon graduation to become
Associate Director of the CAAE. When E. A. Corbett retired in 1951, Kidd
became Director, a post he held until the spring of 1961.

Kidd's eftectiveness with resgect to the building of the adult education
enterprise in Canada during t

is period and the encouragement of a more
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professional view of the field can be explained on several grounds. First
of all, the fact that he had earned a doctorate in aduit education, and from
the most prestigious university in the field at that time, opened certain
doors for Kidd. He could deal with educational officials, government
leoaders and academic institutions and be seen by them as having
outstanding formal qualifications in his field of operations, qualifications
beyond what any but a handful of Canadians possessed. Secondly, his
position with the CAAE provided him with unique opportunities. In a
country where education was a provincial responsibility, there were few
organizations concerned with education at the time which had a national
membership and mandate. The fact that the CAAE was a small
organization and represented a field of activity which was little
recognized at the time was a handicap from certain points of view. But
this meant that Kidd and the organization were a threat to no one, and
could move relatively freely in the politically sensitive national and
inter-provincial educational scene, promoting the development of
educational activities. A further advantage of his paosition with the CAAE
was that Kidd had at his disposal the national information networks which
had been built up by the organization, in terms of both personal contacts
and publications. Of course, all of this would have been of little avaii if
Kidd himself had not been committed to the promotion of the
institutionalization of, and a more professional approach to, the field. His
belief in the importance of these matters, demonstrated in so many ways,
was basic to his efforts. As the decade of his tenure as Director of the
CAAE progressed, Kidd gained increasing stature in the field, most notably
through his published works and aiso his growing reputation at the
international level (Cochrane 1986, Selman 1982). ~ The final attribute
which contributed to Kidd's effectiveness as a promoter of adult education
at this time was his capacity to build relationships and attract the
respect and affection of others with whom he worked and had contact. He
was effective in inspiring in others—fellow workers in adult education
and others outside the field—~a sense of the significance of adult learning
and the imﬁortance of promoting and supporting it effectively in Canadian
society. This he pursued in three main wags: the promotion of a more
expert or professional work force in adult education; the documentation of
Canada's experience and accomplishments in that field; and the
strengthening of the institutionzl base of operations for the field. There
were, of course, many other persons who contributed to the developments
at this time, and a number of them will be mentioned in this article, but
Kidd was undoubtedly the most important figure.

The Field at the Beginning of the Fifties

At the beginning of the fifties, aduit education in Canada had already
achieved a considerable reputation among those who were knowledgabie
about the field, largely on the basis of several outstanding projects.
These would include, certainly, two programs sponsored b& the CAAE and
the Canadian Broadcasting Corporation: the National Farm Radio Forum and

the Citizens' Forum, which made imaginative combined use of
broadcasting, print and local discussion groups. The extension program In
education about co-operatives, sponsored by St. Francis Xavier University




in Nova Scotia under the leadership of the Rev. Moses Coady, was widely
known internationally. The work of Frontier College in bringing basic
gducation to men in isolated centers on the frontier, that of the Banff
School of Fine Arts in providing education in the arts, and the activities of
the Joint Planning Commission as a clearinghouse for organizations
involved in the social and cultural development of the country, were also
well known in some circles. There was, of course, much adult education
being conducted in other settings, in voluntary organizations,
co-operatives, university and agricultural extension, and a few local
school boards, but this work was on the whole not noteworthy on an
international scale.

The CAAE was also widely known as an organization by this time, at least
in adult education circles. Its reputation rested on two main things.
First, under the leadership of Ned Corbett, its founding Director, the
organization rad established several projects of importance. National
Farm Radio Forum and Citizens' Forum have already been mentioned and the
methodologies developed for those progframs were being ada7pted for use in
many other countries (Sim 1954, Wilson 1980, Faris 1975). In 1947,
Corbett found funding and launched the Joint Planning Commission, a
vehicle for consuitation and co-operation among over a hundred national
organizations and departments of government (Clark 1954). North America
was strewn with the corpses of defunct clearinghouse bodies ¢f this kind,
but Canada's Joint Planning Commission seemed to work and visitors came
from several other countries to study its structure and methods.

These and other significant projects had established the reputation of the
CAAE as an innovative and capable programming agency. While these
projects were important in themselves, it was the nature of their overall
purpose and content which constituted the basis for the second
characteristic of the CAAE which had attracted wide attention. The CAAE
was founded in 1935, largely b% persons from the universities and
government, to serve as a clearinghouse for the field, generally to be the
servant of practitioners and institutions. Before long, however, as a
result of the leadership of Corbett and other early leaders, and also of the
conditions brought on by the Second World War and the period of
reconstruction thinking in the late and post-war period, the Association
was transformed from a clearinghouse body to a direct programming
agency, largely in the field of education about public affairs (Faris 1975,
Selman 1981).

In the somewhat radicalized period of recorist uction thinking in the latter
war years, the CAAE conference of 1943 approved a "Manifesto” which
gained it a reputation in some quarters of being a leftist, anti-rree
enterprise group. The legacy of this incident and the almost inevitable
controversy which flared up from time to time over its hardling of public
issues in the Farm Forum and Citizens' Forum series plunged the
organization into disputes in the late forties and early fifties, just as
Kidd took over as Director (Faris 1975). In the October 1951 issue of Food
For Thought the CAAE's journal, in an unsigned portion of the editorial
column, but no doubt written by Kidd himself, a statement was printed
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which explained that the CAAE's advocacy role was restricted to speaking
about "adult education in Canada® and that the Association would "take no
partisan position on controversial questions® (The CAAE and Social Action
1951:9). It was with considerable feeling, no doubt, that in his first
report as Director of the Association, in the spring of 1952, he told his
colleagues that during the year the Association had been sub;ected to
criticism from all parts of the compass, and while much ot it was
undeserved and misguided, there was need for caution.

An organization like ours has bounds and limitations which we
must recognize. It is not, and by its natura cannot be, the radical
agency of social action which some of you might prefer. Nor can
it be a research agency only-simply observing and reporting
facts. Our work cannot be done in splendid isolation; we must
stay close to where groufs are living and working. The CAAE is
concerned about the weltare of, but cannot be the mouthpiece of,
EheS;armer. the union member. the housewife, the businessman
p. 5).

For all this, however, it would be a mistake to interpret Kidd's remarks as
signalling a rejection of the citizenship education thrust of the
organization. He was cautioning against an extreme social action position,
but it is clear from his actions as Director of the Association in the
ensuing decade that he was firmly committed to the citizenship education
mission of the CAAE. With respect to the field as a whole, what he
promoted was a more professionalized field of practice, with the
strongest possible institutional base, but one which at the same time
retained a lively sense of the social as well as the individual needs to be
served, and benefits to be delivered.

A Sense of Vocation

The emerging sense of professionalism or profession-like commitment on
the part of practitioners in adult education was pronounced in the 1950s,
although it perhaps came into ?reater prominence in the following decade.
The concept of the adult education leader as a professional person did not
of course originate in the 1950s. In the report of the survey of the field
which was undertaken at the time of the formation of the CAAE in the
mid-thirties (Sandiford 1934), there was an obvious assumption that the
leadership of adult education in Canada would be an increasingly
professionalized group, and that the field would become more tightly
co-ordinated at the provincial level. At the first Western Regional
conference on adult education, held in Saskatoon in March of 1938, the
need for trained leaders in the field was stressed (Rayner 1938). When,
for instance, the Public Library Commission of British Columbia conducted
a comprehensive survey of the field in B.C. in 1941, the recommendations
in its report called for a co-ordinated spstem of adult education, led by
"specialists in adult education, not child educationists™ (B.C. Public
Library Commission 1942:7). During the 1940s at least three Canadians
earned doctoral deﬁrees in adult education in the United States—Roby Kidd
and Florence O'Neill, who have aiready been mentioned, and John Friesen of
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Manitoba (Houle & Buskey 1966). In 1947, successive issues of Food For
Thought carried articles on the history of adult education written by
Corbett (1947, 1947b) and later in_the (ear. a long description was carried
of the report of the Manitoba Royal Commission on Adult Education
(Tweedie 1947). The first of a series of biographical sketches of adult
education leacers in Canada appeared in the CAAE Journal in late 1947,
a_further sign of an emerging seif-conscious adult education movement
Corbett 1947c). In the same issue, an article appeared describing the
dult Education Division of the Department of Education in Saskatchewan,
written by its Director (Smith 1947), and early in the followin year an
article appeared which examined the “democratic safeguards® which
needed to be adopted if governments were to get into the business of
financing adult education (Needler 1948). At the annual meeting of the
CAAE in June, 1948, consideration was given (as far as can be determined,
for the first time in Canada) to policy concerning the development of
training programs for adult educators. Recommendations called for the
development of university degree.progbrams (in Our Opinion 1948). In the
same year the first article carried by the Association's journal on the
training of adult educators appeared, making reference to the "elements of
a protession” as they relate to adult education (Hallenbeck 1948).
(Attention had been given earlier to “leadership training” for a variety of
community workers.) These few examples serve to illustrate that prior to
1850, recognition of professional concerns and of the need for
professionally qualified adult educators was present in the field. What

occurred in the fifties was a very considerable further development along
these lines.

As has been suggested, the most important person in the promotion of a
sense of professionalism or of the need for well trained leadershig in the
field was undoubtedly Roby Kidd (Seiman 1983, 1986). His work took him
back and forth across the country and provided many opportunities to talk
to both adult educators themselves and also their employers, such as
senior officials in educational institutions and large voluntary
organizations, and key officials in departments of government. The fact
that in some respects he was the egitome of the professional adult
educator, with a doctoral degree from the most hnr:;hly regarded graduate
program in the field on the continent, who frequently was teaching degree
credit courses in the field at Canadian universities, and who was the head
of the only national organization in Canada devoted to adult education,
helped to open many doors for him. His very great capacity to canvince and
influence others and his skills, however cloaked with personal modesty, to
present his case in compelling, winning ways, contributed to his undoubted
success in getting support for his point of view.

Kidd seemed to lose no opportunity to emphasize the responsibility of
adult educators to address and make use of the increasing knowledge that
was becoming available about how adults could he assisted in their
learning. As well, he persistently stressed to the employers of adult
educators the importance of selecting first class people and providing
them with opportunities to study about the field. A studlx_ of the major
addresses, reports and publications produced by Kidd and his organization
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during the 1950s reveals what a consistent theme this was (Selman 1982,
1983). Fo: example, in his Director's Report to the CAAE in 1956, which
was devotad in large part to professionalism in the field, Kidd spoke
strongly about the need for good personnel and training:

| have only one sericus apprehension about the future. More and
more the conception of continuous learning is being accepted.
But will we have the staff who are numerous and talented
enough? Every year several important pgositions are open which
require men and women of considerable capacity and long
experience. So we gunckly look around for a suitable person as if
we did not fully understand that such people aren't just found,

éhefy must be "grown®, and the growing period starts many years
efore.

In the latter 1950s, more space was deveied than before in the
Association's journal to professional concarns such as training,
information services and research. In his consuitations with educational
authorities across Canada, Kidd repeatedly stressed the need to employ
able people to take charge of adult education. For instance, in his major
report to the Toronto Board of Education, written late in the decade, he
included strong recommendations on the need for training in adult
education for teachers and counsellors of adults and for administrators
and planners of adult education programs (Kidd 1961).

Other people were providing leadership in this same direction within their
spheres of influence. In British Columbia, Dr. John Friesen, Director of the
xtension Department of the University, and one of few Canadians holding
a doctoral degree in the field, urged and enabled his staff members to
advance their study of adult education. He was joined in this in
mid-decade at the University by Alan Thomas, who had completed alil but
his dissertation at Columbia University at that stage and who was by the
end of the decade writing articles in Food For Thought on professional
matters (Thomas 1959, 1359b). Dr. Bert Wales, who earned his doctorate
in the field from Oregon State University in 1958, and who became
Director of Adult Education for the Vancouver School Board the following
year, was leading by example towards a more professionalized approach to
adult education, particularly among the rapidly increasing number of
school board adult educators. Encouragement in this direction was also
provided by L.J. Wallace, who became provincial director of adult education
in B.C. early in the decade and who, by various means, encouraged the adult
educators employed by the school boards to take a broader, more
professional view of their responsibilities (Report of the Provincial
Conference 1955). British Columbia was one of the regions in Canada
showing leadership with respect to the development of adult education in
this period. It was perhaps not typical of the country as a whole. At least
four other Canadians earned doctoral degrees in the field during the 1950s
(Houle & Buskey 1966), and it is clear from other developments, described
later, that some similar things were happening elsewhere.




Training Opportunities

Opportunities in Canada for :-1cc;1‘1iringh training in the field of adult
education exparded very greatly during the 1950s. There had been some
work of this general kind going on for many years in certain quarters. The
literature of the forties contains many accounts of "leadership training”
activities in fields such as group work, recreation, and esgeciany late in
the decade, human relations training. The Y.M. and Y.W.C.A., and other
voluntary organizations, the folk_ school, co-operative and labor
movements were active in this work. Roby Kidd recalled that he had been a
student in a credit course in aduit education at Sir George Williams
College in 1934-35, which may have been the first such course in Canada
(Selman 1982).

When Kidd returned from his doctoral studies in 1947 and joined the staft
of the CAAE, the promotion of training opportunities for aduit educators
was one of his priorities. He suggested the formation of a CAAE
"Committee on Personnel in Adult Education”, whose initial report in 1948
has aiready been mentioned. It indicated that, of the 86 full-time adult
educators in Canada who responded, only two had had any training in the
field, even a single course, and recommended that the CAAE take a lead in
the promotion of both formal and non-formal training programs (Kidd
1950). The endorsment of this report provided Kidd with a mandate for his
continuing efforts to these ends during the fifties. He pursued this goal in
various ways: by encouraging the or%amzatnon of.traimnF programs by
various organizations, including the CAAE, and playing a leading role as
instructor in this work; by fostering regional meetings of adult educators
at which in-service development training could take place; by assnstm?
with the formation of regional and provincial associations of aduit
educators; by encoura%mg senior administrators in employing institutions
to seek training for their adult education staff, by raising funds from
foundations which could be used to assist individuals to engage in
professional training; and by assisting interested universities in Canada in
the development of credit courses and programs.

Non-credit in-service development activities for adult educators were an
important new feature of the period and Kidd played a leading role. A few
examples will indicate the types of programs which were organized. The
first training course for adult educators in the western region, a two week
program on "Extension Methods and Techniques”, was held at Banff in 1949,
co-sponsored by the CAAE and the University of Alberta. Kidd took part in
the planning and the instruction. He frequently taught courses for adult
educators in the labor movement. In 1951, he secured a foundation grant
to support a two-year series of training programs designed for workers in
the outports of Newfoundland. The first regional training course for the
Atlantic region was organized by the CAAE in 1958.

In 1950, at Kidd's suggestion, the CAAE made a decision to hoid national
confarences every second year and to sponsor regional conferences in the
Western and Atlantic regions in the intervening years. The chief reason
for this suggestion was that the regional mesetings would be more
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accessible to practitioners than were national ones and could serve as a
vahicle for in-service professional development. The Atlantic region was
the first to pick up on the idea; the “first Atlantic Region Conference” was
held at Amherst, Nova Scotia, in June of 1951 aritime Conference
1951:32). Further such meetings followed every second year throughout
the decade, the programs focusing mainly on the social and economic
development of the region. In the West, the meetings did not begin until
1953, the first being held in Banff, but were held regularly thereatfter.
Although the conferences in the West, like those in the Maritimes, devoted
soma attention to social development, there was much more focus in the
West on the formation of provincial organizations of adult educators, their
functions and their relationship with the national organization. It is clear
from the reports of these meetings. East and West, that the decision to
facilitate the holding of regional meetings under CAAE sponsorship was an
important factor in stimulating in-service development activities in both
regions (Selman 1982). In the case of the Western region, there was also a
great impact on the development of provincial organizations.

There had been a few local and regional associations of adult educators in
Canada prior to the fifties—-one in Winnipeg in the mid-thirties, in Ontario
and the Eastern Townships of Quebec in the early forties and in Alberta
beginning in 1943 (Selman 1982)-but by the !ate forties, no such
organizations were functioning. Arising out of suggestions discussed at
Banff in 1953, and worked out by leaders in the field in British Columbia,
steps were taken in that ?rovmce to creute a provincially based
organization. An organizational dinner which was addressed by Roby Kidd
in September of 1954 led to the first of what were to be a continuing
series of semi-annual conferences on aduit education which continued on
a regular basis untii 1961 (Seiman 1969). The B.C. organization was a
council of agencies rather than a personal membarship body, but the B.C.
Adult Education Council sponsored a significant series of in-service
development activities within the framework of the semi-annual
conferences. In 1956, all four Waestern g:rcvinces held provincial
conferences of adult educators and in all but B.C. (where an organization
already existed), plans were discussed for the cossible creation of
provincial bodies (Selman 1957). As it turned out, plans developed more
quickly in Saskatchewan than in the other two provinces and under the
terms of a revision in the CAAE consitution passed in 1958, the B.C. and
Saskatchewan organizations subsequently became “affiliated* with the
CAAE and had representation on that organization's National Council. The
meetings in the Atlantic re\gion did not lead to the promotion of provincial
bodies as they had in the West and that development did not come until the
following decade.

Apart from the CAAE, there were_ other organizationa! developments in the
field at the national level. The French language national body, the Institut
Canadien d'Education des Aduites, which had developed out of a standing
committee of the CAAE, was reorganized in 1952 and became a more
vigorous and effective instrument for that language group. Those who
worked in the field of universily extension, after a considerable period of
consulitation with an already existing organization of colleagues
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responsible for summer session activities, joined with them in 1954 in
forming the Canadian Association of Directors of Extension and Summer
Sessions (Kidd 1956). Educators interested mainly in the rurai and
agricultural _aspects of adult education had formed an Extension Group
under the Canadian Society of Technical Agriculturalists in 1940, but this
organization met onl¥ sporadically during the following decade and
disappeared by 1953. in 1959, a decision was made to revive such a body,
and the Canadian Society of Rural Extension came into existence the
fcllowing year (Adema 1384).

Similarly, the decade was ore of significant beginnings at the provincial
level. 'In British Columbia, as described above, the tirst organization of
adult educators (more accur_atelr. of aduit education organizations) was
formed in the year 1954, with [eadership coming from three institutions:
the University Extension Department, the Vancouver School Board and the
Provincial Department of Education. The Vancouver School Board, which
had, since early in the century, been the leading board in the province in
adult education, gave strong support to the field and by the 1950s
employed a considerable number of program administrators, who had come
to identity themselves in career terms with aduit education. In 1955, the
dynamic director of adult education in the Department of Education, L.J.
Wallace, organized an ambitious five-day conference of night schoo!
directors in the province in which 22 night school directors and 16
resource persons took part and which, in retrospect, may be seen to have
marked the beginning of a major expansion of school board sponsored adult
education. The result was that in the ensuing decade such work in B.C.
became the leading examgle of this_aspect of adult education in all of
Canada (Wales 1958). Dominion Bureau of Statistics figures showed
school board adult education enroiments in 1959-60 to be leading the
country and proportionately approximately twice as large as the national
average (Dominion Bureau of Statistics 1962). Further regional
conferences of night school directors were held within the province in
1959 and 1960 and in his annual report in the latter year, the provincial
director made the point that the traditional term "night school® was giving
way to "adult education” as a better reflection of the broad community
service for adult learners which the school boards were aiming to provide.

By the end of the decade, there were large numbers of educators in British
Columbia who identified themselves and their careers with the field of
adult education. At the thirteenth semi-annual confsrence of the B.C.
Adult Education Council, held in the spring of 1961, there was a concerted
effort to plan for the decade ahead and one among several task forces was
asked to consider what kind of organization for adult educators would
serve the field appropriately in the future. In reporting to the conference,
this group stated emphatically that the existing Council, which was an
inter-agency clearinghouse, was no longer adequate because there had been
such a large increase in the number of adult educators who wished a
personal commitment to the field and desired an organization to which
they could belong on a professional basis and through which they could
receive aes:;.istance in their professional continuing education (Selman
1969, 1980).
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A further dimension of working towards adequate training opportunities
for adult educators involved efforts directed at employers of adult
educators, most notably educational institutions, school boards and
provincial departments of educaiion. At the CAAE conference in 1950, a
working group gave attention tu “"Provincial Divisions of Adult Education”
(meaning units within departments of education). In 1357, 1953 and 1961,
conferences on the role of governments and school bcards in the field were
organized in co-operation with the Canadian Education Association.
Beginning in the late fifties, the CAAE had standing committees both on
overnments in adult education and on school boards in the fiold.
eference should also be made to Kidd's pamphlet, Adult Education and the
School (1950b), and his major study of adult education in the Metropolitan
Toronto area carried out in 1961 on behalt ¢f the Board of Education of
that city (Kidd 1961). The committee organizing the Second Canadian
Conference on Education, held in 1962, commissioned Kidd to write a
background study on adult education, which was one of several on
specialized topics, and by means of this substantial pamphlet, he made the
most of the opportunity to address the educational establishment of

Canada_ with respect to the system's responsibilities in aduit education
(Kidd 1961b).

Kidd was also active in raising funds from foundations for the purpose of
financing training activities. Reference has already been made to the
funds he raised for training work in Newfoundland, beginning in 1951. In
1953, a party of leading adult educatars from English and French Canada
was enabled, with the help of funds secured from Carnegie, to visit
outstanding people and projects in Europe. In 1955, school board aduit
educators from Nova Scotia anc New Brunswick were assisted with a study
tour to American and Canadian centers. For several years in the late
fifties, some $15,000 a year which he secured from the Fund for Aduit
Education in the United States was used to make study tours or degree

- study possible for individual aduilt educators.

This was also the period during which academic degree programs in adult
education were inaugurated in Canada. With his doctoral degree, Kidd was
clearly qualified to be ag?tginted to teach university courses. In the late
forties and during the fifties he taught the first credit course in aduit
education at several Canadian universities and in 1951, he taught the

. first graduate course to be offered, at the Ontaric College of Education. A

course he taught at the University of British Columbia in the summer of
1956 was utilized by several leaders at that institution as the first step
in developing and securing official approval for a masters degree program
in the field, which when introduced in 1957 became the first degree credit
program in adult education in Canada. (By this time there were at least
twelve universities in the United States which were offering advanced
degree programs in the field (Houle in Knowles 1960)). The University of
Guelph became the second institution to offer such a 0mogram when it
admitted its first masters candidates in this field in 1960 to a Master of
Science degree with a specialization in agriculture and rural matters

\(Personal Communication, M.W. Waldron, September 10, 1986).
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It is apparent from the foregoing that during the fifties considerable
strides were taken in bot proysdingb various kinds of training
opportunities and attempting to convince both adult educators and their
employers that such training was desirable.

Institutional Deveiopment

The matter of institutional development has already been touched upon in
several ways. The efforts made during the decade to convince the public
educational authorities were in large measure directed to this end. Kidd
made use of the available opportunities, at meetings and in the course of
his constant travel back and forth across Canada to promote the field and
the need for adequate institutional provision for this work. CAAE standing
committees on school board and government adult education work have
already been mentioned, as have several conferences held during the
decade with representatives of those sectors of the field.  The
consultation carried out for the Board of Education in loronto (Kidd 1961)
and the opportunity to write one of the study pamphiets for the Second
Canadian Conference on Education in 1962 (Kidd 1961b) were high profile
opportunities to address the educational establishment in Canada. Another
oppartunity presented itself in 1953, when the National Conference of
Canadian Universities commissioned Kidd to write a studY concernin
adult education in the university. The outcome was a volume entitle
Adult Education in the Canadian Univarsity, which was published in 1956.
Although it is impossible fully to trace the influence of such reports,

several universities in Canada subsequently created extension
departments. _

There were grounds for encouragement particularly with respect to
provision for adult education within the structure of the provinicial
departments of education. Kidd attached particular importance to this
matter and approached it not only bg means described above, but also
through personal representations whenever possible. He also gave
whatever prominence he could, through the Association's journal and by
other means, to accounts of successful examples of work by the provincial
departments. The stormy events surrounding Watson Thomson and his
work as Director of the Adult Education Division in Saskatchewan in
1944-45 (Welton 1983) were largely ignored, but when the government of
Nova Scotia created a Divisior of Aduit Education a year later, Kidd gave
reat prominence to that development, carrying frequent news items in
ood For Thought and printing a full account of the work of the Division as
one of several pamphlets he arranged to have published in the early fifties
(Henson 1954). dvances in this area were most satisfactory in this
period. _In 1945, only one provincial department of education in
Canada-Saskatchewan—had an adult education unit (as distinct from just
an official with responsibility in this area). When Kidd wrote his
pamphiet entitled Continuing Education in 1961, he could report that all
ten provincial departments had such_a unit (Kidd 1961b). It was this kind
of development which prompted J.D. Wilsoan and his colleagues in their
general history of education in Canada to identify the fifties as a period
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during which adult education "lost much of its amateur status®™ (Wilson,
Stamp & Audet 1970:412).

The Literature of the Fieid

The literature of adult education in Canada was another area in which
there was significant advance during this decade. It is generally
understood that a field of practice, in order to advance towards
professional status, must have a body of knowledge on which to base its
growth and development. While aduit education in Canada could not be said
to have reached the stage of theory building or other advanced forms of
research and scholarship at this time, what was attempted was to
document the nature and history of the field in Canada and to assist adult
educators who were ready to do so, to take an increasingly serious
interest in the methods and probiems of practice.

There was very little literature about the field in Canada published before
the fifties. There were the accumulated files of the two CAAE journais,
Adult Learning (1936-39) and Food For Thought (1940-), Fitzpatrick's
plea for and account of the early years of Frontier College $1920). the
survey of adult education activities in Canada_ edited by Sandiford (1934)
as part of the process of founding the CAAE, and Rev. Moses Coady's
account of the philosophy and methods of the Antigonish Movement,
Masters of Their Own Destiny (1939). Aside from a few other articles,
institutional and government reports, and a very few pamphlets, these
seem to be the only Subllshed works on aduilt education in Canada prior to
1950 (Kidd 1950). ue to the efforts of Roby Kidd as both author and
publisher and those of a growmg, but still smail circle of practitioners in
Canada, this picture changed substantially during the fifties.

Walter Stewart, in his study of the content of the CAAE journals over the
years (1983) perceived a distinct shift of emphasis in Food ~or Thought in
1950 compared to five years earlier:

The clearly intended audience of the 1950 issues is those who
are engaged in educating adults and not those who were being
educated as had been true in the 1940s (p. 36).

He commented further that at this time the journal became "a magazine
about adult education rather than an instrument of aduit education” (p. 54).
He noted that an interest in the history of the field was being reflected in
the journal and that, by 1960, the journal was including articles on
philosophical issues, on methods and techniques and on evaluation. He
comments that by that time, the journa! "had made some moves towards
becoming a professional journal” (p. 39).

Kidd's own writing about the field during the fifties was prolific,
extremely varied, and may he seen to fall into five main categories. The
first, that of descriptive studies of the ftield in Canada, is represented by
two books of collections of articles about Canadian adult education, Adult
Education in Canada (1950) and Learning and Society (1963) and two
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pamphlets, Peaple Learning from Each Other (1953), the summary
pamphiet in _the "Learning For Living" series which appeared from 1952 to
1954, and Continuing Education (1961b), written to represent the field at
the 1962 National Conference on Education. On several occasions durin

the decade, Kidd produced substantial Eublications as a result o
consultations which he or the CAAE undertook. These several reports have
already been mentioned, one on the field as it related to the school
(1950b), one on the place of adult education in the university (‘]956), and
the major report to the Toronto Board of Education (1961). here were
several publications on methodological aspects, two on film and film
utilization (1953, 1959) and a quide for discussion leaders, a pamphlet
published in 1956 (1956b). As Kidd became progressively more involved in
the international dimensions of adult education, he began to write about
that sphere of interest, this taking the form of articles in the main during
the fifties. Kidd's most notable publication during the period in some
respects was his textbook for the field, How Adults Learn, published in
1959. The first textbook for the field is generally considered to be Lyman
Brgs_on's Adult Education, which appeared in 1936. Two others were
published during the fifties in the United States (Sheats, Jane & Spence
1953, Kempfer 1255), but Kidd's was the first to be published in Canada
and was a signiticant departure from all its predecessors in at least one
major respect, the reiative prominence given to learning theory. The book
was well received in the field in North America, but especially so in other
countries and it has since been transiated into at least five other
languages {Cochrane 1986) and has been used as a text in at least forty
countries (Seiman 1982).

Over and above Kidd's ~wn writing, the field benefitted from his efforts in
encouraging and publishing a great deal of material through the CAAE.
Soon after his publication of Adult Education in Canada in 1950, he
secured a grant from the Fund For Adult Education to make it possible to
continue the program of documenting Canadian achievements in the field.
The result was a series of eleven substantial pamphiets (up to 120 pages
in length) in a series entitled "Learning For Living®, which appeared
between 1952 and 1954. A few other representative examples of CAAE
publications during the decade were: a survey of labor education in Canada
Smith 1951), a bibliography of Canadian writings in aduit education
Thomson & lronside 1956), and Residential Adult Education: A Canadian
iew (Loosley 1960). There were as weil several other notable volumes
about the field which were published commercially at this time. They
included Danald Cameron's history of the Banft School of Fine Arts
Cameron 1956), E. A. Corbett's reminiscences, We Have With Us Tonight
1957), and at the end of the decade, A. r. Laidlaw's history of the
ntigonish Movement (1961).

Other organizations at the national level were publishing material at this
time: the Canadian Labor Congress, the Canadian Library Association, the
Canadian Film Institute and the Canadian Citizenship Council. As well, an
increasing amount of material about adult education was being published
at the local and provincial level. The bibliography published by the CAAE
in 1956 (Thomson & lronside 1956) selected a number of items related to
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adult education from Saskatchewan Community and Community Courier
(Ontario) and listed a number of otnar newsletters and bulletins published
at the provincial level. The Extension Department of the Univesity of
British Columbia began in 1954 the publication of a series of monographs
under the title, "Occasional Papers on Aduit Education” and they appeared
at the rate of one a year for the balance of the decade. :

At the beginning of the 1950s there was very little Canadian literature in
the field of adult education, whereas by the end of that decade,
practitioners and students had a considerable and growing body of
writings from Canadian sources on which to call, covermg not only aspects

3: prfacitci’ce. but also Canadian perspectives, policies and achievements in
e field.

Summary and Comment

While it is certainly not suggested, by way of summary of this account,
that by 1960 adult education had become a professionalized field, or that
Canada had reached an advanced stage in the institutionalization of this
activity, it does seem justifiable to conciude that the field had moved
very substantially in those directions during the previous decade. Whether
this matter is approached in terms of the number of persons who
identified themselves and their careers with adult education, the
opportunities available for professional training and in-service
development, the expansion of the institutional base and provision for
adult education, or the expanding body of knowledge and literature
available about the field in Canada, it is clear that the 1350s were a
period of rapid advance towards a more professionalized field. In the
terminology of ihe economists, the period might be seen as the “take-off”
stage in which lines of development were established, ones which would
set the general directions for the ensuing period.

At the beginning of the fifties, professionalism was simply not a
significant issue in the field as a whole in Canada. But ten years later,
during the period of preparation for the National Conference on Adult
Education to be held in the fall of 1961, Alan Thomas, writing in Food For
Thought under the pen name of Parameter, was expressing concern that
adult education in Canada, in the face of rapidly advancing professionalism
and institutionalization, was in danger of losing its quality of being a
movement (Thomas 1961). In his closing address to the National
Conference, Boris Ford, a visitor from Britain, commented on the obvious
emphasis in the keynote address on "The Social Implications and
Responsibilities of Adult Education® and the concern which had been
expressed that with advancing professionalism in the field, education for
adults would come to be seen too predominantly  in terms of meeting
individual needs to the neglect of social needs (National Conference on
Adult Education 1961:60). Such concerns were far removed from the
situation a decade earlier.
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Abstract

John Dewey's educative process and Barer-Stein's learning process offer
two perspectives that may enhance the adult educator's glimpse of the
true meaning of learning. The congruency of these two processes provides
a strong basis for speculating that learning and educating may be differing
agpects of the same process; that the learning of children and the learning
of adults may be congruent, and finally, that a form of reflective thinking
may be central to each and essential to an outcome of personally relevant
meaning. Some implications of these speculations for adult educators are
offered; other implications are left for individual reflection.

Résumé

Le %rocessus éducationnel de John Dewey et le processus d'apprentissage
de Barer-Stein offrent deux perspectives qui peuvent élargir la vision qu'a
Féducateur d'aduites du sens réel de I'apprentissage.

La congruence de ces deux processus fournit une base solide & Ia
spéculation sur l'idée que l'apprentissage et I'éducation peuvent étre des
aspects différents d'un méme processus; que l'apprentissage chez les
enfants et l'apprentissage chez les aduites peuvent étre congruents; enfin,
qu'une forme de pensée réfléchie peut étre au centre de chacun d'eux et
essantielle a l'atteinte d'un sens perscnnel pertinent.

Quelques implications de ces spéculations sont offertes aux éducateurs
d'adultes; les autres sont laissées a la reflexion personnelle.

Introduction

One has to be aware of something in order to distinguish it from

anything else. Being aware provides the access, it is the opening
door... (Barer-Stein, 1987).

Adult educators become accustomed to their habitual tasks of assembling
materials and services, projects and programs all for the purpose of
educating other aduits. sually they are more aware of communicating
information than they are in absorbing it themselves. It seems a truism
that educators educate; learners learn. But the doing of one can provide us
with an awareness of the other, providing we can distinguish between the
two. Being aware of educating and of learning as processes of human
experience may guide us to understanding learning itself. That there is a
pressing need to move beyond an understanding of learning based on
experiments with animals (Jarvis, 1983) towards an understanding of
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human learning in the context of daily living, has already been strongly
expressed by many educators (Bourgeault, 1985; Osborne, Charnley &
Withnall, 1982; Cross & McCarten, 1981).

Thomas (1986) puts it this way:

The practice of adult education has allowed us to glimpse some
of the true meaning of learning, freed from the context of
schooling. The next and critical step is to glimpse it from a
perspective that is independent of education, even of the
education of adults.

Practising adult educators working in informal and non-formal settings
and drawing on the experiences of adult learners as rich resources, already
have an acute awareness that learning extends and continues beyond the
formal context of schooling. They may have an uncomfortable awareness
that such schooling may even have constrained Iearnin?. Within such
musings, educators accept a link between educating and learning but find
it difficult to complete the gaps. As such awarenesses accumulate to
press forward our need to know more about learning itself, Thomas'
remarks seem to suggest a practical way of getting yet another glimpse of
learning from two perspectives other than adult education: one that is
"independent of education" and another that is “"independent of the
education of aduits”.

The purpose of this paper is to offer examples of two such suggested
perspectives of learning, as an inducement to adult educators to progress
towards a more profound understanding of learning itself, and to explore
the implications and practical applications of such understanding in each
ong's practice.

Most educators would likely agree with Dewey's conviction that the
grocess of educating is "the art of guiding learning” (Dewey, 1933:266),
ut may balk at confronting the less familiar details of how this may be
so. As adult educators, we are almost as familiar with speaking of
educating and learning in the same breath as we are with our habitual
educative tasks. Yet such a "halt to examine what is really ordinary”
(Barer-Stein, 1987) must be recognized for its value in exhuming
long-held beliefs, unexamined assumptions, and habitual behaviors.

A brief comparison of Dewey's educative process, as an example of
learnir.g that is "independent of the education of adults”, with a process of
learning studied by myself, offers not only a means of adding two more
perspectives to our reflections on the meaning of learning, but also the
opportunity to search for congruency or dnsparlté_ between a stated
"educative” process and a stated "learning” process. Since each of these is
published elsewhere!in much greater detail, only aspects pertinent to this
discussion will be presented. Dewey's educative process is taken from his
work directed to teachers of children, while my own model of the learning
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process is grounged in the crosscultural experiences in the everyday life
of one individual.

Within the comparison of the two processes, a congruency does emerge to
provide a strong basis for speculating that learning’ and educating may be
differing aspects of the same process: educating as offering the potential
for guiding the learning of others to discover personally relevant meaning,
and learning as the potential for guiding self-learning to discover
gersonally relevant meaning. Further, such congruency may also provide a
asis for speculating on the congruency of the learning of both adults and
children-or learning at an a?e‘ Finally, it may provide a basis for
speculating that a form of reflective thinking may be central to each
process and essential to an outcome of personally relevant meaning.

It was in this reflective approach to exhuming meaning, that | came to see
that we do not learn what we aiready know, but are repeatedly drawn to
explore and discover meaning, to understand that which differs.

This brings us to the notion of meaning. Meaning does not exist as an
ennt% or commodity. It is forever coming into being, shaped and reshaped
by the peculiarities of the context in which it is sought and pressed to
individual relevance. Meaning can only be sought by individuals and
discovered through gersona reflection. Like learning itself,3 it is
individual and cannot be compelled; it is cumulative in its effects; it is
associated with most human activities and characteristics; and at any age

humans have the capacity to seek it. This helps to explain my emphasis
throughout on 'personally relevant meaning'. It may be that meaning is the
impstus, the pegoetuator, and the ultimate goal of learning. ls it the goal

of educators and education?
Examining the Relationship Between a Learning Process and an
Educative Process

In order to create an understandable framework, the model of Learning as a
Process of Experiencing the Unfamiliar - ?Barer-Stein. 1987) will be
shown in Figure No. 1 and briefly explained below. Within this framework,
excerpts will be quoted from How We Think: A Restatement of Reflective
Thinking to the Educative Process (Dewey, 1933). It is important to note
that while Deweg refers to a "constant spiral movement of knowledge"
(Dewey, 1933:140), he makes no effort (at least in that work) to delineate
such a movement or process. The quotes are selected for their
appropriateness to stages of the model, from various parts of his book.

Introductory Comments on the Model

Originally seeking only to gain a deeper understanding of the meaning of
the concept of culture, | set out to dialogue with English Second Language
teachers, asking them only, "How did you learn to teach adults from
differing cultures?” | felt their work seemed to exemplify immersion and
communication with differing cultures. Of all the teachers with whom |
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Figure No. 1: A Model of a Process of Lesrning as a Process of
Experiencing the Unfamiliar (Difference)

Phase Esscntial Theme(s)
I. BEINGAWARE «<«—

1. AWAreness-0f-inNtBreSt ......cccerrerneieieierrireesacnarnesenerssssas >
2. CUMIOSILY .oeecrreerrerunncsnssieniesssusissssssssssncsrssansasssessssnssesens >
3. SEQAUCHON ceveerierieereeruisreesresaressusesmessesansssssasssersaasaessasansas >

1. OBSERVING

1. SPECIALON ...coctvviirririsnsiisisssieessisissess s sasssssnssnsisasseses >

2. SIGIISBON.....cciviriiinicnictistiinarseeisssressasssessaasissasseeses >
Il ACTING (IN-THE-SCENE)

1. WItNesS-APPraiSer .......cccccnvriecineineeninsninessnssnsseoens >

2. Cultural-MiSSIONArY ....cccvvveeeivrieiivercrecsnersssssnssnennnns >

3. Cluster-Judgement ..o >

4. Living-the-Life-0f ....ccccviviiiviiiiiiininnniiiiniiniiennn, >

IV. CONFRONTING t

\ 1. PASSIVE  \vrroeeereereemersenesssesssessenessssnans >
2. i

Conflict fveeernereeenrirecreeeecennessesnense >
8. WIthGraw /.......ccooeemririciiiniiicncceaninneee >
V. INVOLVING /
!
4. "SH'MA"
PARADOX
» OF

INVOLVEMENT

Reprinted with permission from "Learning as a Process of Experiencing the
Unfamiliar". Studies in the Education of Aduits, U.K.: N.LA.C.E., Oct. 1987.

28




talked, noting how their interests seemed to coalesce around a central
interest in reople and places that were different, one ESL teacher's
articulation of crosscultural experiences affected me profoundly. | found
myself immersed within the experiences she related. In the ensuing
analytical separation and interpretive reunion of details that formed this
phenomenological work, | became increasingly aware of the inherent power
of the questioning "How?" to strip away the surface details of time and
place and to eventually reveal the structure of her process of experiencing
that which was initially unfamiliar (different), to an outcome of
profoundly relevant personal meaning: Involving.4

A first reading of a phenomenological work often proves disconcerting.
Upon encountering a differing—highly subjective—mode of writing, and an
often hyphenated grouging of words, the reader may feel such strangeness
unwarranted. But such a differing use of language is necessary to indicate

how | have gradualIY "transformed the meaning of the action" (Blum,
1970), which | am reflecting upon.

An attempt to depict the possible movements within this mode! of a
learning process is indicated with arrows. The entire process is
sequential, each phass can only come into being on completion of the
previous one. Each movement including the entry and exit from the process
is always dictated by personal choice. Each phase, and the sequential
essential themes within it, may sometimes occur so briefly and close
together that differentiation may be difficult. However, even a chance
remark or gesture, or fleeting feeling, may be sufficient to mark the
individuai's transit, providing initial effort’ is made to distinguish a
particular Awarsnass-of-Interest.

Solid arrows indicate the dominant possibilities of movement, vrhile
dotted arrows indicate the path of a waning Awareness-of-interest and
the movement out of one process into the start of another. Although
Interests may be in some way related each to the other, the differing facet
or aspect may be sufficient to begin the process anew. All in all, four
possibilities of choice in movement exist:

1. progression

2. distraction to another Awareness-of-interest
3. regression

4. remaining in a phase or essential theme.

Each segment of this process of learning as marked by the five dominant
phases and the essential® themes within each, represents the
characteristic and essential behavior drawn directly from the grounds of
experience in daily life.® Each represents a distinct change or shift from
what was previously experienced.

Finally, while behavior is commonly considered to be that which may be
externally observed, in this work, behavior encompasses the totality of
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overt expressions as well as what is being feit by the individual at the
source of that behaving.

Phase I: Being Aware

One has_to be aware of something in order to distinguish it from anything
else. Being Aware provides the access, it is the opening door to the
process of experiencing the unfamiliar.

That which is familiar requires minimal effort. That is why we so readily
append certain meanings to that which is familiar: secure, safe,
predictable and therefore comfortable. Facing the familiar or moving
through its patterns is something we do with much confidence and little
attention or energy, simply because it is already worn smooth with use
and there are no snags to jar us.

But all this is quickl¥ replaced with a flicker of attention when we note
something different. There is & Reflective Pause during which a decision
is made whether or not to move forward towards understanding this thing
or not. At least three sets of interpretive practices occur:

1. a collecting of information
2. a brief questioning of that which is collected
3. a brief comparing with previous knowledge.

Each of these is based on superficial observations, readily attained.
Dewey notes, "As lon?a as our activity glides smoothly...there is no call for
reflection® (Dewey, 1933:14), and reminds us that:

It is a commonplace of 'pgychology that wr, do not attend to the
old, or consciously mind that to whicn we are thoroughly
accustomed (Dewey, 1933:289).

He therefore takes this opportunity to chastise teachers who insist on
beginning lessons from the tamiliar and find the children "apathetic”.

Accordingly, unless the familiar is presented under conditions
that are in some respect unusual, there is no jog to the thinking,
no demand is made upon hunting out something new and ditferent
(Dewey, 1933:290).

Within this phase of Being Aware, three essential themes are evident:
Awareness-of-Interest, Curiosity and Seduction. It is Awareness-of-
Interest (no matter how brief or fleeting) that gives birth to_the powertful
potential of Curiosity: the need/desire to know more. The power of
Curiosity is an intensely personal, intensely internal one. It may be
'viqued'” as we say, externally, but it resides in and derives from the
specific cultural matrix of the individual.
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Dewey equates "natural desire® with curiosity and the human need for "a
fuller and closer knowledge of persons and things" (Dewey, 1933:248). He
believes in the existence of three stages or levels of curiosity: a
ceaseless display of exploring and testing, as social stimuli (e.g. the child
asking, "Why is that?”), and the third stage of "intellectual...when curiosity
is transformed into intarest in finding out for oneself the answers to
questions aroused by persons and things" (Dewey, 1933:37).

The difficulty in separating Seduction from both Curiosity and
Awareness-of-interest may testify to their interwoven relationship that
tends to make them virtually indistinguishable. Seduction is commonly
understood ‘to include one ¢r more inducements or enticements. More
bluntly, it is the bait: it is what you think you want and believe you can
get. Like the unwary fish, we each cling to the belief that we will be able
fo take the bait and avoid the hook. This may help to explain some of the
disillusion occurring when learners discover that the beginner's course
was just that; they may have felt it would make them an expert. Literacy
education, workplace courses, parenting classes and weight loss programs
seem to exude the promise of a better life, a better person or job, only to
g_xvel way to the reality that the promise requires lifelong effort and
vigilance.

Phase li: Observing

Dewe?f opens a section of his 1933 book with this title: "Observation
impelled by Sympathetic Interest in Extending Acquaintance®” (Dewey,
1933:249). | have described the benhavior of an individual moving into the
second phase of Observing, as just !ookini. in a verg real way, Dewey's
"extending acquaintance” ﬁrovides the link between Being Aware, which
could be seen as that ‘flicker of attention’, and Observing, which suggests
a longer hold of attention. Observing has no real focus at first, and no
commitment or responsibility even to continue. But a certain sustained
awareness that gradually "intensifies becomes obvious in the essential
theme of Spectator. Attentive, but distant from the scene of action, the
Spectator's building Curiosity soon moves him/her for a closer look.
Further persistence now becomes exemplified in the Sightseer, indicative
of the transformed Spectator who now moves with the express purpose of
seeking out and focusing on an Awareness-of-Interest. The Spectator, and
increasingly the Sightseer, carries an air of confidence, discrimination
and persistence.

Phase Ill: Acting (In-the-Scene)

The behavior in the Acting phase is clearly different from the previous
two phases, which depicted various ways of looking in at something from
the outside. Acting depicts the entry into the scene (or thing) of interest.
The Reflective pause used only occasionally in the previous phases now

becomes the dominant behavio of the Witness-Appraiser busily collecting
all that may be observed, and questioning and comparing it with what is
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already known-and telling others about it too. In the process of doing
this, since the comparisons are based on the individual's accumuiated
store of knowledge, the Witness-Appraiser is repeatedly delving a little
deeper into that accumulation and increasing knowledge of self as well.
The increasing personal confidence has been developed by superficially
observing, yet the quality of such knowledge seems less important than
the busy accumulation of quantity. The behavior of the Witness-Appraiser
seems to melt into the Cultural-Missionary’ fired with the zeal to want to
do something. The world seems clearly divided into two: those who have
similar . collections of knowledge and confidence about a certain
something, and those who do not. It seems as clear as saying a

have-culture and a have-not culture complete with values, behaviors and
attitudes.

Eventually, so complete is this dichotomy of ‘cultures' that individual
differentiations blur as all others are seen as being alike. Such a
judgemental sweeping up of other individuals (or things) into one
indistinguishable mass, | have named as Cluster-Judgement.

More precisely, the intertwining of the essential themes of
Cultural-Missionary and Cluster-Judgement encompass these aspects:

-

. a clear sense of differentiation between one's own culture and that of
others (thing or group of things);

2. the conviction of the rightness of one's own culture;

3. the two-fold capacity which enables one to see no fault with one's own
culture, and thus its appropriateness for all others lacking it; and at

the same time one's unquestioned assumption that others need or want
this right away ;

4. the conviction that those who do not share cne's own culture (or thing)
really have nothing, so better-with-mine-than-with-nothing-at-all;

5. an overpowering charitable desire to share one's culture with others
less fortunate (or impose?).

Dewey does not use this terminology of Cultural-Missionary or
Cluster-Judgement, but he has strorg words to say about the essential
narrowness of vision and dogmatism and even authoritarianism that they
depict.  In particular, he rails against the authoritarian and superior
teacher, the incessant demand for letter-perfect memorizing and
subsequent recitin?, the use of ready-made (and unqtt):estloned definitions,
and the deadly effect of routines upon the intellect (Dewey, 1 33:58-64).

...verbal and mechanical memory...versus judicious memory: the
latter seizes the tearings of what is retained and recalled; it can




therefore use the material in new situations where verbal
memory would be at a complete loss (Dewey, 1933:79).

But in themselves these definitions are second-hand and
conventional; there is danger that instead of inciting one to
offort after personal experience that will exemplify and verify
them, they will be :ccepted on authority for direct observation
and experiment (Deway, 1933:162).

The cumulated behavicrs are present throughout the process, yet give way
to the dominance of certain Lehavior that presses the shift into the next
hase or essential theme. Seduction may now, for example, emerge more
oldly and flirtatiously than before. The essential themes af
Cultural-Missionary (or authoritarian teacher) and Cluster-Judge.nent
(students are ignorant alike), even though the bearers of negative traits,
have served both to increase self-knowledge and to bring the individual
closer to the Interest. As Interest and Curiosity intensify, Seduction may
actually originate (or increase) from within the Iindividual's own

dardreaming. and imagination that serves tc expand the Interest (and the
believed enticements) beyond reality.

The ballooning qualities of all-knowing confidence, the embellished
self-conceived image of reality, together with “thinking it is what you
want and believing you can get it"—ail based only on superficial
observation and superficial reflection (Reflective Pause), push one into
the essential theme of Living-the-life-of.

Living-the-life-of represents the ultimate expression of believed
familianty with the Interest. (Margaret Lawrence, the great Canadian
novelist told the story of the brain surgeson who, after teiling her that he
enjoyed one of her recent novels, remarked, "Whean | retire, | think | will
write novels®. To which Lawrence remarked wryly, "Yes. and | wili become
a brain surgeon!") Participating "like the natives”, seemingly accepting
and accepted, this theme represents comfort without present commitment,
ongoing concern or 2ven any past rootedness. It provides (like the entire
phase of Acting) a means to appear to be really a part of what is going on,
to be fully participating/experiencing not only to oneself but usually to
cthers, but without any responsibility, commitment or connectedness: in
short=without becoming involved. In other writings (Barer-Stein, 1985;
1987) | have used the analogy of the entire phase of Acting as a talented
actor upon a stage, or better, as a potted tree whose presence adds a
decorative note to the scene, but upon removal leaves no trace.

Intermittent Retlections

Throughout the learning process depicted so far, the subtie shifts in
behavior and the exhuming of the essential themes within (all from the
crosscultural experiences of one ESL teacher), became apparent through
the persistence of two questions:




1. what is the individual really doing?
2. what differing behavior marks each shift?

Being Aware, Observing and Acting are common behaviors in everyday life.
Some of the essential themes may be enlightening but overall thare is a
familiar ring. But that is precisely the point that must not be overlooked.
For what | have done here is simply to "halt to re-examine (meticulously)
what is really very ordinary". It is in the examination of the ordinary in
our everyday life—that which makes it what it is—that we can hope to
gain an understanding of that everyday life in which each of us is

immersed:8 our cultural matrix.

All of these phases are characterised in greater or lesser degree by
passivity, distancing from Interest, willing acceptance of superficiality
(even its cultivation in terms of outward gestures and Dbehaviors,
appearances), nd the misconception that the Reflective Pause is
’s%nonymous with reflective thinking. At the very core of these first three
phases is the soporific passivity that unquestioningly seeks and accepts
authority, dogma and even routine and ritual; in fact the opposites, shared
responsibility, flexibility and a guestioning stance, are considered to be
disquieting. ("Just tell me what you want me to do...") Heidegger
(1962:163-168) speaks of this quality of "averageness” almost as of an
all-pervasive and oppressive blanket of inertia militating against any
spark of Curiosity in the individual. Dewey (1933:194) clearly depicts this
phenomenon as well:

Certain men or classes of men come to be the accepted guardians
and tramsitters—instructors—of established doctrines. To
question the beliefs is to question their authority; to accept the
beliefs is evidence of loyalty to the powers that bo; a preof of
good citizenship.  Passivity docility, acquiescence come to be
primal intellectual virtues. = Facts and events providing novelty
and variety are slighted or sheared down till they fit into the
procrustrean bed of habitual belief.  Inquiry and doubt arr
silenced by citation of 'aws or a multitude of miscellaneous and
unsifted cases. This attitude of mind generates a dislike of
change and the resulting aversion to novelty is fatal to progress.
What will not fit into the establisned canon is outlawed; men
who make new discoveries are objects of suspicion and even
persecution. Beliefs that perhaps were originally the products of
originality and careful observation are stereotyped i~ ‘xed
traditions and semisacred dogmas, accepted simg ;
authority and are mixed with fantastic conceptions tha:

to have won the acceptance of the authorities. (italics mine,

Initially | had mentioned that it was possible to remain in one pnase.
Acting seems to be the most comfortadle, requiring the least effort (little
effort” past the initial ones) and seeming to yield the most in outward
appearance of particiPating/experiencing. (This calls into question the
enormous research eff

orts in adult education directed towards studying
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‘adult participation' (Courtney, 1981), especially since these were largely
conducted as scientific observations.) As "average™ and as "public® as
this phase has been described, it exemplifies the self-ness of the first
three phases ail togsther: being self-satisfied with Dbrevity.
superficiaiity, unwilling to 9xpend great effort. Any surge of Curiosity to
be different or to do different things is readily suppressed with ths
assertion that 'nothing is really new' or with 'everyone kncws that'. Over
all, the self-conceived image of reality is easier than the effort to
confront or understand the true reality—or the authentic self.

To shift from comfortable security and famiiiarity deliberately into
something that is none of these things, is difficuit. It means a change. it
is a voluntary choice to move toward and into the unknown; a position
always clouded with anxiety if not fear. Above all, to make a consrious
choice to shift away and out of the familiar into (or close i(0) the
unfamiliar is an implicit if not explicit willingness to accept tne
possibility of change.

The commorality of the firsi three phases share the special cwality of
togetherness that resides in 'averageness’' and in mediocrity. ever to
aspire to be different, to do differently, or to think differently, at least
assures one of a compan}/ of equals and the security of sameness. Dewey
(1933:238) expresses it like this:

...to get ard give correct answers, to follow prescribed formulae
of analysis, the pupil's attitude becomes machanical rather than
thoughtful;, verbal memorizing is substituted for inquiry into the
meaning of things. (italics mine)

And it was Dewey who emphasized that "Learning in the proper sense is
nct learning things, but the meaning of things" (Dewey, 1933:236-7), and
stated further that:

...ability to repeat catch-phrases, cant terms, familiar
propositions, gives thse conceit of learning and coats the mind
with a varnish that waterproofs it to new ideas. (italics mine)

Phase IV: Confronting

it is possible that even the comfortable individual, long a resident in the
Acting phase of any particular Interest, momentarily driven by a surge of
Curiosity and perhaps Seduction, may move forward to the Confronting
phase. Commonly, ‘confronting' is taken to imply conflict. Its essential
meaning, however, is a coming face to face. This expresses exactly the
closeness and the sudden silent realisation that occurs when two entities
face and thus really see each other for the first time (of course it is
possible that recognition may occur). Face to face and in this fuliness of
direct close attention is what | mean by Confronting.




But what has happened here that has not happened previously? What can
draw one from complacency to the anxiety of unfamiliarity?

Faced with something or somecne unfamiliar, quite inexplicably the
application of familiar well-used 'tools', (the Reflective Pause? doses not
yield meaning. The explaining tools don't work: a hammer will not turn a
screw. This fact of 'not-working' alone may precipitate wide-eyed
Confronting and even increase Curiosity. It is jarring, startling. Nor is
this unusual, for others have noted in some way that perplexity, doubt,
confusion, the unexpected—each stimulate focused attention and
subsequent reflection. Gadamer (1975:237) speaks of this as the
"experience of being brought up short"; Mezirow (1981) has named such an
exﬁerience "a discordant experience”; Dewey (1933:13) speaks ot
“whatever...perplexes and challenges the mind so that it makes belief at all
uncertain...”.

The abrupt confronting of difference or the unfamiliar is not always an
externality, it may be the discovery of the unfamiliar in one's self rather
than in one's everyday life. Either way, this can be devastating when
Living-the-life-of has become believable and entrenched. The security
erected on the shifting sands of superficiality topples when faced with
the deeply-rooted unfamiliarity that has now emerged from the depths of
Submerged Knowledge.®

As at every point of a shift in behavicr, the individual has a choice:

1. to choose to be passive: to ignore the Confrontation or at least to meet
and pass in a way that expresses no apparent reaction or forward
movement;

2. to choose to engage in conflict: to engage in verbal or physical battie
(including the subterfuges of battle such as distraction and surprise
attacks) in the hope ot winning one's way through strategy to prove
that there really is not a differing way or thing:

3. to choose to withdraw: usually implying a retreat from this source of
anxiety into oneself, one's past familiar world; and may also represent
a halt to forward progression.

In the work from which the account of this learning process has been taken
(Barer-Stein, 1987), | have compared this whole phase of Confronting with
the possible interplay of its choices, to the behavior of a cat suddenly
confronting the twitching end of his tail as thouah it were a quarry to be
stalked and caught. Round and round it goes, to no avail; a pause and then
it tries the alternate direction. Suddenly bored with this useless
exercise, it seems to abruptly notice something much more important and
stalks haughtily off, tail in the air.

The individual engaged in this interplay of choices (now trying one and now
the other) is actually playing the cat game. The pretence of distraction is
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easier than closely examining the reality that the tail is part of oneself,
one's daily life, one's culture. It is worthy of close scrutiny.

How frequently the matter of choice is presented as an absolutely random
or arbitrar)l movement, yet the choice of a choice is not at all arbitrary.
The initial entry into any Awarsness-of-Interest represents but one of
countless possibilities of Interests each linked with the oiher by virtue of
their emergence from: one and the same ground: the individual's cultural
matrix. Isewhere | have explained this in detail (Barer-Stein, 1985,
1987), suffice it here to recall that while there are many ways of
considering the meaning of culture itself, | have come to my own
expression (1985:2):

..culture is expressive of the many unique ways in which
individuals group together, compose, understand and live their
daAly lives and in so doing, transmit a way of daily living to
others.

Such a means of expressing culture permits the possibility of its including
socio-economic status, gender, age, profession, and so on, even to being
cornsidered as a series of sub-cultures, each augmenting the individual's
identity and connectedness. In this way each person is a conglomerate yet
unique composition of the sum of culture and sub-cultures without which
the individual could not be that which he/she is. One's world is viewed
through the glass of this lifelong implantation of values, beliefs and
attitudes; reality is made sense of, an language and behavior shape its
expression. “In this way, through verbal and non-verbal transmission
enveloped in the primal need to belong, the expression of cultural narms
becomes the 'stuft’ of learning. Montagu (1968) emphasizes that cultural
identity is not inherited but is learned. "It is also dynamic and continually
evolving with the human experiences that it exemplifies. _From this deeply
imbedded cultural matrix does Intersst emerge and ignite that flicker of
initial attention.

Dewey, too, reflects on the links between experiences, and in many
instances in his 1933 book, purportedly directed to teachers of children—
about children—~he refers to adults:

...the carrying over of skill and understanding from one
experience to another is dependent on the existence of like
elements in both experiences (p. 67).

And more to the point:

Aduits normally carry on some occupation, profession, pursuit
and this furnishes the stabilizing axis about which tieir
knowledge, their beliefs and their habits of reaching and testing
conclusions are organized (p. 49).
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Accompanying choice, as close companions on all occasions, are questions.
The matter of choice itself implies an implicit question. Figure No. 2
offers another way of seeing the learning process, as well as the
educative process, in terms of a series of such questions.

Figure No. 2: Characteristic Questioning Within the Phases

Phase Dominant Question
| Being Aware *What is this?"
I Cbserving "How does this compare with
what | know?"
i Acting “Shall | try it out?”
v Confronting "Do | know this?"

*Do | want to?"

Vv Involving “How did this come to be?"
*What are the possibilities?"
*Which make sense?”
"What is the relevant meaning

for me?"
Paradox " understand this —what else
of (awarengss-of-interest) is there?”
Involvement

Reprinted with permission from “Learning as a Process of Experiencing the
Unfainiliar". Studies in the Education of Aduits, U.K.: N.L.A.C.E. Oct. 1987.

Phase V: Involving

With the Curiosity-driven questioning of "How did this come to be?, the
individual has side-stepped the cat game and catapulted immediately into
Involving. To ask how something different and unfamiliar came to be that
which is, to ask such a question that can only find answer in the peeling
away of layers of meaning until the innermost essential quality is laid
bare, is to show an openness to that fourth choice that lies beyond
passivity, conflict, and withdrawal, that is:

...to choose to engage in the Sh'ma-that process through which
Submerged Knowledge may be disclosed in order to make ossible
the discovery of personally relevant meaning. This four-fold
behavior encompasses: hearing/listening, reflecting/heeding.

This "deeply burrowing inward reflection" (Barer-Stein, 1985), so like the
careful exhuming of the field archeologist, removing and sifting layer
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after layer, also shares the archeologist's inability to predict the outcome.
The archeolog st seeks hidden treasures from the past, the Involvin
individual seeks understanding, and its special place together with all
other personally relevant meanings.

Figure No. 3: The Sequential intensifying of Behaviors

Phase Qualities of Behavior
1 2 3 4 5

| Being Aware  Passivity  Superficiality =~ Seeing Distance Reflective
Pause

Il Observing l

i Aciing Knowing

IV Confronting J ‘L !

V Involving Activity Internality  Understanding Proximity ~Sh'ma

{Internalising)

Also: -from 'easily removed' to ‘rootedness'
-from ‘minimai information to profound information
-increasing accumulation of the 'thing'
-increasing interest of the 'thing’

Reprinted with permission N.i.A.C.E. Gtudies in the Education of Adulis, Oct. 1987.

Perhaps the most significant aspect of Figure No. 3 is the distinction
between 'knowing' and ‘understanding’. For educators such distinction Is
crucial. Dewey ?1933:148) noted:

It i assumed too frequently that subject matter is understood
when it has been stored in memory and can be reproduced on
demand. The net outcome of our discussion is that nothing is

really known except insofar as it is understood.  (italics mine)

To emphasize this difference between 'knowing' and ‘understanding’, and to
pursue Dewey's thoughts above, one can imagine the "subject matter stored
in memory" as so many books stored on a shelf: we may know where to
find them and even something of what is written within, but we do not
really understand their content untii we have refiectively grasped their
expressed meaning in our own everyday life.

To move from Acting éknowing% into Involving (understanding) can only be
achieved through the Sh'ma. Taken from the Hebrew word shema which
means 'to hear’ but which also commonl% implies to hear and to heed (as in
the central prayer of Judaism, The Shema (Hertz, 1972:920-924), the
Sh'ma is not a body of knowledge to be learned nor even a method to be
memorized. It encompasses a broad grasp of reflective thinking that
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-includes what is necessary to come to that thinking, what may be invoived
within the thinking itself, and its outcomes. It is most akin to
phenomenological = thinking'® that seeks to unfold and to exhume and
disclose meanings and possibilities of meanings. Its ways are groping,
angular, circular and even looping back and forth. Since the act of thinking
transcends any depicted methodology''. such reflective thinking
transcends any methodological limitations and must also be as uniquely
engaged in _and enacted upon, as the individual doing it. Because my use of
this term, Sh'ma, is intended to emb.odﬁ the totality of such an individual
Frocess. it can only be expiicated in broad brush strokes as: hearing/
istening, reflecting/heeding:

1

. the hearing represents the awareness and immediate recognition of
what is heard‘?' pressed forward by the intensity of Curiosity and
likely past experience of the enticement of such knowing;

2. the listening represenis the close attentiveness of a dialo?ue with the
thing: an opening of oneself, a willingness to see differently'3;

3. the reflecting represents on the one hand a plagful freeing of the mind
to imagine, to project, but also to collect from Surface and Submerged
Knowledge'4, from comparisons and infererices a display of all possible
possibilities. Then begins the 'trying out' to see which fits best and
"makes no sense to doubt” (Blum, 1970). Such reflecting continually
moves forward and loops back with the questioning of

How did this come to be? .

What possibilities made this possible?
Which possibilities make sense?

in this context: Which is relevant for me?

4. the heeding represents the new-found appreciation and understanding
of the thing and the consequent vigilance for its appearance, care and
use. It represents the now effortiezss movement to embrace and
enclose the 'thing' precisel?' because of the effort of discovering its
meaningful place for the self.

Within itself, the Sh'ma represente and reflects the larger PROCESS OF
LEARNING AS A PROCESS OF EXPERIENCING THE UNFAMILIAR in the phases it
shifts through of Being Aware, Observing, Acting, and Ccnfronting
embraced with Involving in the Sh'ma. Confronting the unfamiliar with a
confident shift to Sh'ma, and thus to Involving, forms the central point of
the entire process of learning.

For Dewey, reflective thinking in some form is also central and essential
to the educative process he is encouraging teachers of children to
understand (Dewey, 1933). From his title How Wse Think, to his many
explanations of reflective thinking, he, too, stresses the necessity of
"unconstrained mental play in the early stages of acquaintance with a
subject” and the aiternation of “projection and reflection® (without
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rojection is an aspect of reflection) and even "random
Dewey, 1933:282) as the beginning of "thinking". Two

recognising that
experimenting” F . .28 )
techniques within reflective thinking are particularly stressed by Dewey:

1. Inference is the process of arriving at an idea of what is
absent on the basis of what is at hand... Inference invoives a
leap...a jump from the known to the unknown (p. 95).

Inference relates to what is possible rather than to what is

actual. It proceeds by anticipation, supposition, conjecture,
imagination (p. 104).

2. Abstracting gets the mind emancipated from conspicuous
familiar traits that hold it fixed by their very familiarity.
Thereby it acquires the ability to dig underneath the already
known to some unfamiliar property or relation that is
inteliectually more significant because it makes possible a
more extensive reference (p. 201). (italics mine)

Dewey alludes to what | have previously depicted (Barer-Stein, 1985,
1987) as Surface and Submerged Knowledge. In another part of his 1933
book he even refers to the five phases or aspects of reflective thought as:
suggestions, intellectualizations, hypotheses or ideas, mental elaboration
of those and finally testing by overt or imaginative action (p. 107).
Finaily, to emphasize the centrality and the crucial quality of reflective

thinking to the educative process of children, Dewey himselt has italicized
this section:

The function of reflective thought is therefore, to transform a
situation in which there is experienced obscurity, doubt,
conflict, disturbance of some sort, into a situation that is clear,
coherent, settled, harmonious (p. 100).

It seems that within one sentence, Dewey has anticipated and almost
described the process of learning that | would observe fuft?utwg years
later. In one articulate expression, he has condensed Confronting and
Involving, the central aspects of the learning process—yet he is speaking
of an educative process.

To continue the analogy of the tree that | presented to clarify the notion of
Acting, it could be said that Involving is represented by a deliberately
planted tree with its spreading roots burrowing into clinging and
nourishing soil. Those intertwining roots and soil represent a reciprocal
connectedness from which extrication would prove wrenching, even
damaging. Furthermore, Involving is a willful shift, not just towards
something but actually becoming one with the thing itself, the movement

in itself connoting willing, inextricable, and meaningtul connectedness
(Barer-Stein, 1985, 1987).
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Dewey, too, had a strong notion of this sense of oneness, completion when
he wrote:

To experience a thing fully is in familiar phrase to get a
'realizing sense of it';...to have it come home to one, to have it
take possession...Barriers and obstructions that have previously
come oetween the mind and some object, truth or situation, fall
away. The mind and subject seem to come together and unite.
This is the state of affairs that is designated by the word
‘appreciation'...experienced with a heightened intensity of value
(1933:277).

The Paradox of Involving

| have attempted, in Figure No. 1, to show that the Paradox of Involving is
not another phase, but a phenomenon that commonly occurs with the
entrenchment of the Awareness-of-Interest into the deeply worn ruts of
understanding. The more deeply the Involving becomes, the more has the
Interest now become internalized as an inextricable part of oneself, and
the more insiduously it threads its way within the common, habitual daily
activities of the individuali.

This is the same as saying that to be truly Involved would be to be abie to
take something for granted, or to say, the better you know something the
less you are aware of knowing it. Seldom really noticed, it is this growing
familiarity with which the final phase of Involving is gradually tipped and
then tilted towards a new Awareness-of-Interest.

And in 1933, Dewey was saying:

It is significant that one meaning of the term ‘understand' is
something so thoroughly mastered, so completely agreed upon as
to be assumed: that is to say, something taken as a matter of
course without explicit statement. The familiar "it goes without
saying" means "it is understood” (p. 280).

And was this another way to describe learning itself?

There is no end to this spiral process: foreign subject matter
transformed through thinking into a tfamiliar possession
becomes a resource for judging and assimilating additional
foreign matter (Dewey, 1833:291).

Or was Dewey anticipating the movement towards ‘“Lifelong Learning"?
The striking congruency between the various aspects of the learning
Frocess and what Dewey has explicated as an "educative process’ leaves
ittle room for argument that each process not only validates the other,
but enhances the meaning of teaching as "guiding learning.” The
congruency of these two processes and the centrality of reflective
thinking in each is further emphasized in Figure No. 4.
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Figure No. 4: Explications of Learning Process Compared with Dewey's
Explications of Educative Process

LEARNING PROCESS EDUCATIVE PROCESS

I. Being Aware: “As long as an activity glides smoothly, there is

“Something here is different® no call for reflection” (14)

Reflective Pause: “The familiar and the near do not excite®(289)

- Collecting )

- Questioning) Superficial, Brief “We do not attend to the old, or consciously

- Comparing ) mind that 1o which we are accustomed" (289)

Occurs When:

1. Something is different or unfamilial “Reflection begins with significance,

2. Some aspect of the familiar seems different expectations of characteristic behaviours, a

3. Deliberate effort to reflect: "halt to filtering process of selection of meanings...he
examine the ordinary” tries to apply in every new experience

whataver result of his old experience will help

Essential Themes: him understand and deal with it* (156)

Awargness-of-Interast:
- the glance or pause that denotes “something *all persons have a natural desire--akin to
different or unfamiliar” curiosity- ...for a fuller and wider
Curiosity: knowiedge" (248)
- a desire/need to know more (anticipation, (aware = acquaintancs)
excitement, suspensse)
Seduction:
- the bait: what you think you want and
hope you can get
il. Observing:
“just looking® "observation is impelled by sympathetic

interest in extending acquaintance” (249)
Spectator: Distant sustained awaraness

Sightseer: With purpose of focusing and seeking
out interest

Il. Acting In-The-Scene):

“entry into the scene of interest” *accepted on authority as substitutes for direct
observation and expaeriment”
Witngss-Appraiser: busy with many
*reflective pauses”, collecting, questioning, "but only information acquired by thinking can
comparing (superficial, brief) be put to logical use” (64)
Cultural-Missionary: "the zeal to want to do "external standards manifests itself in the
something--and belief in self as best” importance attached to the right answer” (€6)
Cluster-Judgement: "inability to differentiate "passivity of mind" (261)

individuals from groups, parts from whole®
*habitual belief” (194)

Living-The-Life-Of: Accepting & Accepted *accepted simply and solely on authority*
*uitimate expression of belleved familiarity* (194)
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BEING AWARE ) "public-ness, average”®
OBSERVING ) -Acceptance of Authority
ACTING ) -Passive
-Accept Dogma, Ritual,
Routine
“whatever requires little effort or reflection”

“quantity more important than quality, depth”

V. Confronting:
“as a coming face to face"

Occurs When:

"this unfamiliar thing will not yield meaning
through the (superficial) Reflective Pause*
Choices:

1. Passive

2. Confiict

3. Withdraw

"the ‘cat-game’ of distraction rather than
examining the reality that is part of one's
life®

V. Invoiving/Understanding:
“discovery of personally relevant meaning®

Choice:
4. SH'MA: understanding, internality,
proximity 1o interest from engagement in:

HEARING/USTENING
REFLECTING/HEEDING

Paradox of Involving:
"the better you know something the less you
are aware of knowing it

*...threading its way deeply within the
commen, habitual daily activities”

“Passivity of mind duils curiosity and
generates mind wandering"® (261)

“the origin of thinking is perplexity, doubt,
confusion® (15)

“the difficuities of an experience are to be
cherished as the natural stimuli to thinking"
87) '

“thinking begins with a disturbance to one's
equilibrium® (15)

"nothing is really known except insofa- -
understood” (100)

“to experience a thing fully is to have it take
possession...mind & subject seem to unite
277

“function of reflective thought is to transform
obscurity, doubt,...to a situation of cohierence,
clarity, harmony” (100)

"projection & reflection should atternate*
(282)

"thoughtful persons are heedful® (76)

"meaning of the term ‘understand' as so
completely mastered & agreed upon as to be
assumed"~"it goes withcut saying” (280)

"habits that introduce coherence into our
experience without our being aware of their
operation” (161)

TOTALTY OF THE PROCESS:

“Understanding of a subject or of a new aspect
of an old subject must always be through acts
of experier - 1g directly" (162)
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Collected Reflections and Possibie Implicstions for Adult
Educators

Since Thomas (1986) has su%gested that further %limpses into the “true
meaning of learning” may ennhance the practice of aduit educators, this
paper has attempted to provide such glimpses within the two perspectives
suggested by Thomas (1986): one that is independent of any educational
system (Barer-Stein, 1987) and one that is independent “even of the
educaticn of adults"~hence the chosen educative process as depicted by
Dewey for teachers of children. Using the framework of "Learning as a
Process of Experiencing the Unfamiliar® (Barer-Stein, 1985, 1987)

selected excerpts from Dewey's 1933 work, How We Think, were
discussed.

Initially, this very juxtaposition of twec philosophically reflective works
seems to add credence to Dewey's coniention that "philosophy should be
cultivated to deal with the probiems of men" because "philosophy is a
phenomenon of human culture” (1933:cover). It aiso seems to strengthen
speculation of a strong reiationship both existing and necessary between
education (what educators doz and learning (what learners do). For as
Dewey noted, the process ot educating children is "the art of guiding
learning” (1933:2686).

Nor dces he leave any doubt as to what that learning must entail:

Trere is nothing educative in an activity, however agreeable that
dues not lead the mind out into new fields (p. 217).

And finally, his memorable words:
Learning is learning to think... (p. 78).

Learning in the proper sense, is not learning things, but the
meaning of things... (p. 236).

If we concede that this examination of two perspectives of learning, one
independent of education and the other independent of the education of
adults has yielded a2 further glimpse of learning itself, we still must ask,
"What does this mean for adult educators?” A relationship between
educating and learning has long been a cherished assumption that has now
been shown to have some basis in human behavior. !f educating and
learning can be seen as congruent processes that may progress through
like phases, what can be gained for the adult educator through
understanding these phases and their essential themes? How might tne
understanding of the centrality of a form of reflective thinking practically
affect the tasks within the educator's practice?

It is possible that such understanding (not resting at a mere ‘'knowing')
may enable an adult educator:




recognise the phase of teachin

. _ ? and the phase of learning attained
ar any point by both educator anc le

arner;
2. to deterriine if the learner's Interest is progressing or waning;
3. to frequently introduce challenges of doubt, perplexity, unfamiliarity;

4. to support, encourage and guide the learner's progress in a forward
movement;

5. to ofer assurance to the learner that each shift of behavior is simpiy
a part of a process;

6. to help the learner reflect on their choices of possibilities;

7. to present information and skills as incomplete, unformed, undefined,
requiring~demanding—the reflective engagement of the learner
(encouraging the expiorer or detective approach);

8. to guide learners iowards seeking relevant meaning for themselves, in
their own contexts (family, community, worid);

9. to encourage projects and activities that create links with what is
k-own and familiar and what may he enticingly explored;

10. to provide time for thought within each project or program;
11. to be open to pursuing related topics, relevant concerns;

12. to retain a personal awareness of what it means to be aware, {0 be
observing, to be acting, to be confronting and to be invelving;

13. o recognise the role of reflective questioning (the 'how' questions)
towards understanding and appreciating.

Educators must reflectiveg question their own tasks of planning,
administering, marketing and teaching. While adulit educators speak so
tamiliarly of 'needs' and ‘participation’, a vigilant awareness of the phases
and essential themes within a learning process as shown here, may help to
develop a hasitancy about both concepts, since each must be continuously
appraised in the light of the inherent dynamism of all human experience.
Do | 'need’ today, this moment, what | expressed as a 'need' yesterday, a
month ago? Is there a possibility that my ‘participation’ (a euphemism for
learning?) waxes and wanes even as my Curiosity?

The recognition b?l adult educators that their own task of educating others
may be more etfective, more efficient, and more exhilarating if they
themselves could come to grips with the fact that each group, each class,
each situation or project or program, is never quite the same as the one




before; there is always at least an element of difference, of

unfamiliarity—-and therefore an entry into a process of learning for the

educator! "Adc to this that each group of people differs by virtue of the

unique individuals within each and there arises added and growing

isntc‘:entive for *he aduit educator to confront each difference with the
'ma.

But we must return to the fact that a learning process as depicted herein
is grounded in the everyday experience of an adult, whereas Dewey's
educative process is intended fer teachers of children. Can we derive any
implications cut of the congruency of these two processes about the
possible relationship of education and learning in the everyday lives—
within the context of scheoling and outside of it—of adults and children?
Dewey's main thrust was the singular aim of awakening the child's innate
Curiosity and of helping to guide and sustain it towards and through a
reflactive thinking experience. Can we substitute 'adult’ for ‘child’, or
might we progress by a more serious and practical application of the term
'learner' to replace either adult or child?

Presenting the incomplete, the unexpected, avoiding routine and dogma and
eschewing the temptation of control and authority, what then remains for
the educator?

What remains is a clearer picture of what educating could be. It could be
given the willingness to risk, the willingness to be flexible and the
willingness to be open to change synonymous fcr both educator and learner.
It could be a collaboration of experiences, ideas, imaginings, projections
and inferences. So-called'S experiential learning could be a mutual
experience of deciding, planning and doing. Most importantly, regardless
of the subject at hand, each excursion into the untamiliar could be a
reinforcement and an expansion of individual Sh'ma: a more intensified
hearing, a more open listening, a broader display of possibilities within
retlecting, and a more vigilant and conscious heeding.

Notes

The sources of discussion and quotations, and zii figures except Figure
No. 4, are taken from previous publications:
Barer-Stein, Thelma, "Learning as a Process of Experiencing the
gJSéa?miliar'. Studies in the Education of Adults, U.K. N.ILA.C.E. October
Dewey, John, How We Think: A Restatement of the Relation of
Reflective Thinking to the Educative Process, Boston: D.C. Heath, 1533.

2The original research detailing the grounds of the findings and the
research approach are to be found in Barer-Stein, 198S.

3The listing of the "Universal Aspects of Learning” are {aken from Thomas,
1983 and also quoted in Barer-Stein, 1987. o

4See Barer-Stein, 1985 for the dstailed grounds of these findings. '

5The use of the term ‘essantial’ in a phenomenolegical work is derived
from Husserl, 1913. He stated that what is essential to a thing is "that
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without which the thing could not be what it is".

8The grounds of our experience in daily life become the ‘stuff' of
investigational research in a phenomenological work. No experimental
situation is contrived, no variables are deleted or limited. What attracts
the researcher, what commands atiention and demands explanation—is
how some matters dominate while others recede: it is a mattaer (as in
daily life) of relevance. ‘

"Throughout this work the term ‘culture’ is to each individual as water is
to each fish; we exist within it, we are shaped by it and we cannot live
without it. Used as in "Cultural-Missionary" it refers to the broadest
possible interpretation of culture. .

8immersion in cuiture (as in the note 7 above) is not a matter of choice or
selection it is what we are and what we have emerged from, and it is
:it_t;in Ips and around us—our baggage, our identity, the sum total of our

aily living.

My use of gSu_bmerged “nowledge and Surface Knowledge is more detailed
in Barer-Stein, 1985 .nd 1987. Briefly, Surface Knowledge is that
knowing of which we are readily aware, while Submerged Knowledge
refers to each individual's storehouse of knowings which requires
varying degrees of effort to exhume (literally dig out and bring to light)

1 order to discover relevant meaning.

This description is quoted from Barsr-Stein, 1985:44-45:
To_ think phe.nomenologncall%/ is to ‘orce aside the natural
reticence of thinking about what is not exposed and of what has
not been said (as well as what has):
It is to reflect on that which is_known and visible (Surface
Knowings) as well as what is not (Submerged Knowings);
And it 1s to call forth an assembly of all possible facets of these
Surface and Submerged Knowings for concentrated reflection;
It is to encompass within each act of reflecting an analytical
separating and then an interpretive reunion into new
possibilities of meaning 'that it makes no sense to doubt'.

11The notion that thinking transcends method may be easier to grasp when
we realise that methodology is derived from reflective thinking, and
similarly is improved or changed. Thinking can be directed or
temporarily constrained by a methodology, but thinkihg cannot be limited
to a particular way. (See also Gadamer, 1985:25). ‘ _

'2See Heidegger (1962:206-207) for an elucidat-~ of the notion of hearing
as existentially primary and that what is firc eard is readily identified
as the 'what' of hearing. Whether or no: 2 progress in this 'what'
dependent upon individual Interest. | have feit that hearing seems to
draw a little more individual attention than does ‘seeing’, also
'existentiaII% primary”, but which may be more cursory than it is
Jpossible to be with a hearing.

'SFrom Barer-Stein (1985), the subject expresses openness: _

! think there is a quality of the mind, a willingness to move into
a different way of seeing, a willingness to understand a
... different point of view at least to entertain it, to listen...
'“See Note 9 and 10 above.
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'51 have used "so-called” with the intent to raise at least a questioning
eyebrow. [Each educator must ask him/herself the extent to which an
individual has really had meaningful (thoughtful) participation in any
'learning experience’. Who decided it was needed? Who planned it and
organized it? Who actually did it? Who made sense of it?
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Perspectives

ACADEMIC ADULT EDUCATION

Alan Al. Thomas
The Ontario Institute for Studies in Adult Education

it ought not to be news to practicing adult educators, university and
otherwise, that the academic arms of adult education are in trouble. While
relationships between the academic adult educators and the practitioners
have been uneven, to say the least, nevertheless what happens to any other
area of "adult education® must be of interest, if not concern, to all other
areas.

It was in 1958 that the first full-time Masters program in adult education
in Canada was created at the University of British Columbia. Prior to that
thare had been courses in adult education offered at various Canadian
universities for professional educators pursuing graduate degrees in
education. .Followin% that development, full programs appeared at the
Ontario Institute for Studies in Education, the University of Montreal, the
University of Saskatchewan, and St. Francis Xavier University. Other
universities have offered work in this area, providing for the growing
number of individuals who found themselves in positions requiring some
"expertise” with respect to adults engaged in learning. Two
characteristics have dominated the very rapid growth of the provision of
opportunities for individuals to study adult education in GCanadian
universities since 1958. First, the programs of study have been offered at
the graduate level; second, aimost all of the students have been older than
the average graduate student, largely because they had been employed in
the practice of adult education before the?( sought the opportunity to
improve their skills and understanding. While this circumstance reflected
the rapidlg increasmg participation by adults in education throughout the
1960's, 70's and 80's, it also reflected the characteristic pattern of the
adult learner, who seeks learning as a result of current challenges and
problems, rather than as preparation.

Both of these aspects have presented an endemic problem for graduate
departments of adult education. They have been caught between the
demands of being vehicles of graduate study with an emphasis on pure
research and proper contribution to learned journals, and being
professional schools with an emphasis on practice and contributions to
policy development. As long as the "palmy days" of ‘almost unlimited
public financial support for universities continued in Canada, the
ambiguities were tolerable, but when those days ended and universities
were forced to reassess their roles and function, the tolerance
disappeared.

There is some considerable irony in these developments. While financial
support for universities has declined, and the contribution to the public
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well-being of their two functions, teaching and research in all areas, has
been questioned (at all levels, both inside and outside of the formal
educational system) even in the face of higher fees and restricted access,
adult participation in education has grown rapidly. Where this has been
the case in other areas of university interests and contributions, say, in
computer aﬁplications. resources have been made available and
departments have been created, but not in adult education.

Most academic departments of adult education have been intellectual
sports (in the biological sense of the word) of the academic environment
in which they were created. At O.l.S.E., for example, there were originally
ten departments of academic specialization. Nine of those departments,
including Curriculum, Applied Psychology, Sociology, History and
Philosophy, Special Education, Computer Applications, Measurement and
Evaluation, Educational Administration and Educational Planning, were
devoted to the education of children and young people. The tentn, Adult
Education, was defined in terms of a totally different and, now, larger
population—adult students/learners—~and was expected to cope, for that
population, with all of the specializations represented by all of the other
departments. In short, it was expected to be able to reflect, for its
students, the history, philosophy, sociology, curriculum development,
special education, psychology, and so on, of the education of adults. As
long as the education of adults was perceived to be a remedial enterprise,
dealing with those small numbeis who had somehow failed the
opportunities provided for all Canadian children, the ironies of
distribution of responsibility went unnoticed, except by adult educators.

Recently, all this has changed. Study after study in Canada and elsewhere
in the industrial world has indicated that the population of adults engaged
in formal education, presumably needing the skills of graduates of
departments of adult education, I1s not composed of the failures of the
formal system, but its successes. In addition, those same studies have
indicated that there are increasing numbers, whom the formal system has
failed and who cannot survive equitably in Canadian society unless they, as
adults, have access to educational opportunity which they, as aduits,
understand. No democratic society, which genuinely wishes to survive as a
democratic society, can afford to ignore these citizens.

Adult education has come of age. The consequences of this development
are now making themselves feit on the academic departments.

There are two separate consequences. The first is that the dominant
institutions of Canadian society, indeed of all industrial societies, the big
battalions, have discovered the potential of adult education. Business,
health, the military, and the clergy, have discovered that they cannot
survive without taking seriously the learning of their employees, clients,
atients, and/or members. Having discovered this, they are not likely to
eave the development of educational support systems for adults to the
existing academic departments of adult education. In short, adult
education is much too important to be left to adult educators. Already it




is clear that these various institutions are developing training and
educational programs, at least to the "masters” level, tfor adult educators
who will function within them. The likelihood is that the existing
departments will lose their most influential and best endowed students in
masters level programs over the next few years. They will attract a few
back for doctoral work, and in those cases the ideoclogical problems wiil be
very stimulating. What will be lost will be a unitying idea which the
common academic experience of all adult educators who have sought
academic education has provided up until now, the idea that it is the adult
. learner who is at the center of the enterprise of adult education. It is a
subtle idea, and a subtie relationship, difficult to maintain between
teacher and learner under any circumstances, and in any context. But as
teachers of adults are, in increasing numbers, trained in specific
institutional contexts, interests of those institutions are likely to be
unquestioned.

The second consequence is one to which academic adult educators are more
vulnerable, since it comes from within the academic establishment itseif.
For thirty years, academic adult educators have worked, mostly, in an
atmosphere of benign neglect from their colleagues, to establish adult
education as a respectable lield of study and teaching. They have not much
minded, in fact they have enjoyed, incorporating all the other
specializations in their work because they have been convinced that when
you alter the educational equation by substituting an adult for a child,
everything else in that equation changes. There has been a lot of genuine
learning taking place, among professors and students alike, the kind of
learning that universities are supposed to foster, and do, but rarely.

This preoccupation has blinded most of the academic adult educators to
some other developments. For instance, Canada, and the professional
educational faculties, are running out of children. Fewer children, despite
the arguments for increased resources for them and their teachers, means
fewer teachers to be trained. The professional establishment of teacher
trainers has been noticing that there is a huge population of adult
learners, much larger than any projection of the future numbers of
children, and—-well-a teacher is a teacher. Existing facuity members
have genuinely been extending their interests to young aduits—community
college students—and to others. However this may have been happening
with individuals, university administrations have conciuded that the
education of adults is a normal and legitimate extension of the present
capacities of their facuities; usually without acknowledging that work
with adult learners requires diffarent skills. As a result, individual
grofessors. with quite legitimate skills w1 the education of children, have
een moved into responsibilities for educators of aduits. There is nothing
wrong with this, as long as systematic opportunity for these people to
learn some of the differences in working with adults is in place. ~Adult
educators are committed to the belief that edults, all adults including
university professors of education, can learn. Wa had better, in tho next
few years, remember that commitment.
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in the case of the departments of adult education at the Universities of
British Columbia and Montreal, the extension of the interests of the rest
of the faculty would appear to be the case. A few years ago, at the
University of British Columbia, the adult educators were moved into a
department of Higher, Administrative and Adult Education. Subsequently it
was proposad that the adult education group, as a distinct group, be
eliminated, and its members distributed amongst other faculty groupings.
Students would be able to pursue a program of studies in adult education
only by means of the selection of courses and faculty members from
groups organized under other rubrics. So far this proposal has not been
implemented, though there are no guarantees.

An argument can be advanced for that sort of arrangement, provided, and
only provided, that the faculty as a whole is organized on the basis of a
conception of continuing or life-long education.” The interests of adults
must be functionally and intellectually incorporated in the entire range of
study. That may be, at present, too much to hope for, but the UBC proposal
may also be a glimpse of the real future.

At the University of Montreal, repeated attempts have been made to
reorganize the faculty, with the Department of Androgogie folded into a
new grouping, including Educational Administration. So far, this has been
resisted by the androgogic group, but it is far from sure that the
resistance will be successful.

At the Ontario Institute for Studies in Education, the issue appears to have
been one of the conflict between whether it is a school of graduate or
professional study. After a review by the Ontario Council of Graduate
Schools in 1984-85, the Ph.D. g;qgram was closed because the faculty
members had not published sufficiently in refereed journals. No other
reason was given for the closure, and no discussion of the availability of
such journals or of their value was permitted. A glance at the faculty
members is revealing. Half of them have come from field practice, in
mid-life, and the other half are what might be termed "career academics”.
What is probable is that those who entered in mid-career have not been
entirely "seized” by the significance of publishing in the small number of
small circulation refereed journals available. ~That this statistic, the
number of published articles, is a measure of their research capabilities,
and therefore a_measure of their ability to supervise Ph.D. students, was
unappealable. That only career academics, with the proper respect for the
refereed journals, are the best teachers for practitioners of adult
education now, and the the future, is a matter that urgertly needs debate.
Perhaps the designation of a dprofessional schoo! is the right one, and the
existing departments should make sure that they are very good
professional schools and forget about competing on grounds that they
cannot win, where, perhaps, winning would be irrelevant to aduit
education. Professional schools in universities have served medicing, law,
social work, for example, very well indeed, and that is not bad company for
adult education to be in. However, we should also note that almost all of
these professional schools are now in trouble.
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At a 1985 meeting of a relatively new Learned Society, The Canadian
Association for the Study of Adult Education, an oral survey of all of the
existing academic programs in adult education revealed that the big
rograms were in difficulty, while the smaller ones were flourishing.
urther discussion revealed that the big and older programs were those
with specific designations of adult education, while the smaller ones were
more integrated In various ways with dominant programs of educational
studies. it is likely that the model reflected by the smaller and newar
programs will prevail. The bigger ones seem doomed to some form of
integration. However, there must be a struggle to ensure that what they
are integrated into is educational study, and teaching, that is based on a
concept of “continuing education”. hat is, an educational system that
includes all ages and that is open to predominantly voluntary participation
at every stage of life. That, in fact, is what is happening to education in

Canada now, and we must be sure that the academic study of education
reflects that reality.

We pointed out that one of the dominant characteristics of existing
academic departments of adult education is that without exception they
are graduate level departments. Why this is the case is simply a matter of
history. Existing faculties of education in Canada, for the most part, grew
out of teacher tramlng institutions.  Prior to the late 1950's, any Canadian
wishing to study education as an academic discipline, distinct from
wishing to train as a teacher of children and youth, was obliged to pursue
such study outside of Canada, predominantly in a few institutions in the
United States of America. With the growth of teacher training
institutions in Canada into schoo!s of academic study, it was inevitable
that adult education, a marginal enterprise at the time, would find a place
at the graduate level. After you had learned how to teach children and
young people in school, you encountered the teaching of adults. Much of the
school curriculum, mathematics in particular, has been constructed on the
basis of such historical development. There is no logical reason wh

descriptive geometry cannot be taught in grade two or three. -

The result was that these graduate schools of adult education attracted
not only students with an intellectual interest in education, which
included increasing numbers of adults, but they also attracted larger and
larger numbers of individuals who found themselves faced with the
challenge of practicing the education ot adults, and wished to learn how to
improve their skills and understanding. Many of these individuals had not
trained as teachers of children, and many came from situations unfamiliar
to the conventional perspective of what the practice of education
consisted of: they came from hospitals, banks, insurance companies,
churches, voluntary organizations, in short, all of the major locations of
adult life.  They included individuals already profcessionally trained:
nurses, doctors, social workers, clergymen, administrators, lawyers, and
some teachers who were aware of the changes taking place in formal
education. The result has been a formidable and enormously stimulating
intellectual mixture; what, in our opinion, the university ought to be. But
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in the somewhat narrow academic practices that presently dominate
Canadian universities, that ferment has caused problems.

The major characteristic that these students brought was that they
understood how to combine learning, of a systematic and determined
nature, with all of the ordinary demands ot adult life. Unlike the
conventional graduate student, they had not spent their lives entirely as
students. Some of the academic programs, OISE as an example,
constructed their admissions policies, and their programs, on the basis
that such knowledge was not teachable; it could be learned from
experience only. To try to teach young and conventional students, who had
never interrupted their schooling, about the circumstances of the adult
student, was impossible. It could only result in knowledge without
understanding.

The dilemma then was, and is, that a group of relatively highly trained
individuals demand from a graduate school of adult education a greater
ability to practice adult education. The result has been a very high demand
for teaching and discussion, and the use of the results of research from an
enormous variety of other academic disciplines. After all, all disciplines
are the resuit of people learning things—and it is to this learning that
aduit educators must direct their attention.

As a result of the creation of departments of adult education, and the
legitimate demands of students, programs in those departments have been
an uneasy mixture of apparently "technical" and "academic” courses. A
further result has been a division of faculty members between those who
have been fundamentally preoccupied with teaching, and the intellectual
demands of aiready highly qualified students, and those facuity who have
pursued the conventional paths of publishable research—and with
distinction. While we can, and should, argue that the combination of such
interests within single departments has benefittsd everyone, the fact is
that the dominant university system in Canada rewards only one of the two
parties to the enterprise.

Another perspective is that some of what is now taught in academic
departments of adult education is really not graduate level study at all,
but should be taught at the level of teacher training which is, in Canada, a
curcus mixture of graduate and undergraduate instruction. This argument
has some point, if we consider what ought to take place, in Canada, with
respect to the training of school teachers in the future. In Ontario there
are now over 50,000 full-time, day-time, secondary students, over the age
of 21. Most of them are women, and their numbers have grown by 700% In
eight years. There is every reason to believe that those numbers will
continue to grow as the numbers in conventional age groups continue to
decline. Indeed, what appears to be the case is that the future of the
public school system, at least in that province, depends on adult students,
not on children. For that reason, teacher training must adapt itself to
what we have learned over the past fifty years about working with adult
learners. That is to say, that future graduates of teacher training
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institutions must learn to_be teachers, irrespective of the chronological
age of their students. They must be trained to teach forty-year olds,
twelve-year olds, or any mixture of ages they encounter. It is very
instructive to examine the current practices and materials of teacher
training and to discover how much is unself-consciously based on
assumptions about the ages and social inclinations of the students.

The existing departments of adult education that are already
administratively integrated have some formidable tasks ahead of them.
Those that face integration, like the University of British Columbia, the
Ontario Institute for Studies in Education, and the University of Montreal,
have equally formidable challenq_es, but for them, the lines are drawn more
clearly, if no less painfully. here is only one final measure, however
difficult it may be to define and make operational: the interests of the

adult students must not be sacrificed to administrative convenience, or
any other.

There are still, however, lessons to be learned from existing departments;
how the( grew and flourished over three decades. We must not abandon
recklessly or in panic what we have had. They were for the most part
made up of a mixture of the following: mature adult students, already
with some professional training and with considerable experience in
dealing with adult learning under a wide variety of circumstances;
faculties composed of career academics with considerable experience
with and respect for the rituals and grocedures of academic life; and of
others with academic qualifications who have spent considerable periods
of their lives in the practice of adult education. In these communities, the
search for truth about adult learning was and is pursued with reasgnable
skepticism about all established beliefs and procedures. Whether that
truth is to be discovered only by conventional research, and made manifest

only in the pages of frail but properly refereed journals has been a
constant subject of debate.

The increasing use of "qualitative research methods" does suggest that it
may equally well be found in the intense _interactiors of these
communities, and all other human communities. For that reason we have
tried to treat our students, and they have tried to respond, not _onl¥l as
vessels to be shaped by superior knowledge, but as participants in these
enquiries, contributing invaluable knowledge and experience of their own.
For that reason their presence in the departments, and their
accomplishments afterwards have been and remain of crilical concern to
us. Once learning is acknowledged to have escaped from the confines ot
the classroom, indeed of an educational system, its forms seem to be
variable, elusive, and subject to constant change. We must not surrender
what we have been learning about learning, without a struggle, to a
university system which has misplaced its sense of mission precisely
because it has lost its dominarice of particular outcomes of learning.

In contemporary Canada, the answers to that question, those questions, are
not certain. But the questior must be asked, and asked on an everyday
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basis. If we are to redistribute, as we must, our teaching, over different
students and in a much greater variety of situations, we must retain the
kind of exchange that these departments have represented at their best in
the past two decades. Despite the present circumstances and the
“take-over® threats from all sides, we must take what we have
represented seriously, and not allow these precious lights to go out.

So, having spend forty years or more in the "marginal® wilderness, both
gract;cally and intellectually, we must now face the problems of success.
hese are apt to be far more difficult than those we have_faced in the
past, precisely because there is so much at stake. Everything of
significance is determinad in the minds of "men” (persons) anc when those
persons are also learners, the world is there to win—or to lose.

We must accept that there will be many new people and organizations
emerging, within and without universities, as teachers of adult educators,
and we must accept that they can learn, as we accept that all adults can
learn. And, we must fight within our own and other organizations to make
sure the mtegr\i;y of the learner, aduit or otherwise, Is and remains the
bottom line. e have enjoyed a certain freedom of self-determination
these past twenty years, we must now prove to ourselves and to others
that is has been justified.
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LES DEFIS DE L'EDUCATION DES ADULTES COMME CHAMP D'ETUDE:
COMMENTAIRE

Adéle Chené
Université de Montréal

Les positions d'Alan Thomas sont prudentes en nous conviant & regarder
dans les directions de I'avenir autant que dans celles du passé et en
déguisant derridre de nouveaux défis la nostalgie des origines.

Le tableau qui est tracé du développement des programmes d'études
supérieures en éducation des adultes et des paradoxes de l'insertion de la
formation professionnelle dans |'université pourrait valoir pour l'ensemble
des programmes d'études supérieures en éducation. De plus, ni I'age ou
I'experience, ni I'hétérogénéité des aduites qui poursuivent leurs études en
éducation des adultes, que l'on pose souvent comme des caractéres
distinctifs, ne sont a vrai dire des caracteres exclusifs, si I'on tient
compte du fait que méme les programmes de perfectionnement centrés sur
las problématiques de ['éducation, du pré-scolaire au post-secondaire,
s'adressent non seulement 3 des enseignants, mais a des personnes qui
travaillent en dehors de I'école. Pour ce qui est de |'dge, d'apres les
données de 1983-1984 du rapport de I'étude sectorielle en éducation
Conseil des universités, 1986), dans l'ensemble du réseau gquébeécois,
2.2% des personnes inscrites aux maitrises en éducation et 39.8% des
personnes inscrites aux doctorats ont plus de 39 ans. Par ailleurs, les
normes d'admission aux études supérieures, du moins en ce qui concerne
I'Université de Montréal, font que des personnes avec des passés
académiques et professionnels différents n'ont parfois en commun que leur
objet d'étude quand elles entreprennent leur programme de maitrise ou de
doctorat. A notre avis, le plaidoyer de ['éducation des adultes souffre
souvent, et c'est le cas du texte de A. Thomas, de ne pas tenir compte des
interfaces avec d'autres champs d'étude en éducation.

On ne se tromperait pas en disant que les aduites ont forcé l'université a
reconnaitre I'importance du perfectionnement professionnel. En effet, il
ne geug plus étre indifférent & linstitution que la majorité des étudiants
et otudiantes aux études de 2e cycle soient inscrits a des programmes
professionnels. Par exemple, sur 776 inscrits au 2e cycle a la Faculte des
sciences de I'éducation de I'Université de Montréal a I'automne 1986, 545
étaient inscrits au programme professionnel et 231, au programme de
recherche; seulement pour le programme d'andragogie, la proportion était
de 143 contre 31. Les programmes professionnels ne peuvent se
consolider ou se rencuveler sans que leur signification ne s'ajuste
constamment A I'évolution des pratiques. Par ailleurs, que l'université ne
soit la réplique de l'entreprise ou des lieux d'éducation non formelle n'est
Eas sans cohérence, si une fonction sociale méritc de lui étre reconnue.
es adultes qui fréquentent I'université s'attendent a y trouver ce qu'ils ne
trouvent gpas ailleurs, qu'ils soient inscrits a des programmes
professionnels ou a des programmes de recherche.
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L'université est devenue un des lieux importants de l'éducation des
adultes, sans que soit réduite pour cela I'importance considérable des
autres lieux de I'éducation des adultes. On peut alors se demander d'cu
vient la mauvaise conscience de beaucoup d'universitaires qui oeuvrent
dans le champ d'étude de l'éducation des adultes. Cette mauvaise
conscience, latente depuis l'origine de I'Association canadienne pour
I'stude de I'4ducation des adultes, fait facilement surface annuellement,
dans des discours d'universitaires qui opposent chercheurs et praticiens,
université et milieux d'éducation des adultes. Pourtant, la seule présence
des formateurs d'adultes dans les programmes de 2e cycle et, en nombre
croissant, dans les programmes de 3e cycle, pourrait servir de raison
d'étre & I'engagement des universitaires dans ces programmes.

Les structures organisationnelles ou administratives ont une fonction
sociale et une rationalité qui varient selon les contaxtes et les
conjonctures. |l y a donc un caractdre de contingence a ces structures et,
pour les champs d'étude ou les disciplines de l'université, elles se
ustifient dans la mesure ou elles en assurent la consolidation.
‘expansion qu'a connue l'université dans les années soixante et la
décentralisation qui I'a accompagnée ont permis au nouveau champ d'étude
de I'éducation des aduites, ou de l'andragogie, de se développer.
Aujourd'hui, il faut présumer que les unités administratives appelées a
vivrte dans des ensembles plus larges apporteront avec leur maturit$ leur
quote-part a la coopération et & linterdépendance. Il est vrai que le
mouvement vers l'intdgration refléte la réalité sociale; il rencontre aussi
des objectifs de rationalisation qui s'imposent actuellement a l'université,
non seulement dans son organisation mais dans ses rapports avec les
autres universités et avec le milieu. En principe, le maodéle d'intégration
qui a été proposé & I'University of British Columbia n'est pas sans vertus;
il n'exclut aucunement l'autonomie des programmes et on pourrait méme
compter que, protégés contre Ia duplication et délestés de
ladministration, ceux-ci puissent se renforcer académiquement. Dans le
contexte de la Faculté des sciences de I'éducation de I'Universite de
Montréal, ce modele correspondrait a une facultarisation des programmes
d'études supérieures en andragogie. Cette option n'est_toute ois pas
retenue dans le projet actuel de departementalisation de la Faculté. Dans
une telle option, si elle venait a &tre considérée, un atout non négligeable
serait que des personnes apparterant aux champs disciplinaires des
départements contribuent, en ceuvrant dans les programmes d'andragogie,
4 redynamiser le champ d'étude.

L'éducation des adultes n'échappe pas au ressac que provoque, sur le
systdéme éducatif, I'évolution qui caractérise actusllement les milieux de
travail. |l ast souvent affirmé que l'école ne prépare pas au travail ou
méme que l'université ne prépare pas adéquatement aux professions. Dans
les secteurs touchés par les mutations technologiques, il arrive que
I'entreprise doive compter sur ses propres ressources pour construire au
fur et a mesure les contenus de formation comme les méthodes.
L'éducation des adultes est devenue l'affaire de I'entreprise et, a non
moindre titre, des médias, des organismes sociaux ou culturels.

60




\ N\
- N

L'éducation des adultes ne peut donc plus continuer & se marginaliser dans
son discours.

A notre avis, un grand défi de I'dducation des adultes comme champ d'étude
est de definir ses rapports avec tous les milieux de formation formelle,
informetle, socio-culturelle ou professionnelle, ainsi qu'avec les champs
d'étude voisins et les disciplines académiques pertinentes. En contraste
avec les modéles d'intégration qui inquietent les universitaires de la
formation des adultes, un” exemple étranger trds éloquent est celui de la
licence en politique de formation et psychopédagogie de la faculté ouverte
our enseignants, éducateurs et formateurs d'adultes de I'Université de
ouvain qui se présente comme suit: trois années d'études pour permettre
aux étudiants de mieux faire face aux changements engendrés par le
changement éducatif, politique, économi ue, social, culturel et technique
en devenant progressivement acteurs de leur formation.

Ce qui peut faire périr I'éducation des adultes, nous semble-t-il, est
qu'elle se ferme sur elle-méme, pour se nourrir de polémique et
idoologiser les débats: formation des adultes ou formation permanente,
pédagogie ou andragogie, formation professionelle ou formation
grsonnelle.  Pourquai, par exemple, comme il lui arrive, privilégier
‘éducation hors de I'ecole quand beaucoup d'adultes font le chemin inverse,
choisir l'alphabétisation et ne pas s'intéresser au perfectionnemsent des
maitres, s'intéresser au milieu du travail et rester a4 l'dcart des
mouvements sociaux? Comment opposer contenu a processus, tout en
pariant sur la qualité professionnelle do soa action, insister sur la
relation d'aide a l’qu)rentlssage ot garder dans l'ombre la compétence
didactique? En réalite, et & défaut d'une conceptualisation plus rigoureuse
du champ d'étude de ['éducation des adultes, rien n'autorise quelque expert
a ignorar ce qui se fait en formation pour et avec les adultes.

Le plus grand défi de I'éducation des adultes comme champ d'étude est de
consolider théoriquement son objet. Une intégration institutionnelle qui la
situerait & une interface disciplinaire, tout en protegeant l'identité
rofessionnelle des éducateurs d'adultes ou des andragogues, aurait
avantage de favoriser cette consclidation. ~ A. Thomas affirme que
'éducation des adultes est parvenue A maturité. Or, précisément a cause
de cette maturitd, elle devrait pouvoir départager ce qui la caractdrise et
ce gu'elle a en commun avec d'autres disciplines ou champs d'étude et, dans
le lisu qu'elle ocche. I'université en ['occurrence, départager ce qui la
distingue et ce qu'sile a en commun avec les autres lieux de formation des
adultes. Ce qui a été rédalisé en éducation des adultes depuis cinquante
ans, a la fois dans les programmes d'études supérieures de nos universités
et dans des contextes divers partout dans le moiide, ne peut pas ne pas
forcer I'éducation & se repenser dans son ensembie.  Si l'institution
assait outre a l'intégration, sa cohérence avec l'évolution du chanip de
‘éducation des adultes serait sans doute a réviser.
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ACADEMIC ADULT EDUCATION: A COMMENT
Larry Orton

Al of adult education is going through significant changes. These changes
may amount to a crisis. The symptoms are ail around us and the situation
Thomas' article presents can be seen as a symptom. The crisis ma be a

natural function of the maturity of the field of adult education, as Thomas
suggests.

Thomas says that "the academic arms of adult education are in trouble”
and points to several reasons why. Experienced adult
educators—especially if they have undertaken study in one of the
departments which concern Thomas—will understand the reasons he
documents. But a major problem is one that most academic adult
educators admit to only very reluctantly: too many of the faculty in our
departments of adult education have not plagfed by the rule of academic
life: publish or perish. While some might disagree with universities’ use
of this single measure of ability, the reality is that it is the measure and
that few of those holding academic appointments in adult education
actually publish. It is no wonder that the journals are thin and little read.
Thomas doesn't su%gest many solutions, and so when | finished re-readin
his article ! had the impression that one of the country's leading adult
educators felt defeated. If that is the case, God help us. Not that the
solutions are readily apparent.

But it does seem to me that any solution is going to grow out of some
understanding of what we expect from academia. My own expectations of
any academic department in a university are identical to my expectations
of universities as a whole. Research: | passionately want our academics
to describe and comment upon the world seen through the eyes of the adult
educator. Perhaps with more publication, those still in positions to make
decisions relating to the academic arms of our field would have a greater
understanding of the extent of the adult educator's concerns. Teaching:
want our academics to lead in the teaching of those who are interested in
adult learning. Public Service: | want our academics to be available to
help~selectively, since sO few can't possibly serve such an enormous
field—those parts of the field most in need of assistance.

it also seems to me that any solution will grow out of a firm commitmant
to the need for some centre(s) for the advanced study of adult education to
continue to exist in Canada. The form the centre(sg might take could be
debated forever, and it probably is not a productive debate. Going the
route of a professional school has its advantages and | can't see what
objections might be sustained so long as Ph.D. level study remains.
Moreover, whether adult education is best served by separate academic
departments or centres is a point that could be debated ad infinitum.
(More than twenty years ago, oby Kidd raised a similar point in his study
of adult education in Canadian universitiec.) | expect that few who have
undertaken university-level study in adult education would argue seriously
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in favor of integration. The field is just too broad and the focus of our
teacher training institutions is just too narrow. Adult education is much
more than what goes on in classrooms. Those whose orientation is
towards our traditional educational institutions are unable to transmit the
attitudes and skills needed to deal with the multitude of situations faced
by adult educators who work in voluntary organizations, governments and
quasi-government bodies as well as in our established educational
institutions. |, for one, would not want to pursue a graduate degree in
adult education in a department in which even a sizable minority of the
faculty obtained most of their experience in the traditional educational
system.

What we need is a good debate on the questions Thomas has raised. While
it obviously- affects the academic adult educator the most, and while we
should expect them to take the lead in such a debate, it must involve
others in the field. Without a strong argument from adult educators our
universities may come to expect, by default if not by conscious decision,
Canadians to undertake their graduate study in adult education in another
country.

Adult education is coming of age and being recognized by more and more
people. When | began my career in adult education in 1968, the people
occupying manf\‘f positions of responsibility knew little aduit education and
were not in the least interested. The sexy parts of fducation were
elsewhere and some of the best educators were airacted there.
Hall-Dennis and their counterparts excited interest in elementary and
secondary education. The expansion of Canada's community college and
university systems and a host of reports on post-secondary education
made that tield attractive. Now, that is behind us. Now, the people
occupying senior positions throughout our educational system sound
knowledgeable about adult education, are proud of their invoivement in the
field, and vie with one another to establish their credentials.

Thomas doesn't suggest that we cry over the ironies of the situation, but
that we welcome the added resources and the new challenge. His article is
a good and healthy opening for a debate that | hope will engage
practitioners as well as academics in the development »f an agenda for the
academic arms of our field.

Larry Orton spent mcre than ten years in the development and
management of adult education programs before moving to other work in
overnment in 1980. He is now the Executive Secretary to a new agencx.
the Private Cclleges Accreditation Board in Alberta. He completed his M.A.
in adult education at O.1.S.E. in 1969 and returned ten years later to the
Ph.D. program, which he completed in 1981.
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Book Reviews/Recensions

WORKERS' EDUCATION: AN INTERNATIONAL PERSPECTIVE

Philip G.H. Hopkins ,
Milton Keynes and Phriladelphia: Open University Press, 1985.

Philip Hopkins offers us one of the few bona fide textbooks on that sector
of adult education called "workers' education®. He demarcates a field that
caters to adults in their capacities as workers and especiallﬁ as members
of workers' organizations. It is the second part of this definition,
"especially as members of workers' organizations,” which places workers'
education within aduit education's radical tradition.

Hopkins does a commendable job in providing an historical and
contemporary overview of "provided” workers' education, of non-formal
learning activities organized for and by workers. The book's
organizational scheme will be familiar to most adult educators: first it
considers the educational objectives of workers' educational practice and
then turns to what is provided, for whom, by whom and how it all comes
about, financially, administratively and educationally.

What is provided under the banner of workers' education is, according to
Hopkins, as broad as education itself: basic skills, organizational skills,
technical and vocational training, economic, social and political studies
and cultural, scientific and general education. While these categories are
awkward, the scope oprro rams covered under these headings wiil
probably surprise some. The book leaves us wondering, though, about the
magnitude and impact of all this activity.

Hopkins' characterization of worker learners is aimost identical to the
now familiar characterization of aduit learners: the worker-student is a
volunteer, has life experience, is interested in solving real problems, etc.
This is important, but it is old news to most adult educators. Far more
interesting are the groups of learners Hopkins identifies; he includes not
just “primary groups® within workers' organizations (elected
representatives, staff and rank and file members) but categories such as
women workers, rurai workers, unemployed and migrant workers, shift
workers and academic workers. Just thinking about the needs of these
groups of learners challenges us to take account of their situation in the
modern economy and the dominant culture.

Workers' education, says Hopkins, is provided by workers' movements, by
voluntary associations, by public educational institutions and by
governments.  While the matter of “control”is a long standing and
contentious issue in workers' education, Hopkins does not delve into this
debate. He skips over the historical determinants of workers' educational
activity in Britain, Germany, Canada, the U.S.A. and several African
countries, tells us a bit about Workers' Educational Associations in
Britain, Sweden and Sri Lanka, reviews university and college invoivement
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in workers' education in the United States, and outlines government
attitudes and support for workers' education with particular attention to
the cases of India, Canada and Singapore.

Hopkins tells us that workers' education is ty ically administered through
complex arrangements involving hidden or indirect subsidies, government
grants, special levies on workers, course fees and even employer
contributions. ~ Workers' education programmes vary as well from
systemized progressive training programs to ad hoc courses designed to
respond to particular problems at different times.

If the thirty seven pages of endnotes and references are any indication,
Workers' Education is a well researched book. The author has relied
mqstl‘)" on secondary sources, which is not a problem when covering the
British scene. There, workers' education has been a legitimate, aloeit
controversial, part of educational discourse since 1900. it is a problem
when trying to cover what is going on in a country such as Canada where,
aside from curriculum materials, virtually all there is to our "body of
literature” on the subject is a single government report, a published
conference proceeding, and one or two other documents.

Hopkins could be criticized for focusing on trade union education to the
virtual exclusion of education in the co-operative movement, and on his
attention to the role of central organizations in the shaping of workers'
education to the exclusion of the role, or lack of one, of student and
community interests. No doubt he was handicapped b¥ the dearth of
material exploring such concerns, itself indicative o the state of
educational thought within progressive social movements.

Hopkins' work does not really succeed in making the case that workers'
education is a special area of practice within adult education. Certainly
this genre of book is not the best vehicle for making an argument. Another
problem is that the author falls into the trap of ﬁointing to some
characteristics of good workers' education practice which he feels are
unique but are not. The most obvious example is his suggestion that
workers' education is student-centred, articipatory and
experience-based. Few adult educators will see this as buttressing a
claim for distinctiveness.

The heart and soul of workers' education, like any other educational
sector, lies in the philosophy and ideals of those who provide and
undertake it. In Chapter Three, Hopkins reports on the motives and
objectives behind workers' education with surprisingly little apparent feel
for his subject. One gets tha impression that Hopkins, the experienced
activist, has tried too hard to be Hopkins, the objective academic, in his
effort to give us a glimpse into the debate engendered by the likes of
Mansbridge, Lovett, and Gramsci. Hopkins makes mention of key issues:
the link between individual development and soci~: action, the role of
education in stabilizing society versus education as instrument of social
change, of "counter-cultural® development, reform and emancipation. The
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"vital point® the author leaves us with in respect to these issues is
that'many factors are at work determining the thrust of workers'
education in different countries at different times." _ This is no way to
handle the mast important debate in education! These issues should
impart considerable colour, if not some organization, to the entire book.
The fact that they do not is surely the most disappointing aspect of

Hopkins' work.

Hopkins' book is the quintessential workers' education tour guide. We get
an overview of the countryside, lots of pieces of information and a few
?ersonal- comments along the way. However, we do not come away with a
eel for the essence of the place. It provides us with a good introduction
to the world of workers' education, one that will be of particular interest
to adult education administrators, and policy makers, but it suffers, like
any taxonomy, from categories that not everyone will find helpful. Like
any "world overview," it is frustratingly short of the kind of description
and analysis that stimulates both the heart and the mind.

Grant MacDonald
Daihousie University




The Canadian Journal for the Study of Adult Educatiorn/
la Revue canadienne pour r'étude de I'éducation des aduites
May/mali, 1987, Vol. 1, No. 1, Pp. 67-68

ADULT EDUCATION AND SOCIALIST PEDAGOGY

Frank Youngman
London: Croom Helm, 1886.

Adult education ir: most countries and at most times has been dominated
by 'left of centre' approaches. But critical anaiyses of the ideclogical
orientations of adult education in the contemporary international context
have been rare. If adult education with any 'social purpose' ethic is to
survive, a re-examination of the purposes of adult education is essential.

Frank Youngman's book attempts to cover a major aspect of these
soncerns—the Marxist approach to adult education. (As the book is
exclusively. concerned with Marxism—rather than socialism—as_ the
reference point, should this not have been reflected in the title?) There
are many good thm?‘s in this book and it will be of immense vaiue to those
engaged in both the theory and practice of adult education. It is a
scholarly and riqorous stugiK, making use of a wide range of sources; and it
is written clearly and without 'mystification’. The sustained analysis of
Freire is valuable for its clarity and conciseness, but above all for
highlighting the fundamental differences between Freirean and Marxist
views of adult education. The chapter on socialist pedagogy is, again,
clearly argued and follows logically from the preceding anayses—thou?h
its recommendations are hardly startling. here is, finally, a useful
summary of orthodox approaches to adult learning—behaviourist,
humanistic, cognitive, and eclectic—and the Marxist critiques of them.

These are significant achievements, and fill a much needed gap in the
literature. here are, though, substantial problems with Youngman's
approach. On 2 fairly prosaic level, | quastion the large amount of space
given to a delineation of general Marxist theory—and the very rief
attention pai¢ to adult education in practice via three case studies. (The
general iscussion of Marxism occupies well over one-third of the text,
ut the case studies just over twenty of the 272 pages.) The account of
Marxist theory is generally competent, but adds little if anything to our
existing understanding, and is focussed only intermittently on adult
education concerns. ore fundamentally, given the subject matter of this
book, Youngman is ambivalent in his analysis of the ‘base/superstructure’
aspect of Marxism. In the end, he seems to come down in favour of
Williams' humanistic, neo-Marxist view: but this in itself can be argued to
be ambivalent, and Youngman presents no critical discussion of the issue.
And his 'libertarian’ position here co-exists somewhat uneasily with his
general orientation, which tends towards support for the more
‘deterministic' view of Marxism.

The ambivale:ce, of course, is not exclusive to Youngman: it has pervaded
Marxism itself throughout its existence. But Youngman's failure to draw
attention tc this and other problems in Marxist analysis is indicative of
the most serious criticism | have of his study: it is descriptive, and
uncritical of its focal points of attention—Marxism, and Marxist
approaches to adult education. Thus, to take two examples, Youngman is




wholly uncritical of Marxian socialism's demonstrable failures to produce,
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anywhere as yet, free and democratic political and social structures. And,
secondly, he does not raise any of the obvious problems of an exclusively
Marxist model of aduit education in terms of the in-built tendencies
towards authoritarian, unilinear, and inteilectually static and
unchailenging approaches which are implied. Other equally central
illustrations ot this uncritical approach abound. But the main point here is
clear: whilst Marxism may have the 'answers' to such criticisms (though |
am sceptical, personally), these issues need to be debated and analysed.
Throughout, a Marxist model is asserted, and justified neither
intellectually nor politically. And, despite its rigour, the model presented
in essentially simplistic.  No ditferentiation is made, for example,
between the effects of capitalism's operation in Western as opposed to
Third World countries, in terms of educationai structures and priorities.
No real consideration is given to the markedly differ‘sngr schools of
Marxism in the twentieth century (there is no mention of Trotskyism at
all) and the impilications for ditfering attitudes towards adult education
theory and practice that these might entail. And surprisingly scant
attention is paid to those who have espoused non-Marxist, in Youngman's
terms, but socialist approaches to adult education. (There is, for example,
no discussion of the links and dissonances between 'radical liberal' and
'socialist’ approaches to adult education, save in one extended footnote.)

Nevertheless, and despite these substantial criticisms, this is an
invaluable book. It is provocative, informative and stimulating. And it is,
in these gloomy times, refreshingly positive and optimistic: a good
antidote to the philistine and 'market-oriented’ ethos of much
contemporary debate in the post-school sector.

Richard Taylor
University of Leeds
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ENHANCING ADULT MOTIVATION TO LEARN

Raymond Wlodkowski
San Francisco: Jossey Bass, 1985.

Raymond Wlodkowski illustrates and describes expertise, empathy,
enthusiasm and clarity as the four cornerstones of motivating instruction.
He includes examples and checklists that we may use or modify to provide
for clear feedback from our students or from a colleague. He clearly
addresses the two central concerns of 1) how to help adults learn
effectively, and 22 what is the best way tc help them really want to learn
what | have to otfer.

This author explains why he feels it is critical for expertise and empathy
to be developed before enthusiasm, following the age old dictum of the
dean of rhetoric, Aristotle, who reminded us that: our students will
demand ethos (establish credibility) and pathos (arouse emotional
re_sgonse) before they will respond to /ogos (the rational message we
wish to convey).

Wlodkowski's analyses of the factors affecting classroom motivation
cover six major areas: Attitudes and Needs, Stimulation and Emotions,
Competence and Reinforcement, and he shows instructors how these
‘wctors can be dealt with in a logical chronological sequence that
corresponds_to the instructional pattern. For example, at the beginning of
any instructional event we must consider the attitudes of our prospective
students and respond to their learning needs in order to have the
opportunity for a continued relationship. His treatment of motivation as
a timed sequence of events not only helps instructors to consider this .
additional parameter, but to provide for it specifically in a motivational
plan which aims to systematically apply motivating strategies (68 of
them!) throughout an entire learning sequence.

This volume describes gocd instruction as “"technical excellence under the
command of artistic expression"—and provides the teacher of adults with
an impressive array of suggestions which will allow them to develop
dynamic, excntina and positively reinforcing instructional settings for
their students. For those of us who work with instructors of adults, it
provides a framework within which we can plan staff development
activities that promise to model the practices we want to encourage in
our classrooms. | plan to use the framework to develop a workshop for
adjunct instructors, most of whom are subject-matter specialists with no
formal pedagogical training. The test of Wiodkowski's theories will be
whether instructors find the framework useful, and further, whether adult
students find their classes more satisfying.

Patricia M. Clapp
University of Caigary
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Articles

"A MOST INSISTENT DEMAND": THE PAS EXPERIMENT IN
COMMUNITY EDUCATION, 1938-1940

Michael R. Welton
Dalhousie University

Abstract

Initiated in January 1938 by the CAAE under Harry and Mary Avison's
leadership, The Pas experiment was created to demonstrate the power of
adult education to solve community problems. This did not occur, and
the collapse of The Pas experiment in community education in 1940
ended a controversial chapter in Manitoban adult education history. The
narration and analysis of the experiment cnables us to understand more
clearly the intellectual formation of the CAAE at an axial moment in its
history. We are also confronted with some uncomfortable truths. The
Pas experiment shatters the easy optimism of mainstream adult
education and invites us to :hink more radically about the structural
constraints on the achievement of a communal life based on undistorted
communication, dialogue, communal judgment and rational pcrsuasion.

Résumé

Le projet expérimental Pas a commencé avec I'ACEEA, en janvier 1938,
sous la directio. ue Mary et Harry Avison, afin de démontrer comment
I'éducation pour adultes pouvait aider a trouver des solutions aux crises
de ia communauté. Sans succes l'expérience s'est écroulée pendant
l'année 1940 et 4 mis fin A un chapitre discuteble de [Il'histoirc de
"éducation pour adultes au Manitoba. L'histoirc de cetie expéricnce et
son analyse nous permetient de micux comprendre la formation
intelleciucilc de I'ACEEA. Nous devons aussi faire face a des vérités
inquiétantes. L'expérience Pas a détruit l'optimisme facile des méthodes
conventionnelles de 1'éducation pour adultes ef nous invite d remcttre
radicalement en question lcs contraintes structurales empéchant la
réalisation de la vie communautaire fondée sur le dialogue, les décisions
prises en communauté, ct la persuasion raisonnable.

To remember is to seck not the most accurate or the
‘best' interpretation but the one most ‘powerful’ for the
purposc of illuminating our projects for the future.

- Walter Adamson




Introduction

The residents of The Pas, a rough and tumble lumbering and railway town
in northern Manitoba, could not have imagined the depth and intensity of
the dcbates that precipitated the arrival of Harry and Mary Avison in
their town in January 1938 to "inaugurate an cxperiment in community
cducation along the lines of the Scandinavian folk school."l  Nor could
the Avisons have imagined how difficult it would be "to serve the
interests of the whole community."2 In February 1940 Harry Avison
would confess to his friend and mentor E.A. ("Ned") Corbett that he and
his wife had been "singularly unsuccessful in bridging the sad gaps
between the radical groups . . ."

The collapse of The Pas cxperiment in June 1940 cnded a controversial
chapter in the history of adult education in Manitoba. The story of The
Pas experiment is worth narrating and analyzing for several reasons.
First, The Pas experiment occurred at a pivotal moment in the history of
the Canadian Association for Adult Education (CAAE), enabling us to
understand more clearly the intellectual formation of Canadian adult
education.  Second, retrieving The Pas experiment from "the dustbins of
history" allows adult educators to test their X)rescnt concepts and valucs
in a frec and open dialoguc with tradition. Finally, the historian in

guise of deep-sca diver plunges into the murk of the past hoping to
surface with a pear! in hand.

"Rooted in the Life of the People": Social and Intellectual Origins

The Pas experiment, though ncver completely fulfilling the hopes of its
friends and supporters, was essentially the culmination of a desperate
scarch and fervent conversation between friends located in different
institutional settings about the nced to provide Manitoba's stricken rural
communities with a coherent adult cducation program: Esther Thompson,
Director of women's work with the Extension Branch of the Department of
Agriculture, Dr. Sidney Smith, President of The University of Manitoba,

E.A. Corbett, Dircctor of the CAAE, and Harry Avison, a United Church
minister.

The nced for a formal adult education program had been acknowledged as
carly as 1933 when three Manitobans, H. Trevor Lloyd, J.E. Robbins and
Andrew  Moore, returned from their American Association of  Adult
Education sponsored tour of the Scandinavian countricse.  Andrew Moore,
an inspector of schools, had been instrumental in  organizing a
preliminary conference in September 1934 for those who believed that
education, particularly adult education, provided onc of the surest means
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of solving social problems. The 1934 conference set up a commitice
charged with the responsibility of cataloguing adult education activities
in Manitoba (for the Sandiford Report on Adult Education in Canada), and
of preparing the way for the formation of the Manitoba Association of
Adult Education (MAAE), which was formally established in May 1935.
The MAAE leaders believed that the average Manitoban citizen was not
adequately informed about local, national and global affairs. By
providing some leadership in the inchoate ficld of adult education, the
MAAE lcaders hoped to devclop a politically literate citizenry. It
appears, however, that the MAAE had little contact with rural community
orgarizations,  After this initial organizing activity (which included a
visit in November 1934 from Oscar Olsson, the founder of a the Swedish
Study Circle movement), the MAAE was unaple to decvelop much
momentum.

This latter fact was very disturbing to Harry Avison, who was frustrated
with the limitations of his pastoraie in Deloraine and anxious that the
MAAE do some real work in alleviating community problems. By the end
of Octobet 1936 Avison had talked with Dr. John MacKay, Director of
Vocational Training, and with Esther Thompson and Dr. Sidney Smith
about the "prospects for adult education in Manitoba.” On November 1,
1936 Avison wrote to Thompson, telling her that he had been discussing
his situation with MacKay, who feli that the MAAE's meetings were
barren and urged that a “man” be placed in the field. Characteristically,
Avison insisted that the Association think out its policy carefully and
thoroughly.  He also wanted the University and the government to
legitimize adult education in order to free the name of Adult Education
from the vague associations it has in the public mind. Avison informed
Thompson that he was willing to volun:eer his services. But, he quericd,
who would suprort a definite program of rural adult education? The
University? The Department of Labour? The Department of Education?
Avison firmly belicved that_Ms. Thompson was strategically situated to
mflucnce the right persons.

On the following day Avison wrote to Ned Corbett. The tone was
importunate.  "Unless something different and definite is done fairly
soon,” he told Corbett, "the cause will suffer a scrious loss of iliuerest.”
Ne¢ financial support for rurai adult education had been forthcoming,
Sidney Smith's proposed "Rural Institute” to discover and train leaders
in rural communities had fallen through and the MAAE sccmed
paralyzed. Did he, the director of an organization trying to establish its
own  raison d’étre, have any "plan for the stimulating of work in the
provinces . . "7 Now was the time to act. “There is a desperate nced that
people be helped to a renewed interest in life for its own sake in rural
Manitoba and 1 do not like to fcave if there is to be a deccent chance
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offered of doing just that . . 8 This was, indeed, a message that

increasingly would be voiced by adult education radicals in the late
1930s.

Corbett certainly shared Avison's concern with the plight of rural
communities. He had long been convinced of the potential role of adult
cducation in community bettermen: and citizenship responsibility.9 He
was also aware of the greatly increased interest in adult education within
the Dominion. As Corbett noted in his "Report to Carnegie
Corporation™ in the summer of 1941, "It was decided early in the history
of the Association that our major emphasis should be orn rural adult
education . . ." But the reform potential of adult education--with the
exception of the evocative developments in eastern Nova Scotia--had
scarcely been demonstrated in late 1936. Not enough was known about
adult education to be complacent about its methods. Continual
experimentation was needed to discover the best tcchniques.1 Thus, it
was imperative from Corbett's point of view to encourage "specific
experiments . . . in the hope that, if successful, they would serve as
working modcls for similar efforts in other provinces and districts."!
One takes note, in the light of current debates on the power of theory to
influence practice, that the educational radicals of the 1930s sought to
ground their practice pragmatically in lived experiments.

Corbett was anxious that Manitoba develop a policy and commit itself to
action. At the CAAE annual mecting held on November 23-24, Corbett
told Thompson that he wanted The University of Manitoba to develop a
plan acceptable to the Carnegie Corporation, one that might well include
an ecxperiment the Avisons could conduct. "Both he and 1 feel,"
Thompson informed Avison, "that you aud Mary are the two people who
could create a cultural centre in the community where young men and
women come for a time and experience the life that you want people to
rcalize for themselves." The bond between Thompson and Avison was
evidently quite strong, because Thompson adamantly rejected Robert
England's choice of Andrew Moore for the leadership of Manitoba adult
cducation.  Her candid comments to her friend reveal something of her
humanistic scnsibility. "The person who is to undertake this work," she
told Avison, "should be a person in whom ihe whole of life is united by a
spiritual quality. This work is to concern pcople and the development of
the whole personality and the individual. Who can do this but one who
has achicved it in his own life? I am not so sure that many share Mr.
England's opinion about Inspector Moore." She concluded her letter 1o
Avison by summing up the outcome of the 1936 annual meceting: the
little study club was gaining acceptance as the chief channel through
which  adults may inform and cultivate themselves; action requires
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leadership; and the "most insistent demand for adult education is coming
from rural communities.”

The need for a systematic program of adult education for rural
Manitobans had becn long rccognized by The University of Manitoba.
With the installation in October 1934 of Sidney Earle Smith as President
of The University of Manitoba, the adult education movement gained a
formidable, capable and genial ally. The socially conscious Smith moved
quickly to increase the services rendered to the community. He
multiplicd the specialized and technical training offered to the
community and initiated serious discussion about the Uaiversity's role
in revitalizing rural communities. But he was having tremendous
difficulty finding the money 10 finance his dream of an indigenous
program of adult education for rural Manitoba.

Smith had met with his fcllow Nova Scotian-born Ned Corbett in early
January 1937 to discuss the practicability of conducting an experiment
that would launch his program. Smith, who no doubt had been consuiting
with Corbett prior tc their January meeting, agreed with the CAAE
director that the university should be the springboard for a systematic
program of adult education. The publication of a seminal
report--"University Extension Programmes and Budgets"--in late
January quickly fellowed Smith's discussions with Corbett, and with
Thompson and Avison. A memorandum written in early January
preccding the more elaborate document had been circulated to Avison
and Thompson, whose dctailed 1esponses influenced the final report.
This document provides important insights into the nature of adult
education discourse at the formative moment in the CAAE's history.

The opening words of the Report trumpeted the theme so preoccupying
the educational radicals.  “There is an urgent demand in the rural
communities of Manitoba for a programme of adult education. There is an
equally urgent need to discover and to learn the type of prosgramme that
would be best suited to rural people in western Canada."1 Scanning
other adult cducation experiments (Scandinavia, St. Francis Xavier),
Smith was not certain that programs developed elsewhere would
regenerate the western farmer and his family. Nor was he convinced that
a state university could embark on a program deliberately designed to
curtail the activities of certain economic groups within its constituency.
The solution, he belicved, lay not with programs formulated in university
offices. Rather, the peoplc themsclves should determine the type of adult
cducation they really needed. "To do this, we proposc that some rural
district or districts in the province should be used as a laboratory for
investigation and experimentation.” )




Smith recognized that some organizations--the United Farmers of
Manitoba and Co-operative Conference--had organized a network of study
clubs. But these programs appealed, he thought, to sectional interests,
exacerbating rifts based on economic or social factors. He was no less
scathing in his critique of old-line university extension unilateral
pedagogy. Learners should be stimulated to think for themselves. One
could not "catch an education as one would a cold. No educational
process can be a substitute for learning; it may be a stimulus for
learning."”

To be sure, the university ought to provide leadership. But, this
lcadership must be "founded in an understanding of, and a sympathy for,
the people in the rural communities. . . . All the activities of an
extension programme should arise out of, or at least be related to the life
of the people.” This pedagogical populism represented a decisive break
from the classic extension model of tutorial study of subjects. With the
emphasis no longer on disciplinary study for the few, Smith suggested
that studies in English could issue in "story vriting or the production of
plays, and groups studying history could investigate the history of their
own communities, the province and western Canada." Moreover, rural
extension work in Manitoba should provide the tools to help people
develop their individual and community resources. This educational
process, Smith hoped, would help people realize that thcy can develop a
"way of life of their own, embodying the spirit of the community and the
many favourable conditions that are denied to city dwellers."

Study groups were to be the spearhead of the extension program. But folk
dances, song festivals, music festivals, drama, spoken verse and choral
readings, handicraft and art exhibitions and conferences on rural
problems should aiso be sponsored--to foster an ecnriched life for the
rural communities and to di.cover through experimentation the interests
of the people to ensure that the whole program would be articulated to
their conditions.  Smith envisaged that the program would rcquire a
director, who would travel throughout the rural areas to correlate
existing activity, encourage local initiative in all forms of adult
cducation, make available community resources and instruct local
leaders. A survey of community needs would have to be conducted by the
summer of 1937, and an advisory committce would have to be struck by
the Board of Govcernors of the University. If funds were available, a
supervisor could also be hired to assist the director. The project
supervisor would try to create an educational mobilizing centre in the
community, "leading its mecmbers to realize the mecaning of their
cnvironment, the individual recsources of various racial groups within the
district, to know thcir possibilities for_living together, studying togcther
and playing and working togcthcr."20 The spirit of Grundtvig, the




cuirky inspirator of the Danish folk school movement, hovered in the
shadows of this report.

Although the Report was iargely the crystallization of an extended
conversation among friends, Avison and Thompson had several misgivings
about Smith's "University Extension Programmes and Budget." Avison
insisted that great care be taken that the "activities should arise out of,
or at least be related to the life of the people.” He was also concerned
about the dangers associated with the much heralded group method.
Successful group work required trained leaders. As well, he insisted
\hat the initiators of a community education program should enter into
careful consultation with the local community before the supervisor went
in, with the supervisor being paid well enough to do whole-hearted
work.“"

For her part, while affirming the program, Thompson was concerned that
the experiment be undertaken as a "primary and major activity." Nor did
she think that five years was long enough time to obtain rcsults "rooted
in the life of the people” (italics Thompson's). She concluded her letter
to Sidney Smith: "In this Kkind of experiment 1 have unbounded faith.
Anything lcss than this [ cannot accept or support with some
confidence.”

Stops and Starts and Reverses

By the end of February 1937 it looked as if The University of Manitoba
would sponsor the program and the Avisons would be the supervisors of.
the cxperiment. This strategy was favoured by the key players on the
scene. The outcome hinged on the Carnegic Foundation's willingness to
provide The University of Manitoba with funding. On March 12 Corbett
wrote Avison telling him that he was not able to be "quite definite with
regard to our Manitoba job." He would not know until a May meeting with
Dr. Keppel whether Carnegic would accept the plan. "l know this makes
it tough for you and your wife but the destiny that shapes our cnds
sometimes moves with incredible stops and starts and reverses.”
Carncgie funds would not materialize until 1939, and The University of
Manitoba's program would not be launched until January 194! whea
Watson Thomson arrived from Alberta to assume the lcadership.

Instcad, the experiment took an ironic turn. During the coursc of a
conversation with David Winton, President and General Manager of The
Pas Lumber Company, Esther Thompson discussed the idg;u of "trying out
an adult cducation cxperiment somewhere in Manitoba."* Winton, who
wanted to do a pr ject for the community, was looking for a suitable
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community worker. Against the wishes of Sidney Smith, prominent
University of Manitoba Board member Mary Speechley, the Minister of
Education, and perhaps her own deepest desires, Thompson sold David
¥inton on the Avisons. In November 1937 Winton invited the Avisons
and Corbett to spend a weckend in Minneapolis to talk over the plan. The
Winton family agreed to put up $10,000 to cover the costs of a three-year
cxperiment, sponsored by the CAAE with Harry Avison in charge. But
Winton did not want his “"family name to be connected with the
undertaking."  Apparently he feared that the "more radical elements"
among the workers might regard the experiment as a "sedative to keep
them quiet." As it would turn out, this latter perception would in fact
be held by some The Pas residents, one of many undercurrents of
suspicion about the rcal motives of the Avisons.

In the late 1930s The Pas scemed to be ideally suited for thec CAAE
cxperirient, 6 Situated on the south bank of the Saskatchewan River and
inacce-sible by road, The Pas had devcloped from the early 1900s into an
important minor economic and administrative centre. Lumbering was the
largest single industry with approximately 500 employed in the mill in
the summer and an equal number in logging camps during the winter.
The area also attracted prospectors, commercial fishermen and railway
workers. During the depression years, numerous men lived on the

outskirts in makeshift cabins surviving on odd jobs and paltry
municipal relief handouts.27 There were few opportunities for
education, culture, recreation or entertainment for the largely male work
force.  There was nothing much, as Corbett so colourfully put it, to
"brighten the drab routine of ordinary life"

For adult educators who view community devclopment and community
cducation as "processes which could involve the whole commuvnity in a
concerted effort to resolve local problems,"29 The Pas presented
monumental challenges.  The town of roughly 3,000 was comprised of a
dominant British group of 1200, 700 French, S00 Ukrainians, 200 Polish,
200 Scandinavians, 150 Germans and a large Cree Indian reserve
across the river from the town. The three major ethnic groups were
suspicious of each other, and The Pzy’ isolation, frontier individualistic
political cconomy and myopic voluntary associations perpctuated mutual
fecar.  Class tensions were evident, too, as the British petit bourgeoisie
ran the town. To makc matters even more complex, idcological divisions
within cthnic groups like the Ukrainians further divided an alrcady
splintered geographical community.  This “disjointed and amorphous"
community lacked a tradition of pulling mgcthcr.gl It was, in Mary
Avison's words, a 'town of enclaves."” “




Leaving his family in Winnipeg until after Christmas, Harry Aviser
arrived in The Pas on December 11, 1937, so The N rthern Ma..
announced, “to conduct a survey of population types in The Pas and
occupations of the residents, preparatory 10 inaugurating the first
three-year adult education programme in Canada."g’3 Avison had finally
achieved his goal, but not under completely satisfying circumstances.
The exreriment had not emerged out of consultation with the
townspeople; the “pcople,” or cven a segment, had not invited him to
come. The CAAE, sponsor in namc only, was not widely known in Canada,
let alone in the remote town of The Pas; the financial sponsorship of the
project was hidden from the residents. This arrangement, at best, was a
compromise soluticn to a problem defined by sensitive educators who felt
they knew what ihe people needed.

The Avisons had the right credentials for the utopian task confronting
them. Now in their late thirties, thcy had come of age in the inquiring
intellectual atmosphere at McGill University following . World War L
Both had been active in the Student Christian Movement (SCM)--a
controversial student-initiated moveuicnt probing many social
questions--while studying liberal arts. There, influenced by Dr. H.B.
Sharman's tcachings on the life of Jesus, they acquired deep personalist
and communitarian convictions coming to beclicve profoundly in the
creative potential of group process. They also moved beyond the
"business Mecthodism” so favoured by the Montreal YMCA into critical
cngagement with the great issues of the 1920s; constructing a just and
peaceful world. In 1925, after completing a M.A. thesis on John Ruskin
and his theological training, Harry Avison married Mary Fry, who had
been teaching for two years in a private school, in Montrcal.  After a
brief stint running the church school of a wealthy Montreal Presbyterian
church, Avison worked for thc SCM for five ycars. By the carly 1930,
with a growing family to support and without an income from the SCM,
Avison went to work for the United Church, ministering to embittered
and hopcless men in relicf camps across Canada. In 1933 the Avisons
accepted a United church pastorate in Deloraine, a respectablc onc
church town swept by dust and devoured by grasshoppers. Frustrated to
some extent with an aging congregation and the humdrum duties
associated with the rural parish, Avison centred his work on the neceds of
youth. When the Avisons finally arrived in The Pas after many stops and
starts, thcy brought with them the rich cxperience of over a decade of
community service.

The Avisons scttled in to their new community, and the arduvous work of
developing a "broad program of scif-help and  mutual understanding””
began in carncst.  During his first year, Avison was a whirlwind of
activity, initiating programs designed to meet practical needs, opcning




up associative space for critical thinking and bridging the enclaves
through working with and through community-based organizations.
Avison hegan his work--quite innovstive for its time--with a survey of
the community. The survey showed that "a large prope “ion of the pecopie
have a very low annual income. Seasonal labour coupled with bad
houschold management and the lack of skill in homecrafts bring many

families near or actually on to the relief rolls in the early months of the
year."

Responding to this need, Avison launched a Youth Training Program
homemaking school in January. During its first year thirty young women
reccived training and five or six found jobs as a direct result of the
course. The curriculum of the Youth Training Program, though framed
within an "ideology of domesticity,” broke through these constraints to
some extent as the Avisons wove a folk school component into the general
activities and helped the young adults acquire a “sct of competencies” to
deal actively with an environmen: of restricted  possibility.
Enthusiasm among the youth cvidently ran high, and Avison thought it
had met = very real nced. 7 The Avisons also worked with several cther
groups of young people--producing plays, spending evenings singing and
folk-dancing, and through the vecently formed Youth Council and Board
of Trade, equipped playgrounds and organized a softball lcague.

To bridge the enciaves, Avison initiated actions with a multiplicity of
community groups. "Education Leader is Spcaker at Men's Club" was a
common newspaper headline as Avison addressed the "middle class”
through the Rotary Club, Winton Cemrmunity Club, Board of Trade,
Ministerial  Association, Women's Institute and other  voluntary
associations. Newspaper accounts of the time state: "The program of the
Adult Education Association is to endeavour to wake the adult mind to

the fact that it is still capable of learning . . " 8 and, "In an age of
rapidly growing knowledge and swiftly changing standards, adult
cducation is necessary . . "7/ He coutacted the "quite enwerprising”

Ukrainian Labour-Farm Temple Associction (ULFTA) and thought they
were a “"thoroughly live concern": organizing a language school for their
children, a night school for men, rcading and handicrait circies for
women, a Sunday cvening public funciion (concert and propagandisi
specech).  The ULFTA was a microcosm of what he had in mined for the
whole community, a "most worthy effort" that, though provoking some
hostility, deserved 1o "rank amoug the better Aduit  Education
schemes.”

Travelling cighty miles by snowmobile to visit the three logging camps of
The Pas Lumber Company, Avison also talked to the workers about the
possibilitic: in  Adult Education and showed films to the tsolated
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campmen, most of whem were Ukrainians. He hoped to integrate this
venture into his regular program. This initiative would, however, derail
over conflicting perceptions of what the campmen nceded--entertainment
or adult education. To solidify thesc contacts, Avison organized a local
branch of the MAAE, insisting on the importance of creating a truly
represerntative body.4 The Association produced a document, "Adult
Education Represents a Middle Way," contending that adult education
"provides a basis for people of different racial, political and religious
affiliation to work togcther for the enrichment of their common life."
Concerned with all parts of life, Adult Education included "hclping
pecople to meet adverse cconomic conditions,” “hreaking down social

barriers” qand encouraging the “appreciation of music and arts and
crafts."” ~

The Avisons, not surprisingly given their profound belief in achieving a
“common life based on undistorted communication, dialogue, communal
judgement and rational persuasiun,"4 began the delicate process of
opening up space within society for critical reflection. Beginning in the
first year with four clubs (public affairs, co-operation, child study and
public speaking), the Avisons engaged the community in dialogue about
the meaning of citizenship in a world now “infinitely complex." Any
attempt to grasp the main issucs, be they raising children or political
problems, could only occur through systematic study. The formal school
could not educate men and women who loved freedom, desired 1o serve the
community and werc equipped with the neccssary knowledge and power
of clear thinking to become effective citizens. Avison fingered cynicism
and indiffcrence as more serious dangers than fascism and communism,
an idea anathema to the Knights of Columbus and French-Canadian
clergy. Becoming an active citizen was an intentional cducational
practice.  This "form of lcarning," he told a radio audience no doubt
aware of portentous developments in Europe, 4 nis being more and more
appreciated.  In the small group people develop the ability to talk and
think together . . . (P)cople progress towards tested conclusions, increase
their knowledge and achieve a basis for unity and understanding of the
welfare of all." The Avisons also created a small library and opened
up their home to informal learning and social getherings.

But Avison's strategy--"working in a varicty of community projects
providing information, resources, advice and, learning and _training in
specific  skills and techniques relevant to such action"” *--was mot
working any magic. Writing to Corbett after his first two months of work,
Avison said that he was "meeting some little difficulty . . . in getting
support for the kind of cducational activities 1 would like to carry on. It
is chicfly the difficulty of breaking the ice." He thought the people had
"settled down to their own routine of interests and 1 haven't yet broken
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through with any great success."48 He had, however, just began. His
first month in The Pas also revealed the depth of the ideological tensions
in the community. The Pas ULFTA was tugged pell-mell into the centre
of national political controversy when Duplessis eracted his infamous
Padlock Act against Quebec “"communists" in 1938. In early January, the
Quebec police raided the headquarters of the Canadian Labour Circle,
and in laie January, they padlocked the Montrcal ULFTA after closing an
allegcd4c0mmunist school on St. Lawrence Boulevard attended by fifty
pupils.

Annic  Buller, onc of Canada's pioneering communists and seasoned
political educators, sprke in a jittery The Pas in carly January on 'The
War Danger” and to the ULFTA on "The Road Ahead for the Pcople of
Manitoba." The ULFTA protested Duplessis’ Padlock Act and resolved
that "Canada ceasc shipping nickel to Japan."50 In the midst of this
coutroversy, radio and Associated Press reports hinted darkly that the
"real purpose” of Harry Avison was to foment social revolution. Both
Esther Thompson and Avison were incensed. Writing angrily to the
Northern Mail on January 27, 1938, Avison averred:

May ! have the use of your columns to point out that the
recent radio and Associzted Press publicity of the
Adult Education work herc was as distasteful and
annoying to me as it was t¢ them. Further, that 1 had no
knowledge of or responsibility for this publicity and
can attribute it only to over-cager news hounds with no
Judgment and less knowledge of the Adult Education
movement.

The suspicion that he was a "communist” can be linked in part to his
association with the ULFTA as well as his efforts to build a more
co-operative community. But it was Avison's work with youth that would
touch a particularly sensitive nerve among some The Pas residents. A
Northern Mail cditorial (May 3, 1938) observed that Avison was
receiving adverse commentary, even though he had stimulated youth
interest in recrcational movements and citizenship gatherings after
years of neglect.

Avison had succeeded in organizing a local committce of the national
Youth Council movement, which sent delegaies to the Manitoba Youth
Congress meetings and the national Canadian Youth Congress conference.
The national conference enconraged pluralism and dialogue and was the
most important national forum for youth discussion of pressing global,
national and local issucs. Mumerous youth became more "socially
conscious" at these gatherings. However, right-wing anti-communist
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clements in The Pas really did believe that Harry Avison was trying 1o
steal their youth for an alien ideology. On May 17, under the headline
"Communist Tendencies are Denied,” the Northern Mail reported that
Howard James, The Pas delegate to the Manitoba Youth Congress, denied
the Council's "tcndencies toward communism" before sixty people
attending a meeting at Westminster United Church.  Avison told the
gathered that the youth movement was “inspired with a spirit of unity,"
pointing out the "danger that youth, who had no direct expericnce with
the great war, might not have learncd the futility of such war."b:Z
Nonetheless, Avison found the communist tag a “little refreshing” and
“inevitable.” He thought the "propagandist” accusation duc to people's
inability to "conceive that one could be impartial."  “"The cducational
process,” he confided 1o Corbett, “is not furthered among non-student
adults by dispassionate rcasoning (not much among students, for that
matter) but by challenging statements, stimulating discussion and
fellowship in work."

Fanning Sparks of Hope

Throughout 1939 and inte the late winter of 1940, Avison con'inued
working along lines he had initiated, confident that time and progressive
pedagogy would dampen suspicion.  Vocational training for young men
and women pressed on, even though municipal interest was waning.
Avison saw cvidence of the "creation of a new spirit and attitude towards
life as a whole" among the young adults. Study groups expanded;
women in child study groups were learning to sce how problems affecting
their children interwove with those arising out of school administration
and local government, and the men, studying "Five Political Creeds,"”
were learning that they could “differ from another without being
hostile.” The Adult Education library, now housed in a newly acquired
building on 2nd Strect, grew 10 five hundred volumes. Avison continued
to nurture artistic expression, the ESL classes trebled from 1938, and
his scemingly cndless work 1hrou§h local organizations and the Adult
Education council bore some fruit. 6

But Avison was desperatcly “fanning sparks of hopc"57 in his work. At
the end of 1939 he was still confronting "inevitable difficultics” because
of "misunderstanding of our rcal program and aims" as wecll as “latent
prejudice between racial and religious groups.” Although he bravely
belicved that "time and careful planning” would solve these problems,
Avison was having a more_difficult time than his official reportage or
CAAE publicity revealed 53  David Winton was not overly pleased with
Avison's oricx(nution--prcfcrl:ng a safer sort of non-political
programming.”” More scriously, world cvents beyond anyone's control
reverberated through The Pas widening thc cthnic rifts, transforming
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ideological cracks into crevices and undermining the Youth Training
programs,

In the late winter of 1939 the Rev. Father A.J.B. Cossette and the Knights
of Columbus moved more aggressively 1o advocate support for
co-operatives and credit unions to counteract the communist threat
and, it appears, to undermine the Avisons' work. As well, a revitalized
Canadian Lecgion adopted a militantly anti-communist line.%! The
ideological tensions erupted publicly at the annual mecting of the Adult
Fducation Association of The Pas at the end of April.  From the beginning
the Avisons had insisted that they would disassociate themselves from
any non-representative  meeting. They judged this onec to be
unrepresentative and walked out.  Mary Avison was alarmed that the
annual meeting did not adjourn until a “genuineiy public and
recpresentative meeting" could be called and that no one had objected to
Cossetie's statement that his study clubs were the "only recal adult
education done in The Pas last ycar." Mary Avison wrote thc cditor of
the Northern Mail:

Until this organization includes various aspects  of
Youth Training, Parent's Study Groups in Child
Psychology, and other forms of group study and activity
in its concept of Adult Education, and until it is
prepared to accept the WHOLE community as its ficld
and a truly democratic method, my work must perforce
be undertaken independently of the Adult Education
Association of The Pas and under the auspices of the
CAAE in The Pas.®3

Cossette  and  his Knights of Columbus associate, E.S. Barker,
counterattacked a few days later. Both accused Harry Avison of
undemocratic aud manipulative tactics, arguing that they were not trying
to limit the work of the Adult Education Association. .'ather Cossette
offered his resignation from the Association, contending that since his
study clubs caused alarm and were only appreciated in the "atiendance
records of annual meectings," the "grcatest secrvice” he could render the
cause of adult education in The Pas was "to gct out of the way."(’4 This
somewhat bizarre twist of events marks a decisive break in the Avisons'
spiritual commitment to The Pas.0?

This was not the end of the Avisons' troubles in a community thought to
be so ideally suited for a CAAE program "designed to serve the interests
of the whole communily.“(’6 On February 26, 1940, the Rev. J.W. Clarke,
minister of Knox United Church in Winnipeg, wrote to his old friend,
“Somcone is trying to throw a kmifc into you and accusing you of
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anyonc to "go to bat for us,” including Winton. "Everybody was afraid to
stand up for anything--not only of an educational character--but of eny
character.” He had particularly acerbic words for Fatheir Cossetice, who
he thought was a “"narrow little bastard" whose "opposition was raore
sclfish than ideological--cven accepting his ideology.”  Fifteen years
after he had left the wrangling and chaos of The Pas for MacDonaid
College, Quebec, Avison summed up:  "I'm quite sure that very few people
in The Pas--now know that we were even there, but there are a few around
the world who won't forget us--mostly because we had damn good .mer

together, and it was living of 1the most satisfactory kind." (italics
Avison's)

An Open Dialogue with Tradition

We rummage in history's dustbins to deepen our scif-understanding as
adult cducators and shed light on future projects. By so doing, we test
our present concepts and values in a frec and open dialogue with
tradition.’© This bridging of past and present, while never absolutely
conclusive, is one of the primary ways our present practice can become
self-reflective.  Historical retrieval addresses our understanding; it docs
not provide us with codified laws to guide practice.

The Pas cxperiment confronts us with some uncomfortable truths.  For
100 long the discipline of adult education has lived in the sunlit world St
the ought.  Adult education has been the perennially cneerful discipline,
always smiling, no wmatter what dangers lurk in the shadows.”3 1t is no
merc accident that . Roby Kidd's pioneering Adult Education in Canada
(1950) represses the memory of an experiment once so celebrated at the
annual meectings of the CAAE. It is, I think, symptomatic of our
"historical amnesia” and unwillingness to face the dark side of adult
cducation and human experience. Surely The Pas experiment shuters
the casy optimism of mainstream (and progressive for that matter) adult
cducation thought and invites us to think more radically about the
structural constraints on the achievement of a "communal life based on
undistorted communication, dialogue, communal judgment and rational
nersuasion.” The Pas experiment clearly reveals that external
contextual factors were more powerful determinants of adult learning
than progressive methods.  Mirrored in the Avisons' hard work we scc the
limits of ecducational intervention in transforming the world.  This
mirrorcd image unsctiles professional certitudes and demands that we
live with doubt, ambiguity and complexity. The old world cries out for
redemption; the new refuses to come: our cducational practices seem like
peashooters against the tanks.




The failure of The Pas -xperiment lends somc strength to- recent
critiques of the communitarian tradition in community work. Bryson and
Mowbray accuse communitarians of harbouring romantic illusions about
recreating the “prototypical community” or, of reinstating “sonic, of its
features, such as co-operation, mutual support and participative
decision-making."  The cffect of [foster ng intcgration, ncighbourliness,
community consciousness or local — control, they claim is:

o direct attention away from a specific consideration of
the political nature of the socicty, thus avoiding the
risk of recognition that the so-called urban, social ot
community problems in question are endemic 1o
capitalism and that the redistribution of power and
resources which feature in the rhetoric o! such
programs, could only be achieved through the building
of a socialist society.

And:

Our contention is that, on the basis of the record of such
programs, it is virtually inevitable that they will fail.
It may be that somc people arc helped, that some
services are provided or improved, that certain  skills
are cnhanced, or even that more people interact and
perhaps have more fun--but this still does not add up to
the achievement of ‘community’ and (in so far as this is
implicd) it is mislcading to usc the term.”~

There can be little doubt that Canadian adult education discoursc in the
late 1930s was animated by a vision of community-based adult education.
To be sure, utopian eclements were present in the discoursec and the
conflict of interests (class, ethnicity, gender) embedded in a capitalist
and patriarchal socicty, repressed. We do, indecd, need to move beyond
facile notions of meeting the needs of the community towards a
sophisticated thcury of antagonistic interests that imposes itself onto the
needs of individuals and local communities. 6 s equally facile,
however, to assume that scasoncd activists like Thompson, Corbett and
Avison were unaware of vested interests. They may have underestimated
the depths of human resistance 1o consciousness-raising and entertained
naive hones about adult education's potential. Harry Avison's
observation that he understood the limitations of the community as a
ficld of work, though mnever fully explicated, suggests that he  was
convinced of the need for a morec global development  strategy.
Communitics could not be transformed without structural changes i
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regional and national political economies. But his vision and practice of
community recognizes, where Bryson and Mowbray's does not, that the
achievement of “critical consciousness” is not an “cpiphcnomenon, a
result of social change rather than a factor in bringing about such
change. His practice spcaks to us of the centrality of communicative
competence and dialogue to the building of democratic socicty: creating
"dialogical communities in which there can be gecnuine mutual
participation and where reciprocal wooing and persuasion can prcvial.7

Remembering is not always a "joyful deep-sea dive.” “"For what is it,"
asks Adamson, "that we nced to remember if not all the failed attcmpts at
fully realized human emancipation, and in cach case the nature of the
hopes, the way they werc distorted . . ." Our pleasure as adult educators
lics on “"the far side of the pain"7 and in our strugglec to comprchend the
preconditions of lcarning/action “rooted in the lifc of the people” and
practice of dialogical community-building. The Avisons' project is onc
whose meaning and implications invite thoughtful reexamination now and
in the future.
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Abstract

This articles explores the implications for rescarch and practice in adult
cducation of the increasing interest in gender issucs and of feminist
approaches to rescarch and research methodology. It centers on the
discussion of these issucs in two cvents in Canada in 1986-87: a
national conference on “The Effects of Feminist Approaches on Research
\Methodology”, and the publication of The Science Question in Feminism.
written by Sandra Harding.

Résumé

L'autcur présente quelques questions, pertinentes a la pratique et a la
recherche dans le domaine de l'éducation des adultes, qui proviennent dc
I'intérét croissant dans le phénomeéne de genre ct des recherches d'un
point de¢ vuc féministe. La discussion se concentre sur deux événements
au Canada en 1986-87: un congrés au sujct des conséquences  des
approches féministes pour la méthodologic de recherche, et la

publication du livre, The Science Question in Feminism, par Sandra
Harding.

We do not think of the ordinary person as
preoccupied with  such difficult and profound
questions as: What is truth? What is authority? To
whom do 1 listen? What counts for me as evidence?
How do I know what I know? Yct to ask these
questions and to reflect on our answers is morc than
an intellectual cxercise, for our basic assumptions
about the naturc of truth and rcality and the origins
of knowledge shape the way wc sce the world and
oursclves as participants in it.  They affect our
definitions of ourselves, the way we interact with
others, our public and privaie personac, our sensc
of control over life events, our views of teaching and
learning. and our conception of morality.
(emphasis  added)




A maximally objective science, natural or social,
will be one that includes a self-conscious and
critical examination of the rclationship between the
social experiences of its creators and the kinds of
cognitive structures favored in its inquiry.

I doubt that in our wildest drcams we ever
imagined we would have to reinvent both science and
theorizing itself in_order to make sense of women's
social experience:

I. The Problem

The Canadian Congress for Learning Opportunitics of Women (CCLOW)
circulated a letter in December of 1986 which contained the following
statements:

One out of every five Canadian women has less than
a grade nine education.

One in every five female Canadian adults cannot
read or write.

One in cvery ten Canadian familics is headed by a
sole support mother, half of these families live at
the lowest levels of poverty.

All too often social reform and policy changes--cven
those that have equity as an underlying
principle--result in a decterioration of women's
status in Canadian society in part because so little
is known and understood about the education and
learning needs of women in our society. (emphasis
added)

What arc we in adult education to make of these facts? In particular,
what arc we to understand about why social rcform and policy changes,
and cducational programs, ostensibly designed to redress gender
incquity seem unable to do? Why cannot our current theories, rescarch
tools and mcthodologics uncover the cducational and learning needs of
women?  Why, too, despite the emphasis and apparent encouragement
toward women going into sciecnce and technology ficlds as a way of
alleviating future poverty, do so few women still enter these fields?
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These are the type of questions which in 1970 at the time of the
recommendations of the Royal Commission Report on the Status of
Women®  educators thought would by this time not nced to be asked.
Research into the problems had been done in the 1970's and it was
thought to be just a mater of removing barriers and changing social
policy. However, issues of gender (and related issues of class, race, and
cthnicity) have been found to be much more compiex and intransigent in
all countries than originally beliecved. For example, Sweden, a sccialist
country whose political agenda and government policics are designed to
encourage and promote women into the sciences and tcchnology areas in
order to improve their status has acknowledged its failure to be able to
do so.” The fact that gender disparity still cxists suggests that incquity
cannot be erased by merely removing some obvious barriers but is
imbedded in thought itself and knowledge gathering processes. The very
premiscs of science, technology, and rescarch as we have come to know
them neced to be examined critically.

A comprchensive critical examination of such premises is beyond the
scope of this article. However, this problem of inequity because of its
poverty implications for women (and children), is scrious enough to open
up an exploration of why educational rescarch including that of adult
education has to date been inadequate in uncovering the cducational and
learning nceds of many women in our socicty. Any analysis questioning
the very premises of research is bound to raise new questions and
contradictions but the importance of the problem with implications for
the practice of adult cducation warrants such discourse.

Other than the work of Paulo FreireS pertaining to class which has
comparable implications to the theoretical aspects of gender incquity,
little theoretical work has been done in adult education on gender
incquity. Thus, other social science sources need to be cxplored. It is
the aim of this paper to review current feminist thought in several
disciplines in order to support the contention that we as adult cducators
also need to re-examine in a more thorough fashion the premises
underlying our own research programs.

I1. The Location of the Discourse

Canadian sociologist Margrit Eichler! in 1985 spoke of four historical
stages of feminist studies in Canada. Stage onc, a focus on women, was
begun in 1970 with the Royal Commission on the Status of Women. Stage
\wo identificd a focus on sex (gender) roles.  Stage three saw the
development of a feminist approach, while stage four, started in the




1980's and which continues in the present, is a search towards a new
epistemology.

Eichler notes that with this last approach, the issue of feminine
contribution to knowledge is now a debate involving several disciplines
(and with a variety of theoretical perspectives within each discipline).
Feminist scholars in Canada may be seen as concenirating upon the very
nature of knowledge itself, examining its premises, and how we know
what we claim to know. The debate not only involves several disciplines
but necessarily cross-cuts disciplines as well as national boundaries.

Of special interest recently is the epistemology of science and its
affiliate, technology.  Until quite recently, science has received less
scrutiny than other disciplines by feminist scholars, perhaps because of
its avowed stance of objectivity and value neutrality (and the societal
acceptance of that stance). With the work of scientists such as Thomas
Kuhn8 who first published in 1962, this protective vencer has been
penetrated for scrutiny by a variety of scholars. As philosopher of
science Sandra Harding” has noted, physics, chemistry, mathematics and
logic, have been found to bear the cultural fingerprints of their
distinctive cultural creators no less than do anthropology and history.
Furthermore, the use of phenomenological models of inquiry in many
disciplines has encouraged the re-assessment of positivist and empirical
scientific models. Phenomenological models tend to favor more
subjective and intuitive approaches, ones which generally acknowledge
that knowledge is socially constructed. Thus the whole ficld of what
constitutes rcsearch endeavors and what constitutes knowledge obtained

by rescarch inquiries is undergoing re-examination not only by feminist
scholars but by others as well.

This cpistemological interest concerning feminist research may be
vicwed as but omne intellectual discourse pertaining to the
epistemological questioning of all knowledge in a varicty of disciplines.
For example, interest in critical theory demonstrated at the 1987
Canadian Association of Studies in Adult Education mcetings may be
viewed as an cxample of interest in a discourse periaining to the
premises of knowledge in adult education. Critical theorists collectively
have in common strands of concern regarding cpistemological "critique of
science and technology, analysis of the social psychology of domination
and emancipation, and interpretation of the paralysis of class
conflict",

Thus, feminist discourse (or discourses) at the stage four level may be
viewed as paralleling and often intersecting with other intellectual




discourse streams inciuding critical thcory and post-modernism  as they
grapple with epistemological questions and the contradictions inherent
in any work in progress. Furthermore, it is apparent that there is not
one but a number of fcminist views depending upon the location of the
discourse within a thcoretical perspective.  Nevertheless, the invidious
nature of gender incquity and the rclatively low priority often assigned
1o feminist discourse within any onc thcoretical perspective or
discipline has ecncouraged interdisciplinary discourse amongst feminist
scholars.

This article will review aspects of feminist discourse as cxpressed
primarily in two events in Canada in 1986-87. The first was a national
conference, "The Effects of Feminist Approaches on Rescarch
1‘\’Icthodology",11 in which invitational papers on the topic were
presented  from  sixteen disciplines including: philosophy, law,
sociology, psychology, social wclfare, literature (French an English),
drama, cconomics, chemistry, and computing science. Implicit in the
conference design was the recognition of the intractability of gender
incquity in socicty which becomes reflected in all disciplines.

The sccond cvent reviews the work of philosopher of scicnce Sandra
Harding who visited several Canadian universities in 1987 and whose
recent book The Science Question in Femim':m12 has stimulated much
discussion. Are there insights from the discoursc related to these cvents
which can shed light on the problem of research pertaining  to
understanding the learning and cducational needs of all women?

IIL. The National Conference on Feminist Approaches to Research Methodology

The kinds of questions raised at the conference which have
cpistemological implications include: Are feminist criticisms of the
premises of science justified? What difference has feminism made to the
methodology of rescarch or to the way research is conducted? Is there a
new crisis betwecen feminism and methodology, centering around
objectivity and subjectivity? Have feminists created a dichotomy
between the rational as masculine and the subjective as feminine?  To
what cxtent is the feminist criticism of the knowicdge of science related
to the knower? While an underlying current of some feminist thought
has been toward relativism (the assumption that no value-directed
inquiries can be objective and therefore all arc cqually justifiable) are
not some modes of voice better even from a rclativist position than
others? Surcly not cvery position (c.g. a racist one) is able to give risc to
truth?
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To what extent is methodology not a static entity, but one reflective of
current social structure? Is there more methodological tolerance in some
disciplines than in others?  Are some of the questions addressed in
methodology by feminists not really methodological questions but- more
rightly questions about management styles in organizations? How do the
values of individualism and the role of the expert in our society go
against the value of the inclusion of women in the design of technology
and its systems? How can feminists in Canada engage in cross-cultural
studies of all women (by race, class, ethnic origin) to prevent new
knowledge from becoming egocentric and ethnocentric?

Are there wuays of constructing new language which say what we want to
say without the limits of conventional language? Is there a post modern
language that can validate the intuitive knowledge claimed by women? To
what extent is contextual thinking important, sometimes resulting in the
difficulty of coming up with neat and tidy theories immediately but
nevertheless of paramount concern? Is there value in dichotomous
thinking in epistemology? These and many similar questions  were
addressed frem a number of feminist perspectives but cannot all be
addressed here.  One major theme concerned subjectivity, objectivity, and
relativism which seems of particular importance in the quest for insights
into educational and learning needs.

subjectivity, objectivity, and the question of relativism

Sociologist Thelma McCormack!3 in her keynote address at the national
conference raised a central question of the extent to which feminist
discourse has created a crisis for feminists pertaining to appropriate
methodology. She stated, "This crisis is related to the two versions of the
truth, the insiders and the outsiders, subjectivity and objc:ctivity".14
Her asscssment is that feminists themselves are divided on the issue
with the debates being so intense that methodology has become an end in
itself, not a means of inquiry. However, one can respond that if the
methodology used does indced distort the truth, or prevents the
experience of some kinds of knowledge being expressed or valued, then
indeed it does need to be at the center of the dehate.

Feminists who argue for knowledge obtained by subjective meais (i.c. the
autobiographical knowledge of thc insider) do not always believe such
means are more impertant forms of knowledge for uncovering the
cxpericnces and insights of women than are objective means (but may
doubt that objectivity is possible). The feminist critiques of the three
cpistcmological positions as presented by Harding later in this article
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lead onc to acknowledge that subjectivity probably is inherent in all
research regardless of onc's epistcmological position. To acknowledge its
presence allows one to engage in rescarch with a rationality and an
awarcness of the conscious implications pertaining to all aspects of the
research enterprise: topic choice; effects of researchers on the
rescarched; interpretations of the findings; and the consequences of the

findings. This is as truc for the n.tural sciences as it 1s for the social
sciences.

McCormack, however, cautions us not to reject objectivity and rationality:

. subjective feminism versus objective fcminism
is a no-win situation. It paralyzes us and
distracts what we are trying to do. Necither of the
options can do what needs to be done: to prove the
unprovabie, to demonstrate that gender equality is a
viable option in modern social life and that the
oppression of women through symbolic systems
destroys the richness and decency of a culture.

Many rescarchers would agree with McCormack on the value of an
approach toward rescarch in which researchers value equally objectivity
with subjectivity. Such an approach would lead to a more wholistic and
balanced view of reality just as sclf-actualization thcory in personality
development demands a balance between the two kinds of knowing for the
individual. What is at issue here, though, is that onc kind of knowing,
the ‘rational and the more objective, is valued more highly in our rescarch
cnvironment than is a knowing rationality based upon the subjective and
the intuitive. Bec: se the rationality of the subjective and the intuitive
is not always unuerstood, it is often arsumed to be irrationa! or
non-rational, and since it is more likely to be associated with womcen
than with men, as a way of knowing it is not as highly valued in rescarch
circles or in public life. For example, Monique Begin, a cabinet minister
“in ex-prime minister Trudcau's cabinet for seven ycars noted at the
conference that when she left the cabinet, Trudcau told her that her
political acumen astounded him.]6 Never, he said, bad hc met a
politician whose political sense of knowing scemed right on two fronts:
the rational and the intuitive. Nevertheless, Trudecau often felt
uncomfortable with Begin's intuitive judgement becausce he could not
follow its logic and hence felt uncasy with the knowledge she gained
about her political constituency in this way.

Harding also makes clear that although subjective understandings may be
favoured by many feminists, this does not mean a leap to relativism.
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Similarly, philosopher Marsha Hanen!7 in her conference paper notes
that from the perspective of feminist discourse, not all positions are
viewed as acceptable and not every point of view is expected to yield
truth. However, this position seems not to have been well undersiood.
Hanen points to the difficulty which the construction of a feminist
epistemology poses for many people.

She says:

to date there has been little constructive
feminist epistemology, partly, I think, because of
the difficulty that people trained to accept
traditional -~.ons of scientific rationality and
objectivity h. se in introducing "subjective” or
"personal” elements without feeling they have fallen
into an unacceptable relativism. The problem of
adducing grounds for rejecting certain vicws as
incorrect while at the same time allowing that we
cannot tell which from among the remaining
intellectual positions is correct, even when these
are incompatible with one another, is one for which
we have no clear methodology. Perhaps different
ones of these positions are acceptable in different
contexts and for different purposes, and we do not
have to choose. Women are sometimes said to be
better able to deal with ambiguity and
inconsistency than are men, and this is often
attributed to women's greater involvement in the
complexities of day to day living and personal
relationships.

Finally, Harding cautions us to note that agnosticism and recognition of
the hypothetical character of all scientific claims are quite different
epistemological stances from one of relativism. Thus, while persons may
wish to reject feminist discourse on the ground which it shares with
other intellectual streams in post modernism and critical theory (e.g.
criticism of science and technology), care should be taken before
rejecting it or. the basis of its assumed relativism.

IV. The Work of Sandra Harding

In the remainder of this article, T propose to review critically the
premises underlying the kind of studies which have been done pertaining
to gender. Using a framework which is that of Harding, research
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studics involving gender can be classified into five kinds of programs.
At least three kinds of epistemological positions are represented by
these programs. Each position and program can be subjected to rigorous
critical examination. The criticisms of many scholars as well as those of
the presenters at the 1987 conference will be incorporated in the
discussion. Many of the confcrence preseniers often unknowingly used
classification systems of rescarch studics in their ficlds which were
similar to thosc of Harding.

types of research programs addressing gender inequity

Harding presents five different but related research programs which are
currently in use in the rescarch of gender. Each program exemplifies a
feminist critique of science while at the same time raising
cpistemological questions which can best be addressed by another
program. It scems to be Harding's contention that the five programs
demonstrate an cvolutionary development from a more simplistic critique
in vogue in the past to a program cntailing a more complex critique, one
which she hopes can evolve eventually into a feminist theory of science.

1. equity studies

The law, in its majestic equality, forbids the rich as
well as the poor to sicep under bridges, to beg in the
streets, and to steal bread.

The first program concerns itsclf with equity studies.  These studies
which were especially prevalent after the Royal Commission report,
documented the "massive historical resistance to women's getting the
cducation, credentials, and jobs available to similarly talented men",
and, "the psychological and social mechanisms through which
discrimination is maintained cven when formal barricrs have been
climinatcd".21 Included, too, arc motivation studies which show why
boys and men more often want to excel at science, engincering and math
than do girls and women.

A feminist critique of such studies includes such questions as:  Should
women want to become just like men in science (or like male lawyers, like
male physicians, ctc.)? Is not equality or samencss with men a "low" goal
for women? Furthermore, as law professor Lynn Smith"‘2 has noted, the
getling of more women into law says nothing about the general
participation of women in the larger society. Furthermorc, in the case of
law, studics from this program perspective  do not question whether  the
law is as cquitable for women  as it is for men. The assumed ncutrality




of the law (which other feminists would argue has a male bias) has becen
left untouched. The important aspect in law from this orientation is to
ensurc that all individual women are treated the same way as mermn,
Similarly, with this program the norms of science (and the canons of
literature, too) have been left untouched. Later in this discourse it will
be questioned whether the treating of women in the same way as men is
equitable for women. As Smith indicated, finding comparable male
situations in order to compare females in the case of law has led to
ridiculous situations. For example, in one case in Canada it was argued
that the touching of a man's beard on a bus by a woman would be similar
to the touching of a woman's breast on a bus by a male (breasts and
beards being viewed as secondary sex characteristics). Thus, if the male
did not view this act on his person as sexual harassment, neither should
the female view the comparable act on her person as scxual harassment.
The male norm therefore becomes the standard for judging equity.

2. studies of the uses and abuses of biology, the social sciences and their
technologies

Studies within this perspective aim to indicate “the way science (or
rescarch) has been used in the service of sexist, racist, homophobic,
classist social projc:cls“.23 Examples of these kinds of studies would
include studies which show that despite work force legislation, domestic
workers and particularly immigrant women, are treated differently from
other workers.  While images of motherhood and the value of the nuclear
family are upheld and vencrated, at the same time social support and
daycare facilitics for single mothers and non-nuclear families is shaky.
Such studies demonstrate that we have different reproductive policies,
forms of domestic labor, and forms of work place discrimination for
women by class and race.

Like the first research program, studies in this program arca do not
question the norms of science itself. Researchers and practitioners
"assume there is a value-free, pure scientific research which can be
distinguished from the social uses of scicnce, and that there are proper
uses of science with which we can contrast its improper use".24 Like the
first rescarch program, the problem herc is "bad" science. It is bad
scicnce becausc these studies reveal the way that "rescarch" can be

harnessecd into the scrvice of sexist, racist, homophobic and classist
social projects.

In both kinds of rescarch programs, cquity studies and uscs and abuses
studies, the cpistemological stance from which such programs arisc is
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one which Harding calls feminist empiricism, empiricism referring to
the search for knowledge by obscrvation and experiment.

The discourse behind a feminist empiricism indicates that sexism and
androcentric attitudes seen in science are evident especially amongst
male rescarchers but these are conditions which can easily be corrected
as soonm as social movements “make it possible for people to sce the world
in an enlarged perspective because they rcmove the covers and blinders
that obscure knowledge and obscrvation.”

In law, the legal approach to problems would be to accept the objectivity
of the law but to note that therc may be exceptions which need to be
found to make surc thcy arec made consistent. This approach does not
question the underlying legal principles on which the law is practiced
but rather the way it is practiced.

From thc perspective of feminist empiricism the questioning of feminists
is at the level of questioning "bad" science practice (or "bad" legal
practice). The solution as presented to society and to researchers in
various disciplines is relatively attractive for a number of recasons. The
most important attractive aspect is that it does not pinpoint the existing

norms of methodology as the problem (nor existing laws) and thus does
not attack “science-as usual" as the problem. Rather, it points to the
"bad science” done by some of its practitioners, a practice which can be
alleviated once the practitioners are aware of their bias and once more
women become practitioners.

However, the difficulty with this solution is that it is not really viable
for it contradicts the scientific mcthod. The feminist solution proposcd
by feminist empiricism is that feminists (male or female) as a group are
more likely to produce unbiased and objective results than are men or
non-feminists.  However, this solution goes against the norms of the
scientific method, thosc norms which indicate its capability of
climinating any bias due to thc color, race, or gender of the individual
rescarcher.  Furthermore, the concept of cmpiricism docs not address a
key origin of androcentrism which pertains to the selection of problems
of study. The norms of empiricism were meant to apply only to the
testing of hypothesis and intcrpretation of evidence (i.e. to the context of
justification) and not the context where the problems for rescarch are
identificd and defined. Harding concludes that “. . . feminist attempts to
reform what is perceived as bad science bring to our attention deep
logical incohcrences and what, paradoxically, we call cmpirical
inadcquacics in empiricist cpistemologics™.




3. studies questioning the value-ladenness of all inquiry

The first two programs have in common two underlying assumptions.
" . in the first case the assumption that equality with men . . . should
be our goal, and in the second case that pure science is value free and
distinguishable from its social uses, and that there is somehow a clear
distinction between the proper and improper uses of science”.27 Later
programs begin questioning these assumptions.

With the third program, questions are raised about the fundamental
value-ladenness of all knowledge seeking, and espccially questions the
selection and determination of what should be studied, what requires
cxplanation, and what is of interest. From this research perspective, it
is maintained that there are ‘“cultural fingerprints” in what is
designated as worthy of study. Because the experiences of men differ
from the ecxperiences of women, one can expect that research problems
arising out of the experiences of male researchers as males will be the
ones selected for study. While on the one hand one could say it is "bad"
science for male rescarchers to only  select problems which are of
importance to them based on their experience, on the other hand, will not
the selection and definition of problem always bear the "cultural
fingerprints" of the dominant group in a culture? The work of Carol
Gilligan would be an important example of a study coming from this
kind of research program. Her work does not use male standards for the
women but alternatively demonstrates the meaning which the experiences
of women have pertaining to moral development, a meaning which is not
inferior to but different from the meaning of moral development as
derived from male subjects.

It is from such a critique that one can sce a burgconing number of
studies which seck to capture the "perspective of women". One popular
way has been through biographical studies. As oral historians have
sought to capture the voices of working class people usually unrecorded
in history, .so studies attempt to give voice to women of various age, class,
racc and ethnic origin. A number of studies relying on biographical or
life history approaches can be cited here, such as the work of oral
historians Susan Trofimenkoff, Eliane Silverman, and qualitative
sociologists such as mysclf.29' 30,

A recent Amecrican study relying on life history materials obtained from
the interviews of women from a varicty of classes, ages and races, and
cthnic origins bears consideration, In particular, this study may shed
light on the illusive motivation questions faced by adn!i educators and
alluded to in the introduction of this article. Inspired by the work of




Carol Gilligan and William Perry, the four psychologist authors operated
from the premise that some women collectively are as rational as somc
men but that the rationalism is itself different because it arises out of
the expericnce of gender. Expericnce of gender in the home and school
thus leads to differcnt epistemological assumptions of how one knows
what one knows. In their work, Woman's Way of Knowing,3‘ the authors
outlined five epistemological positions, cach with its own rationale bascd
on expericnce, usecd by the women in the study.

The five ways of women's knowing identificd in the study were: silence,
in which women experience themselves as mindless and voiccless;
received knowledge, in which women experience themselves as capable of
receiving knowledge from an external authority but not creating it
themsclves; subjective knowledge, in which truth is thought to be
personal and private; procedural knowledge, in which women usc
traditional ‘“objective" procedures; and lastly, constructed knowledge,
which is contextual and in which both objective and subjective strategies
are employed.

What are we as adult cducators to make of the implications of these five
ways of knowing for understanding the learning and educational nceds of
women? One view would be to see these five ways of knowing in a
hicrarchical fashion in which the last, constructed knowledge, is the
highest order of knowledge and valued the most, with silence as the
lowest order and valued litle. But from a phenomenological perspective,
one could ask in what situations and under what circumstances is each
way of knowing valuable and perhaps unique in obtaining knowledge? To
what extent do program designs take into account the various ways of
knowing and place value on cach and on the participants who use them?

A sccond aspect of this work could also have important implications for
adult ecducators. Regardless of the "level® of knowing, the metaphor of
"yvoice" (and hearing) was morc important for the women than were the
metaphors associated with "secing” (c.g. blind justice, veil of ignorance,
double blind tests). The study raises interesting  speculation  about the
extent to which many adult educator practitioners as well as clients may
feel more comfortable with "voice” modes of knowing than with "visual”
modecs.

This third rescarch program clearly raiscs the epistemological question
of relativism and its rclationship (or non-relationship) to subjectivity.
Must objectivity always be satisficd only by value-ncutrality?  And if so,
does the feminist critique then forece us 1o subjectivism, and to
relativism, an assumption that no value-directed inquiries can be
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objective and therefore all are equally justifiable?  Such questions  are
addressed by the next research programs.

4. literary criticism, historical interpretation, and psychoanalytic studies

With such studics, research using these related techniques "have been
used to ‘'recad science as a text' in order to reveal the social
meanings--the hidden symbolic and structural agendas--of purportedly
value-ncutral claims and practices". 4 Such studies suggest to Harding
that the concern about maintaining dichotomies in science and
cpistemology (such as objectivity vs. subjectivity, mind vs. body, reasons
vs. emotions) arc not reflections of necessity for science to progress, but
rather are related to a specifically masculine and probably uniquely
Western bourgeois needs and desires.

Examples of studies probably inspired by this tradition include that of
Nancy Chodorow in her Regroduction of Mothering:  Psychoanalysis and
the Sociology of Gender. 5 In this pioneering work, one can see the
possibility of re-examining the psychoanalytic tradition and
re-formulating the extent to which the importance of the symbolic world
suggested by a misogynist Freud still has validity as a symbolic system.
The importance is one based on gender socialization within cultural
norms rather than upon thosc derived from fixed biological norms. s
biology really destiny as Freud thought or are we socialized to believe
that biology is destiny? Chodorow demonstrates in this work the
profound mental consequences on both males and females which result

frcm having women designated as the prime caretakers of babics and
young children.

From studics such as these Harding raises a number of questions such as:
What relevance do the writings of the fathers of modern scicnce have to
contemporary scientific practice?  What theory would justify regarding
these metaphors as fundamental components of scientific cxplanations?
And finally, her scarching question which lcads her to the fifth and last
research program: Can we imaginc what a scientific mode of
knowledge-seeking would look like that was not to distinguish bectween
objectivity and subjectivity, rcason and the emotions?

5. epistemological inquiries
The last rescarch program concentrates upon cpistcmological inquirics

rclated to science and resecarch. Harding describes three kinds of
alternative cpistemologics which are themselves challenges or




alternatives both to each other and to the dominant epistemologics of
scicnce.  Not only do these cpistemologies pose problems in relation 1o
the present  dominant cpistemologies of science, but they have
paradoxical implications for cach other, as has been already anticipated
by the questions raised carlier in the discussion of the five kinds of
research programs.

The tree kinds of cpistemological inquiry which Harding - has named are:
feminist empiricism; feminist standpoint; and feminist post-modernism.

Earlier, feminist empiricism  was discussed particularly as its premises
applied to the first two rescarch programs. It s with the research
program which begins to question not only how research is done but the
content selected for research study that a second epistemological
position emerges:  that of the feminist standpoint.

the feminist standpoint

The feminist standpoint epistemological position can be said to have its
roots in the work of Engels and Marx. Their work saw that due to
ownership of property, one class (the ruling class) dominated another
class (the proletariat), and that the domination of knowicdge. However,
the dominant class, because of its position, developed only partial and
perverse understandings, whereas the prolctariat had the potential for a
true understanding of the real nature of the world. In a similar way, the
feminist standpoint argues that men's dominance in ecconomic and social
life has created a male culture which not only prevents an ecquitable
distribution of power and resources but results in a male perspective
which allows for only a partial and distorted view of the way of the
world. By way of contrast, women's subjugated position provides them
with the possibility of a more complete and less distorted view of reality.

This perspective docs not argue for multiple realitics (i.c. a masculine
perspective and a feminine perspective) as far as truth is concerned.
Rather it argues that the view of the "underdogs" (or under-women)
because of their cxperiences is closer to the truth than that of most
males. Thus, this perspective does not reject the possibility of "one
truth” but encourages the scarch for it The feminist standpoint as
viewed from this perspective is “a morally and scicntifically ;zrcfcrublc
grounding for our interpretations  of nature and social jife". 36 The
works of Canadian sociologist Dorothy Smith37 and of British sociologist
Hilary Rosc 8 would be good examples of feminist rescarch inspired by
this cpistemological position.




Such a perspective will clearly have problems from a scientific
empiricist view which denies that the gender (or class, or race) of the
researcher affects the view of truth. But the perspective also raises
tensions for many feminists as well because this perspective, like
feminist empiricism, assumes that a value-free science is possible.

A major problem arising from such a perspective surely is: Can there be
a single feminist standpoint if women's social experience is divided by
class, by race, and by culture? Surely there are black, white,
working-class, professional cless, Canadian, Mongolian, and Indian
standpoints?  While this epistemology is the basis for most of the
rescarch studies in the _third program of studies, nevertheless, studies
such as Bclenky, et. al., 9 although inspired by a collective of women's
views of knowing, ncvertheless is not arguing from a standpoint
perspective that women's way of knowing is "better" and "the truth", but

rather that there are multiple ways of knowing based on reason and
experience.

The standpoint position leads one to the question of whether there are
multiple realities which can lead to multiple truths. While Smith
acknowledges there will be more than one feminist version of reality, all
versions she feels nevertheless will be more complete and less distorting

than is possible with a science whose knowledge production is limited by
a ruling class culture.

Harding notes that perhaps the idea that there is only one reality which
dominates this epistemological position comes from the falsely
universalizing perspective of the dominant master. “Only to the extent
that one person or group can indeed dominate the whole does 'reality’
appear to be governed by one set of rules"*! 1t is with queries such as
these that one enters the rcalm of the last feminist epistemological
inquiry, that of feminist post-modernism.

feminist post-modernism

Feminist empiricism and feminist standpoint cpistemologies basically
scc good science and rescarch as essentially objective and capable of
value neutrality.  Although strands of feminist post-modernist thinking
appear also in these two epistcmologies, in contrast, feminist
post-modernism sees scicnce and research as necessarily bearing “the
cultural fingerprints” of the dominant groups of a socicty, not only in
the selection and definition of the problems but of the knowledge
claimed.  Feminists from this epistemological position arec questioning
the very premises of science and rescarch as they exist today as being




essentially androcentric and sce the need to c¢volve a truly universal
science, one which presumably could bear the cultural fingerprints of all
pecople. It is this epistemology which essentially informs the fourth
research program and of course is the culmination to date of
epistemological thought for the fifth research program. It shares along
with other intellectual movements a "profound skepticism regarding
universal (or universalizing) claims about the existence, nature and
powers of reason, progress, science, language, and the ‘subject/self™.
In view of space, this article can not do justice to all of the tensions
implicit in this epistemological position.

It is perhaps in the area of affecting the canons of literature, both in
English and French, that post-modernism has most affected the products
of a discipline. Pam McCallum?3 noted at the conference that writing by
feminist writers has taken the task of not so much a construction of a
genre unique to itself but rather a re-thinking of the whole idea of genre
itself. She commented upon the influence which the new French writers
have had upon writers in English, particularly with respect to language.
As Dale Spender has pointed out, words often are just not there in
English for women. For example, there are words such as
"nymphomaniac" and "frigid" to describe some sexual states of women,
but no words for in-between states. The question arises then, arc there
ways of constructing a new language? What might a new language look
like, a language in which the convertions of writings are changed? New
writing by feminists often seem difficult at first because we are used to
certain canons or rules, such as knowing the sex of the writer or
characters which are not apparent in this writing. "The main way of
writing (in post-modernism) is that the writing disrupts the conventions
in order to speak in a new way".

V. Conclusions

This article started out with the observation that gender inequities in
Canadian society which would seem to be remecdiable through educational
programs to date remain relatively intractable. It would be of value for
all of us as researchers in adult education to re-examine and re-assess
the research models which are in current use. It may well be that the
epistemological assumptions of these modcls undermine our abilitics to
obtain real advances in our understanding of the invidious effects of
gender (and class and race) upon our cducational programming.
Attention to feminist critique in other disciplines may provide insights
into inequity problems and into the relative sterility into which we as
adult ecducators have fallen in trying to address incquity and
motivational concerns.




While some may view epistcmological concerns on any topic as remolte or
unrelated to the practice of adult education, for many female clients such
attention is urgent. As an adult education practitioner responsible for
designing programs for women for over eightcen ycars, I am convinced
today that the best way to oe "client-centred” in practice is to revise our
premises of research. Until we can make systemic changes for women,
based on new knowledge pertaining to the real cducational and learning
needs of women, as practitioners and ecducators wec arc but perpctuating
inequity for successive cadres of female clients and ministering to the
symptoms of that inequity with our programs.

It is to be hoped that the scarch for a disciplinary autonomy in adult
education does mnot prevent us from participating in intcrdisciplinary
feminist discourse and the scarch for real equity for women.
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Perspectives

One of the hazards, and the cxcitements, of the interchange of ideas
across language boundaries is to ensurc that we take terms at the value
they have, or are coming to have, in the language in which they are used,
and not to identify them by using some term familiar to us, which we see
as being similar. To do the latter is often to distort the interchange and
fail 1o learn from it. Touchette has pointed out that the French word,
andragogic  has a broader and morc philosophically oricnted meaning
than is generally given to the English word, 'andragogy’.” The English
term ‘formation', insofar as we use it at all, tends to be restricted to
some form of task-related training, following an earlier usage of the
French formation. Fletcher and Ruddock, discussing the relationship
between ‘formation’, 'dcformati%m', 'reformaiion’, and ‘'transformation’,
give 'formation’ such a meaning.”

In the following article, which first appecarcd in Formation et
Prospective, n® 1, avril, 1987, and is reproduced here with permission,
formation is contrasted with instructing, teaching, and educating, and is

given a broad and powerful role in helping the learner to be an
autonomous actor and agent in a changing environment. [t conveys a

meaning comparable to that given by Fletcher and Ruddock to the term
‘transformation’.

Une partic des risques ct dec l'enivrement d'échanger des idées
par-dessus lcs frontidres linguistiques est d'assurer que nous donnons
aux termes la valeur qu'ils ont, ou sont en train d'acquérir, dans la
languc dans laquelle ils sont utilisés, et de ne pas les identifier en
utilisant un terme qui nous est familier ¢t qui nous scmble analogue.
Faire cecla conduit souvent a fausser I'échange ct a nc rien en tirer.
Touchette a fait remarquer que lc mot frangais, 'andragogic’, a un scns
plus large ct plus philosophique que celui généralement accordé au mot
anglais andragogy. Le terme anglais, formation, tend & sc limiter & une
sortc de formation (training) cn vue d'une tache, découlant d'un usage
antéricur du frangais, 'formation'. Discutant le rapport cntre formation,
deformation, reformation, ct transformation, Fletcher ¢t Ruddock donnent
cc sens A fe mation en anglais.

Dans larticle suivant, gui a d'abord paru dans Formation et Prospective,
n® 1, avril, 1987, et cst reproduit ici avec permission, le terme frangais
‘formation’ ¢3! mis cn contraste avec ‘instruire’, ‘enscigner’, ct ‘éduquer’,

¢t se voit donner le rdle large ct fort d'aider l'apprenant a avoir une
autonomic d'action et 3 é&tre un agent dans un environnement changeant.
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11 communique un sens comparable 3 cclui gque Fletcher et Ruddock
donnent au terme trarsformation.
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INSTRUIRE, ENSEIGNER, EDUQUER, FORMER

Daniel Chevrolet
Université de Rennes

Résumé

On compare diverses modalités de l'action pédagogique. Il semble que
cettc derniere culmine en complexité et en qualité avec le processus de
'formation’. Ce concept qui apparait tardivement (1549) a propos de
I'apprentissage professionnel, doit attendre longtemps (1960-1965)
avant de se¢ généraliser. Cantonné a la pédagogie des adultes, on peut
espérer qu'il ne tardera pas & renouveler le systtme scolaire en général.
Tel quel, il est déja a la source de méthodes, techniques ¢t procédures
tout a fait originales et fécondes. On examine ici brievement
1'""autobiographie” comme méthode de formation, ainsi que la

“reconnaissance des acquis" non académiques en préalable 2 un projet de
formation.

Abstract

This article compares modes of conveying learning, which scem to
_culminate, in complexity and quality, with the process of "formation".
This concept, which appecared relatively recently (1949), in relation to
professional training, had to wait a long time (1960-1965) before taking
on a broader mecaning. It is possible to hope that it can, as an clement in
the ficld of adult teaching, soon begin to bring somecthing new to the
whole cducation system. As it is, the concept is alrcady the source of
methods, techniques, and procedurcs that are quite original and
productive, Within this context, the article looks bricfly at
autobiography as a mecthod of lcaring, and at the recognition of learning
acquired outside the fortnal system.




MOTS CLES
LEXIQUE

climat

cursus

_. existentiel

représentation

sub-adulte

autobiographie, autoformation, autonomie, cursus,
éducation, ensecignement, formation, instruction,
reconnaissance des acquis.

situation socio-affective directement induite,
dans un groupe d'apprentissage ou e tiche, par le
style et les méthodes mis en ocuvre par celui qui
en est responsable. Ainsi, selon le degré de
directivité, obtient-on des résultats différents
non sculement en ce qui concerne l'atteinte des
résultats, mais encore dans les relations
inter-individuelles et le moral du groupe.

ensemble d'enseignements conduisant & un
diplome, un grade ou une qualification
professionnelle. Il se déroule par étapes évaluées
sclon des modalités diverses et destinées a
concrétiser la progression de l'apprenant.

qui concerne le vécu, par opposition & l'analysc
intellectuelle-rationnelle.

ce mot offre des sens nombreux et variés. Il peut
cependant étre défini comme Il'ensemble des
images, symboles ou signes évoquant
immédiatement, pour un sujet ou un groupe social,
un objet, un phénomene, une situation ou une
action. La représentation construite sans
distance réflexive vis-a-vis de l'expérience
I'ayant engendrée, déclenche un comportement
immédiat plus ou moins adéquat 2a la situation
actuelle qui la réactualise.

stade intermédiaire entre l'adolescent et le jeune
adulte. Alors que l'adolescent se caractérise par
une oscillation entre le réel et l'imaginaire et
surtout par limpossibilité a  effectuer les choix
susceptibles d'engager lc reste de son existence,
le sub-adulte a opté pour une direction donnée.
Toutefois, 2 la différence du jeune adulte, il ne
s'est pas cncore préoccupé d'un  “territoire”, ct
surtout il n'assume pas de responsabilité réelle.
(e stade se spécific par unc fascination pour la
démarche hypothéticodéductive, culminant dans
le "raisonncment-jeu".
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La pédagogie est dépréciée

Dans nos sociétés, en tant que technique spécifique, la pédagogie,
lorsqu'elle n'est pas tout simplement récusée ou niée, semble faire
l'objet d'une dévalorisation générale et constante.

De fagon paradoxale, ce jugement se voit souvent partagé par ceux-ld
mémes qui cn font profession.

Plus s'éleve l'Age et le niveau de connaissance des enseignés et plus il
devient la regle de la proscrirc de l'enscignement. On sait, par cxcmple,

que cette attitude culmine dans les filieres initiales de l'enscignement
supéricur.

Tout se passe comme si le recours & la méthodologic pédagogique (sous
l'une quelconque de ses formes) oscillait entre deux pdles opposés, cn
fonction du cursus* académique, et du méme coup, malhcurcusement, du
statut qui en découle pour les maitres.

La pédagogie est un mode fondamental de relation

Or--ct l'on n'y insistera jamais assez--la pédagogic sc trouve au cocur
des relations interhumaines, dés lors que celles-ci visent un
changement, puisqu'aussi bien, apprendre c'est modifier son
comportement. Comme l'a montré nagulre la comparaison de divers
"climats"* éducatifs, caractérisés par le degré d'autorité du responsable,
le style pédagogique intervient puissamment, non sculement dans
I'atteinte des objectifs, mais encore, le cas échéant, dans leur mainticn.
Plus profondémecent, l'anthropologic dec son coOté, a pu décrire la relation
déterminante entre le mode d'éducation infantile et les productions de la
culture collective, tout particulierement du point de vue de ses valcurs
cxistentielles*.

Une clarification des notions utilisées dans le champ de l'éducation ct de
la formation semble donc s'imposer.

C'est ce que nous nous proposerons, sans toutcfois prétendre & la rigucur
d'unc analysc linguistique stricto sensu.

L'instruction est au service d'objets étrangers au sujet

Comme l'indique l'origine latine du mot, instrucre:  cntasser, cmpiler,
l'instruction sc situe au plus bas nivcau de l'acte de former. 1! arrive
que l'on veuille apprécier au moyen d'un “quotient d’instruction” ou




rapport entre l'dge chronologique d'un individu et son "age pédagogique”
lui-méme calculé en fonction d'une somme prédéterminée d'informations.

En tant que transmission de connaisances, l'instruction cependant, se
spécifie par le fait qu'elle prend pour finalité, une réalité autre que le
destinataire: le maniement d'un objet, la conduite au sein d'unc
institution, l'attitude vis & vis d'un pouvoir, etc.

Ainsi, 2 propos de deux domaines sollicitant les aptitudes
psychomotrices, dira-t-on pour l'un instruction  militaire, et pour
l'autre éducation  physique (ce qui laissse d'aillcurs a penser sur
I'"instruction civique" remise 2 l'honneur dans nos colidges!).

L'instruction s'apparente donc a l'exercice d'un pouvoir sur celui qui en
est la cible. Si elle est nécessaire, il convient aussi qu'elle soit éclairée
par la culture ambiante. "L'instruction qui ne se convertit pas en
morale, avait déja remarqué Comenius au XVII® sigcle, n'est que ruine"

(1.
L'enseignement déroule des programmes imposés
L'enscignement peut &tre brievement défini par l'action d'apprendre

quelque chose a quelqu'un. Il consiste & répondre 2 un questionncment
(réel ou virtuel) en exposant, en expliquant, en montrant (2).

Plusicurs caractéres en font un processus, supérieur en complexité et en
visée, a l'instruction:

1. La prise en considération et la mise en correspondance des
caractéristiques du savoir et de la mentalité des sujets, ei par
conséquent la structuration des informations;

2. La mise dc l'éleve en situation d'apprentissage;

3. La création a cet effet d'un environnement et d'outils particulicrs
(E.A.O. par cxemple), en vue de construire les réponses adéquates aux
sollicitations de l'environnement, etc. Il n'en demecurc pas moins que la
tendance A privilégier les possibilités intellectuelles, l'imposition d'un
programme a priori 3 un ensemble non analysé de sujets (la classe étant
considérée comme un milieu homogdne constitué d'individus
supcrposables) en font un processus de distribution avcugle et
indifférenciée du savoir (3).

Comme I'a remarqué Ardoino, l'enseignement représente, dans ces
q

N

conditions, une sorte dc démission-régression par rapport a I'éducation

(4).




L'éducation se coule sur des valeurs a priori

L'éducation est guidée par un systeme de valeurs. Elle oriente les

options morales de l'individu et modele en conséquence scs attitudes face
au monde (5).

L'éducation est donc au service d'idéaux variables selon les sociéiés et
les époques, les modéles religieux, militaire, social, personnologique
(conférant le primat a la personne en tant que telle) etc., s¢ succedant
I'un lautre.

Sc centrant sur la personnalité dans sa totalité, l'éducatcur se dote de
tous les moyens propres a assurer !'épanouissement des qualités
recherchées. Il s'agit pour lui, de fagon contradictoire, de susciter
I""autonomic” de l'individu par des moyens hétéronomes, parfois rigides
comme dans le cas de Il'éducation "formelle” (ou systématiséc).
"Eduquer, c'est apprendre 2 sc passer de I'éducation” (6).

Sclon cette conception, l'enseignant sc voit investi d'une triple fonction
intermédiaire. Il ¢st le "médiateur”;

--du savoir, entre l'apprenant et le corpus dcs connaissances;

--dc la collectivité, ouvrant les sujets & la “"coopération dcs conscicnces®,
a l'intéricur du microcosme, ou monde en réduction que constitue le
groupe-classe;

--des normes idéales, indispensables & la création continuc d'une
communauté (7).

Comme on l'aura remarqué, si instruction et cnscignement s'appliqucnt a
tous les ages de la vie, I'éducation ne peut concerner que l'enfant ou
I'adolescent, voire le sub-adulte*,

Elle présente le risque de se fonder sur des a priori ou des

rcprésentations* non nécessairement adéquats a Il'état  de
I'environnement.

La formation est un concept récent

Appliqué au champ pédagogique, le mot formation est récent. 1l apparait
4 propos dc Il'enseignement professionnel (décret du 24 mai 1938 sur
"l'orientation et la formation professionnelle”.

Il faut attendre 1949, et leur groupement au scin de I'Institut frangais
pour la formation ¢t le perfectionnement des chefs d'entreprise”
(I.F.P.C.), pour voir sc¢ constituer l¢ premicr groupe dv “"formateurs”,
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toujours en quéte d'ailleurs, depuis cette époque, de leur identité
professionnelle.  Finalement ce n'est qu'd partir des années 1960-1965
que le vocable émerge dans le langage courant.

P. Goguelin en dégage le sens 2 travers une étude sémantique originale et
intéressante.  Ainsi, a l'aide d'un systéme de graphes, opposec-t-il la
formation:

-3 l'acte d'instruire axé sur les poles de l'information ¢t du "dressage”;
-2 l'acte d'enseigner, centré sur l'opératoire (expliquer, faire
comprendre);

-3 l'action d'éduquer, enfin, incluant l'idée d'un niveau 2 atteindre (8).

La formation concerne le sujet et son vécu

Former c'est modeler le comportement pour que le sujet "se situe" dans
son environnement, avec sa fagon propre d'aborder et donc de résoudre
les problémes qui sont les siens. La formation, 2 linverse des modtles
précédents, se fonde donc sur les motivations, désirs, attentes, mais
aussi sur l'expérience passée de l'apprenant, prenant en compte, d'une
certaine fagon, les normes et représentations de son milieu (9).

Enfin, au plan technique, elle se bétit, autant que faire se peut, a partir
dec "modeles de simulation”.

On retrouve ici les objectifs que fixe B. Schwartz en préalable a toute
intention de formation:

--permettre 2 la personne de devenir agent du changement social, par une
compréhension accrue de son univers de vie;

--la mettre 3 méme d'augmenter son pouvoir sur la réalité;

--lui fournir les moyens de "riposter" aux mutations socialcs, dans le
cadre de son autonomie propre (10).

Un certain nombre de remarques découlent de ce qui préctde.

1. La formation semblerait ne s'appliquer qu'aux adultes.
2. Elle vise, selon les cas, a restaurcr ou amplifier leur plasticité.

Sans doute, travaillant au nivecau de la personnalité, n'échappe-t-clle pas
A un certain questionnement d'ordre déontologique. Il reste cependant
qu'clle confic la responsabilité, voire 'appréciation des apprentissages
aux apprenants cux-mémes.  Respect de I'expéricnce ¢t de l'autonomic
sont donc les normes du formateur. D'aillcurs, commec l'avait déja




remarqué Gusdorf (op. cit. p. 70) n'est-ce pas & Il'individu lui-méme de
recomposer et donc d'unifier 2 sa mesure les diverses connaissances?

Si donc la formation présente une viséc adaptative, compte tenu dc la
rapidité des changements sociotcchniques, et si "formation devient (...)
synonyme de transformation” (Ardoino, op. cit. p. 40), son scns
cependant demeure en relation étroite avec la notion d™ach&vement”.
Clest le sujet qui réfléchit ct en désigne les finalités, devenant I'agent ¢t
l'acteur du processus dans lequel il s'engage.

De nouvelles méthodes pédagogiques découlent du concept de formation

Des conceptions, méthodes et/ou procédures a la fois révolutionnaires et
fécondes découlent de cette vision renouvelée de l'apprentissage.

If faut espérer que pour certaines, elles interviendront, par récurrence,
sur la pédagogie de l'enfant et de l'adolescent.

Nous cn fournirons deux cxemples.

Comme I'écrit H. Desroches, il existe une "universalité débusquable au
cocur dec toute destinée particuliere" (11).

D'ou l'idée, extrémement récente, de considérer l'autobiographic comme
un puissant outil de l'auto-formation.  Auto-analysc et production écrite
de lhistoire de vic prennent donc un statut de processus éducatif. Un
numéro spécial de la revue "Education permanente”  (n°% 72-73, mars
1984) cst consacré a ce processus. V. de Gaulejac y mortre comment ce

travail rejoint a la fois Iinvestigation sociologique et 1'étude clinique
(12).

Mais il y a plus. Comme lindiquent plusicurs autcars (M. Finger, P.
Dominicé, ibid.), la méthode peut é&trc considérée comme une véritable
"formation-recherche”, & l'originc ¢t en appui a la construction d'un
authentique projet de formation (13).

Nous reviendrons dans un prochain numére sur ces possibilités
immenses non cncore explorées dans le systtme de formation (14).

La prise en compte d'apprentissages non académiques
Cc qui préctde nous conduit logiquement A unc autre procédure, celle de

la  "rcconnaissance des  acquis”. Elle s'est vue récemment
institutionnalisée, au plan administratif, dans les universités (15).




Comme l'ont montré N. Meyer et G. Berger, l'idée émerge avec la crise
marquée par la mobilité professionnelle et l'accélération du processus de
transformation des entrepriscs.

Au plan institutionnel, elle résulte de la reconnaissance de la
multiplicité des lieux de formation possibles en dehors de l'école; au
plan psychosocial, de l'intérét d'une valorisation des acquis, y compris
de ceux qui relévent de formations inachevées (16).

La revue "Eduacation Permanente" consacre également un numéro spécial
("Reconnaitre et valider les acquis") n®S 83-84, 1986) a cette procédure,
et en dégage les principes directeurs. Iis sont basés sur une certaine
conception de l'apprentissage considéré comme un mouvement en quatre
phases:

--expérience concréte,
--observation réfléchie,

--conceptualisation abstraite,
--expérimentation active (17).

Les moyens et méthodologies de cette reconnaissance commencent 2
¢merger. Ils sont nombreux et complexes, comme le montre la revue
précitée  (18).

Il est ccpendant du plus haut intérét de constater que déja s'y attachent
les cutreprises soucicuses de recenser et dc promouvoir les potentialités
et ressources humaines en leur sein (19).

On le voit, émergeant tardivement, mais 2 son heure, le concept de
“formation" trouve un champ d'application immédiate dans une société
marquée par de multiples ruptures.

On peut en espérer non sculement qu'il renouvelle la pédagogic des
filitres initiales et continues, mais encore qu'il fasse entrevoir de
nouveaux horizons a la collectivité.
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PARADIGM APARTMENTS

Jane Munro
University of British Columbia

TOWARDS A RESEARCHABLE QUESTION....
1. It Must Contribute to Theory

The more abstract the truth you wish to teach, the more
thoroughly you must seduce the senses lo accept it.
Friedrich Nietzsche, Beyond Good and Evil

Baptism is a drop of water

against the black hair of a baby.

Confirmation classes are nascent girls in organdy,
ared bishop in a red aisle,

and, in the hand, a psalter.

The metronome of ritual counts arabesques.

A virus raps upon the chromosomal door.
To reform theory, must one visit its cells?

Power coils in each fiction of approach.

Which narrative DNA shall code the itinerary

of a question? Knowledge arcs between motion and rest.
In the intensity and meaning of knowledge,

who then shall declare what's best?

Induction, that rapacious concubine,
waits and wades, sorts her wash and watches.

Sociable deduction observes a selection of contracts.
Ethical, he parts what hair remains.

Critical theory, the Pharisce,
wears her conviction on her slceve.

Gossips in black, grannics from round the Mediterrancan,
save as grounded theory that which fits and works.

A hermeneutic flickers hermaphroditically
in the forest of many mecanings.




Positivistic bees have hived the walls,
waxed vast hexagonal nests

and eaten joists. They hum the hymn

we hear where leaking honey slows our feet.

Does research reduce to mere

conversation among conventions?

A motley parade prowls our inner and outer concourse.
Should we raze or reconsecrate

our temples of theory?

Paradigms strike calculated bargains

and set up shop as agents, whores, money-lenders.
Minds of researchers are made-up

in magazine styles. I fear typecasts

as I fear religion.

Genius, like a rabbit , while alive, can only be shot at.
It cannot be eaten until dead.
Schopenheimer

Genius. In science--the general rules an army;
cach atypical conforms or falls away;

the denominator is common;

every force invests in fields.

In art--a little metaphor can poison a lot of weils;
outriders, life outriggers, are glorified:

not lopped-off, they bear freight.

I mistrust much dedicated syntax.

We attempt a language of science,

but we speak as artists. The angels

at our clbow are of metal or of stone.

Is it blessed to wrestle a name from texts 4
within this stronghold? Where might we shout
a healthy prophesy?

The few gods I've met scem bored by understanding,
prediction, control. Evenhandedly,

they pass out knowledge as emblem, experience, joke.
Their distant cosmic laughter rumbles

like the purr of a cat, warm belly by my ear.

We snooze.




Pattern holds until it overflows.

When is a model a house in which to shelter?

I enter the workshop on tip-toe,

reach for a monkey-wrench, force one nut,

then hook the tool back upon the wall.

[ don't want to drive through Alabama

and sce Nataraja dance in his circle of firc

within each twinkling eye.

Not that the universal dance is out of place

in Alabama. Nor that I am uncharmed

by the beauty or the concept of Nataraja--it's this:
when a carpenter carries a box of tools on a journey,
she fixes broken chairs while listening

1o stories, and the stories told

arc inspired by the fact she arrived, kit in hand.

2. It Must be Manageable

[ dream ] am naked and scated
on a wooden floor, surrounded
by babies and toddlers.

[ dream I attempt to dress myself

and, simultancously, prepare a meal.

I drcam a man with a chain saw who jumps
from the bleachers to the gym floor.

I drecam he taps my chest, then rests

his chain of steel thorns across my breast.
Drcaming he means to pull the cord,

start the roar, slice me.

Itwist. The bar of his saw strikes my spine,
its line nicks my hip as I fluster away

to hurry preparation

of this crazy meal that refuses to rcalize.
Pcople arrive and collect unfed babies.

I give up hope of clothing.

The teeth of his deadline avulse

thighs, waist and trunk as I work faster.

3, It Must be Parsimonious

Westron wind, when wilt thou blow?
The small rain down can rain.
Christ, that my love were in my arms,
And | in my bed again.

Anon




From the middle ages: a scafarer
becalmed in a downpour,

swore

simply

besceching cause or force for an effect.
Not mentioning any facts on board,

he rcpeated:

rain

and said what he wanted.

[ can sec him

asifont.v.,

shoulders soaked,

hands chapped,

wet cloth struck 1o his ankles.

Law of parsimony: the logical principle that no more
causes or forces should be assumed than are necessary
o account for the facts.

O.ED.

Economy permits reiteration.

The charm of parsimony:

amagget lingers,

despite.

the slop

of memory. 1hear

from 1963, a young professor's voice:

This is the most beautiful poem in the English language.

Every theory descrves
sparing expression.

My poem
is not enough
silent.

4. It Must be Significant: Fanny Bay Bill

Audrey wrotc a fiction about living on the islands. Bill, who used 10 have
a ponytail and prefers books about fungus or bathhouses, read Audrey's
novel. "It's the best description of island hippy life ever written. 1

know six of her characters," he allowed. I think there is a difference
between relevance and significance, but it's sometimes hard 1o tell.
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When you share a conceptual framework, detail fascinates and vehicles
neced only go. Odd trucks run along local roads.

There are several stories about how Fanny Bay got its name. Carol, who
lives with Bill, claims the refcrence is to one of Thomas Hardy's
characters, but when I looked the book up, the woman was called Fanny
Day. Others say a sailor admired a girl squatting on the sand shucking
clams and, laughing, signed the place in his log for her memorable ass.
Others outline the peninsula on a map and suggest it resembles a gluteal
grin, How significance is found tells first about the mind doing the
finding. Second, it suggests context or precedent. Third, but only
obliquely, it reflects upon the object named.

Fanny Bay Bill has a rule: Icave things better than you found them. He
lefi two fridges full «  labelled microcondia; his dissertation is on
molds. So, who is to say, what is funny or important, quirky, rclevant or
significant?

5. It Must be Testable

A fence rotted at its foot:
severed boards flop in a sleeve of vines.

A man is held up by veins.
My death is held up by veins.

Weeping over the onion

in which nest perceptions within concepts
within beliefs within attitudes within values.
Slicing intellectual history across its root.

Do you not believe

aman is held up by veins?
Can you sce

a shuddering fence

coated with Virginia Crecper?

WANTING

Talking to the ghost of desire

whose left hand conducted a symphony
far from my neck this winter, I ask him
why he moved his rchearsal hall,

his stirring of the air before his orchestra,




his exuberant timing, his encouragements,

his whole precinct far, far away--

why he vacated his former premises near my throat.
Talking to him as I walk is like praying,

like attending to interference behind an announcer's voice.
I comsplain in this silent way, and listen

in case he might reply with a phrase,

a throw-away cadence I must be quick to catch.

Partly, I'm behind my ear, finger across my lips,

and partly I'm yelling at myself: numbskull!
Trudging across campus through snow,

angry at myself for wanting romance,

angry at the ghost for not coming to woo me,
spitting damn angry at this fucking trap of wanting,
kicking my loneliness so it remembers

what hurt fecls like--I don't need that agaiii--
marking the past in a ncat diagonal

of feet pointing in the direction of maturity,
listening to such a clamour, such fierce warnings,
the dominant signal on this radio: woman, smarten up.
Pounding in silence through the sparkling afternoon.

I drcam of my aunt, who died {ive years ago,

upstairs holding court after breakfast in an English hotel.
Her body--respirited--recognizes me.

She crumples, saying my name.

Which part of me is this five-year old corpse
who recognizes me, even though I look different,
and she wasn't expecting me to turn up?

Can't I just stay in your arms where it's cozy
and I know the smell?

1 don't want to want this much.

T don't nced to want like this.

Can't I be satisficd

with a cranky, busy, sick and tircd man
whom I've known for five years?

THINKING #1

Like two deer
our minds graze.




Knowing is a grazing.
It is mealy salal berries.

It is the blue stain on her two cheeks.

She sat on the sod over the septic tank,
age two, to look out

across the street curved

like the scar where an eyelid used to close.

Knowing is a crescent of uncurtained houscs
with vinyl siding, cach centred
in a cleared lot below her.

Deer startle when the child stands
to touch our hides. Mind steps out of view

Two docs wade uphill.

Our toes skid on granite, sink

one after the other, in moss

where eyelashes of forest

wCre not cut away.

We graze as an onshore breeze grazes.

Thinking is the eight feet

of the two of us parting,

wading a waterfall of salal

ahove the duroid roofs of western suburo.

Did it occur that the thought

of us grazing is only one's dreaming?
Does knowing thought move,

sift through dozing.

Thinking is the bluccycd gaze

in a ncw daughter, mid -morning,
her fists full. She picks

a rhythm for grazing uphill.

THINKING #2

This concept of dog:

at arm's length, the sun

tuncs in one station of rainbow
from the invisible tree of prism.
The sun-dog warns of snow
and worries a farmer.




This concept of farm:
domed turrets of a castle,

all aluminum, cement, limestone.

Its causal trickle of Holsteins

frozen in a contour of the hill.

Wheels of cheddar roll from its cellar.

The farm a fortress in a country criss-crossed
with the inroads of concessions.

The cows monitored by computers.

This concept of a cemetery:

congregation of chalky monuments

bleached more pale than ccm husks

in mid-November ficlds. Patrons,

leaving the stadium, game over.

A new headstone of pink granite is smaller,

as if its body were gone, sunk into the soil.
The old slabs stand, tilted, the height

of puberty. If they walked to town they'd look
fire-cyed and thin,

The dog, for Diogenes, was swift

cmpirical thought, carrying all things with him,
Dogs of the spirit world grin

at the gate of Tibetan temples.

Fire dogs guard a buming log.

The dog star is fixed and bright.

Dogs of war hunt without knowing mercy.
Dogma has lost the mobility in Diogenes symbo!.

Where I come from, a dog is a grey shark,

the fish without scales who measures lines

and snaps them. Time is the hunger

that folds things neatly in its chest of fog,

Death rides on the branches of cedar in boxes of cedar
crested with frogs or bears. The land

streams through a farm like thoughts through

onc mind. 1 am fascinated by the strata of concepts,
cach layer distinct, for all purposes of speaking.

A prismatic arrangement of earth-dogs

pads through the landscape, warning

of ice-age, warning of those nearly unimaginable
flows of lave, rock, glacier, ocean

into whose contours we crowd now, this winter morning,
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Book Reviews/Recensions

LEARNING AND DEVELOPMENT: A GIL.OBAL PERSPECTIVE
Alan Thomas and Edward W. Plowman (eds.)
Toronto: OISE Press, 1985.

This book contains 14 papers presented at the Global Learning
Symposium held at the Ontario Institute for Studies in Education,
Toronto, in April-May, 1985, with an introductory chapter by each of the
two cditors. It is a good thing they have been published because only 42
people were there to hear them, by design.

This prompts consideration of the ways that the kinds of ideas that were
cxposced at the Symposium come into the awareness of--and are thercfore
able to be learned by--the far-flung-pcopled world. In his introduction,
Thomas refers to the famous 1913 Armouries Exhibition of impressionist
painting in New York, which permanently transformed the world-vision
of those who atiended it. In thosc days you had to be there, in person; so
the impact--and the learning--were limited to that elite and lucky group.
Thomas concludes that for the learning process that took place at the
Symposium to be kept alive and extended globally, tiiere needs to bc an
increase in the range and background of the participants. And the last
contributor to the book, Montagnon, an English film and T.V. producer
who was in at the beginning of the Open University, brings us round to
the point again. He questions the very nature of the communication that
gocs on in such a symposium, through the “safe . . . academic paper”, and
asks what the media--T.V., radio, audio-visual and video technologies,
ctc.--have to offer to complement the "two ancient stand-bys: the written
word, or pictogram, and face-to-face dialogue".

Between these two contributions this book contains a galaxy of good stuff,
from a pretty stellar cast. In fact, a great virtue of the book is that it
introduces us to thinkers and doers from many cultures: North
American, African, Sri Lankan, Latin American, West Indian, Chinese,
English. Because of this, it would be impossible to do justice to any onc
of them in devoting a few lines to each.

What 1 have found challenging in the book is what the papers, taken
together, state or imply about the relationship between cducation and
learning. Whilc insisting, as many of us do, on a distinction between the
two, in his introduction Thomas refers to the practical subtietics of
making such a distinction. And what I end up with is a question as to
whether the subtleties may not, in fact, be such as to obliterate the
distinction itsclf. The question is gencrated by the range of meanings of
both learning and cducation as they arc treated in the book, and the way




that the two concepts merge into cach other when you look at them in
different cultural contexts.

Hewage and Ariyaratne, from a Buddhist perspective, show that lcarning
consists of processes embedded in the culture--meditation, reflection,
the "psychosphere” as distinct from the Western-perspective
“sociosphere”.  And these processes constitute a learning system, i.c.,
"education”, itself. Writing of the Sudanese Dinka people, Deng suggests
that learning and education are one, a process of informing
("in-forming") by which skills and language are passed down. “In
pre-literate societies knowledge and learning are embodied in the human
being, his experiences, his recollections, and the collective memory of
his community. Tn literate socicties, knowledge is found in the librarics,
archives, and various forms of cultural expression"--and, we might add,
schooling of wvarious kinds. So, is the distinction between learning and
cducation a Western/literate function, coming out of what Schon calls the
positivist epistemology?

Not if we heed the contributions in this book frem such others as
Boulding, Schon himself, and Holland. No-ogenitics, Boulding reminds
us, is the transmission of learned structures from one gencration to the
other.  Schon sketches out his idea of reflection-in-action (which he has
claborated elsewhere), which brings together learning and the structures
we develop to encourage lecarning.  Holland reminds us that conditioning
lcarning theory, on which much of our educational structure is premised,
is only a part of the story; the ethological theories of learning are about
the natural behaviours of organisms in their process of adaptation. Hall
draws our attention to cultures characterized by what he calls
"high-content communication”, where much of the meaning in
communication is already stored, i.e., has, so to spcak, already becn
learned from the culture, as if by osmosis. And Hall so identifies not
only Hopi, Pueblo, some African, and Japanese cultures, but also the
French "in their daily life" (but not in their intellectual life). Glusberg
suggests that the very structures and signs of the city are themsclves the
context and stuff of learning. Plomer, co-cditor of the book, suggests
that we are changing simultaneously our knowledge of the world and our
ways of knowing and learning (i.c., our concept of education?) through
the new information and communications technologiecs. These arc voices
of the west, not well enough listened to.

We distinguish between learning and education by saying that learning
is a (still mysterious) process that takes place within the individual, and
our point of reference is the individual, while education is the way
socicty structures that process in terms of time, place, and methods. One
important reason for making the distinction, particularly insofar as
adult ecducation is concerned, is to keep us alert to the limitations,
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indeed the inadequacies, of education as it is conceived and structured
in our socicty, and to break out of that structure. In the Buddhist and
other non-European cultures, lcarning is seen as a communal, collective
phenomenon; in those cultures (and in our own, if we follow some of the
writers 1 have mentioned), education is a pervasive and embracing
process that should be seen as enmeshed in learning. So in clinging to
the distinction, are we failing to explore the practical implications of
sceing learning and education as one, in the Dinka way? Arc we failing
to sec Glusberg's signs of the city? Are we in effect reinforcing what we
say we are against?

These are some of the questions the book leaves me with. It is a good
book for stirring up the mind.

Hayden Roberts
University of Alberta




Cochrane describes her work as an "oral history." Therc are two parts.
First is the thirteen chapter collection. Second is her summary and
analysis of data from questionnaires and personal interviews of 82
friends and former associatcs. Her objective was "to obtain a historical,
biographical, and analytical review of Roby's work that pertained to the
following themes: organization development, scope of contribution, adult
learning theory, adult education practice, major aims and goals,
cross-cultural approach, personal qualitics/character, personal
influence/impact, and overall contribution.”

Unfortunately, she falls far short of her objectives. She inappropriately
and dubiously mixes historical and social scientific rescarch mcthods
and writing styles. For one thing, she claims to have based her research
methodology and analysis on Glaser and Strauss' (1967) grounded theory
approach. Therc is no grounded thcory building here.  She admittedly
pre-determined her major themes--in  direct contravention of grounded
theory's major purpose. rurther, she neither analyzes nor synthesizes
her cvidence in any comprehensive fashion.  She focuses solely on
opinion, without corroborating evidence or without reference to relevant
social, cconomic, or political contexts in Canada and India. Rcaders are
left to make their own inferences about the hows and whys of Roby's
work, drawing together what facts and opinion they can from the thirteen
independent accounts.  Cochrane's collection of opinions adds little. At
best, she offers comparisons of opinions (that border on gushing praise)
by his Canadian and Indian associates. Such opinions serve to support
her contention of Roby's impact on the ficld and his cstcemed status.
Finally a quibble about citation style. It is quite irritating to read quotc
after quote, cach followed in APA style by last name, "personal
communication," and year--cspecially when there is no reference list,
and thus no first names that could be traced in future rescarch.

Surcly, Roby and his life’s work deserve better. This significant picce of
Canadian and educational history is surcly morc worthy than the
golly-gee-wiz--he was so great! (and so maybe arc we)--approach as
commissioned by Cochrane. Let's more dispassionately discover and
cxplain Roby, his life, his approach, and his accomplishments.  And let's
tic it in closely to the rest of his and our world.

Finally, should you buy this book?  Perhaps, but remember, caveat
emptor. It is not all that it promiscs, but, as they say, it's all there is.

Ian Hunt
University of British Columbia
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ILLITERATE AMERICA
Jonathan Kozol
New York: Anchor Press/Doubleday, 1985.

ILLITERACY: A NATIONAL DILEMMA
David Harman

New York: Cambridge, The Adult Education Company, 1987.

These two recent US books begin with grand ideological and policy
questions:  Why don't we gel on with it and crcate a more literate and just
society?  Can illiteracy be eradicated? Why does it seem intractable?
These ideological questions point to the social practices of literacy--its
uscs in context, its development as related to other kinds of devclopment.
Ncither author takes these questions far enough.

jonathan Kozol's book, the earlicr and the more challenging of the two,
first urges the "plight" and the cost of illitcracy--the alarming statistics
and heartrending tales that are designed to win wide support for the
literacy cause. He claims sixty million illiterates in the US. Alhough
he docsn't explain how, he attributes $20 billion in costs (industrial
accidents and errors, welfare and unemployment insurance, prisons) to
their inability to read and write.

He piles on descriptions of the plight of illiterates, in a plea for
sympathy and constructive rage. They are, he says, excluded, enslaved,
unaware, intimidated, immobilized, half-citizens living in misery,
humiliation, subjugation and fear. He recitates the usual "cannots" and
more--from bafflement at menus and hospital admission forms, to the
inability "to see historic precedent" for economic exclusion, and to make
"suffering belicvable, by the use of written words" (170).

Kozol says that existing programs mostly serve “those already on the
edge of functional effectiveness," not "the truly oppressed” (44). He
advocates a campaign (in prose that some find inspiring, but 1 find
bombastic and often imprecise). 1t will be a "passionate endcavour,”
beyond functional literacy, a ‘"struggle rooted in politicized and
grass-roots mobilization" (49). Subjugated people, he says, will not make
"substantial gains in literacy skills if those skills are not directly
linked to other arcas of need and if those links do not consist of
cnergizing words that can legitimize an often unacknowledged sensc of
rage" (48).

His attractive vision includes thousands of community programs, with
"foot-workers,"” to recruiting people to plan and participate in programs;
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literacy on the agenda of grass-roots groups; circles of six or seven
learners with a literacy worker (a student, retired person, or community
member). In one of the strongest chapters in the book, he urges the use
of learners' stories, "oral history,” as primers. These, he says, will be
"at once a chronicle of longings and a history of sccret gricf.”

In all this, the key words are morality, passion, rage, denunciation.
Kozol does not ask how the moral effort of a literacy campaign could be
embedded organizationally in changing society "Action” scldom
appears in Kozol's text, and "organization” never. He writes, for
cxample, that we should scek in literacy work for "instruments of moral
leverage . . . to examine the political determinants of subjugation;

and, by virtue of reflection and examination, first to denounce and
finally to transform™ (92). The nexus between denouncing and
transforming does not attract Kozols interest.

He says that oral history will, and should, contain “"dangcrous”
words--words that "take on emotional intensity" or have "passionate
potential" (136). He thinks of the danger in emotion and passion, good
humanistic stuff--not of the danger that the oppresscd might organize to
become masters of their own destiny. This peculiar silence must be part
of the wide political attractiveness of Kozol's book.

Kozol intends a wide appeal. He lodges his cause in the American
longing for both unmatched prosperity and world moral leadership: "I do
not believe that an illiterate society--one third illiterate in verbal and
numerate respects, the other two thirds literate too often in the least
compassionate and most destructive ways--can hope to prosper or
compete in cconomic terms, prevail in moral terms, or hold a promising
beacon to the wreiched of the earth in any terms at all, until we are
prepared to launch an all-out battle with the encrvating adversary that
resides in our own atrophied imagination" (78-9).

The last page of his book declares, "lllitcracy, when widely recognized
and fully understood, may represent the onc important social, class and
pedagogic issue of our times on which the liberal, the radical, and the
informed conservative can stand on common ground . . . " (199). But what
kind of "common ground" is it? How can he have us imaginc a causc both
angry and political, and yet unifying ncarly cveryonc?  Various silences
allow this, and numecrous unasked and unanswered questions. For
cxample:  Kozol says that Americans are “"surrounded and conditioned by
the print rcality . . . whose skilled practitioners control the chicf
determinants of their existence.” How will thosc who benefit from this
control react to a vastly enlarged literacy?
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He complains that, "A nation that is drowning in the presence of false
language cannot differentiate between decision and mechanical response”
(181). He even explains that, "Skills divorced from earnest applications,
cificacy divorced from ethics, competence divided from compassion, no
longer define a literate adult in an endangercd decade. They represent
instead the definition of a garrulous efficiency in service of a
self-destructive goal of global domination” (190). How will the agents
and beneficiarics of global domination be won to the passionate crusade?

He coolly observes, "Both the number and the visibility of functional and
marginal illiterates are now significantly greater than a decade back and
will be still greater in another ten or fifteen yecars," as stiffened
tracking patterns increase schooling inequalities and dropout rates (58).
How will the forces behind this increasing illiteracy be undone?

On all these questions, Kozol is silent.

He is likewise silent about the societal process that continues to creatc a
surplus population, with no place in the labour market and "no need" for
literacy. He embeds his argument clearly in the racial politics of the US;
but not in its class politics.

Our present literacy is deeply embedded in the ways that our socicty is
managed, both in the development and propagation of its dominant ideas,
and in the routines of its administration. Kozol does not give any
sustained account of literacy as a tool of domination, although he does
intersperse remarks.  But his idealism lets him avoid asking how cur
present literacy (and illiteracy) are embedded in our nresent social
organization, or how a new literacy might emerge with a new social
organization.

Kozol can avoid these difficult questions about literacy as a social
practice, because his ultimate conception of literacy leaves them behind.
He offers this "quintessential definition of a literatc human being: one
soul, reaching out of thc lonecliness of the human condition, to
find--through love--another" (162). In his peroration, Kozol confesses,
"l do not believe that we have any choice but to be loyal to our own most
stirring moment of transcendence.” His vision of literacy is, ultimatcly,
transcendent.  Putting it into this world is work he lcaves to the rest of
us.

His jeremiad reads best if approached not for an analysis that can inform
action, but for the engaging man that has written it, and for a reminder of




the moral urgency that should underlie a secrious examination of
literacy and literacy work.

In David Harman's eyes, transcendent vision is just overblown rhetoric.

Harman opposes the idea of a campaign. His central theme is that
literacy is historically an unbecatable enemy, and "as people everywhere
strive to achieve fully literate socicties, their efforts secem to be
perpetually  obstructed” (2).

His argument shows the common sense and humanitarianism that one
would expect from his earlier work with Carman St. John Hunter. He
reminds us that the common claims that literacy work produces economic
and political participation, "attribute to literacy powers that it
unfortunately does not have. Neither labor market participation nor
‘good citizenship' are necessarily contingent upon reading and writing
abilities” (33-4).  Certification counts more than literacy in the labour

market, and unemployment "is caused by economic conditions, not by
cducational gaps" (34).

He points out that literacy is not just a matter of improving the schools,
or getting dedicated volunteers out there working. He says, "Attempts to
teach literacy without due regard for the values and motives of the
learners are doomed to failure" (2). “Literacy itself cannot be forced
upon people" (72). Programs that work well are shaped by learners’ own
nceds to meet the literacy demands of their environments.

There is a darker side to Harman's common sense and humanitarianism.
His concept of literacy is idealist and psychological--about "values" and
"consciousness." He warns that, "More than a set of skills, litcracy is a
value" (11). He juxtaposes a "set of skills" not to a "set of social
practices,” but to "a value."

This idcalism shows up dramatically in his decidedly up-beat history of
literacy. In a kind of nice anthropology, he mnotes that literacy develops
when people want to “record law and lorc for transmission to their
progeny . . . preserve their cultures and heritages" (14). As an
afterthought, he adds that "of course" litcracy extends over spacc as well
as time, and "made it possible for people to govern large tracts of land
(sic--not pecople)--to create and administer large cmpires” (15).




In the middle (for Harman, dark) ages, Church and secular elites saw
literacy as a danger to their hegemony. Then came Protestantism and the
printing press, and "Throughout the past four centuries emphasis on
libcration and human rights had been coupled with a strong conviction
that education and literacy ought to be universal and avidly pursued”
(18). "The position that literacy in the hands of the masses posed a
potential danger and that, therefore, it should be restricted to certain
ruling groups was firmly replaced with an ideal of a fully literate
populace.  The acquisition of schooling and literacy were henceforth
deemed human rights to be avidly pursued. Governments were charged
with--and generally accepted--that mandate" (21).

Harman's view ncatly skips over the regulative side of literacy, in favour
of its liberating side. And in a subjectless history of liberating
convictions and ideals, the question arises why literacy remains an
unbeatable enemy. Answer: the "values” of communities, who somehow
do not buy into the ideal that governments have for them.

Here Harman's Whig history meets his good common sense and his
opposition to a literacy campaign. Individuals will acquire literacy
when they ‘"recognize that their abilities are below those that are
normative” in their communities. When individuals are in “"communities
in which literacy is not expected and its existence not rewarded . . . it
is the community that must become literacy conscious and establish a
definition of expectation for its members" (10). He even offers a concept
of "cultural illiteracy"--not being ignorant of culture, but being part of

a culture that does not "value" literacy. So the task becomes “instilling
reading consciousness” (53).

With a psychological conception of literacy, Harman cannot criticize the
social production of texts. So he is left with blaming "community" when
literacy does not take. This has its most painful twist in his account of
public schools. There are, he says, "supportive" communities (involved,
both assisting and censuring the schools); and “nonsupportive"
communities (that regard education as important, but do not intervene)
(49). Kozol, and current sociology of education, see thcse as class
relations, involving the limited resources and skill of some parents, and
the resistance of schools “to them. For Harman, it is good and bad
"values." Of course, Harman's concept of "community" predictably
slides into that of "family"” (50-1), but enough said. Deprivation
theorics have found a new formulation in adult education.

At thc very best his approach is quiescent: ", . . pcople will actively
scck and attain those literacy levels that are dictated by their
cnvironments” (9). So pcople actively seck to mcet demands that they




passively accept. Definitionally, he says, we should "locate problems
where they exist" (44). This does not mecan where pcople are excluded
from the relations organized through literacy, or wher¢ they want to
create new forms of literacy to change their communitics, but only where
there is some “dissonance" between individual skill and given social
demand.

Eventually Harman "happily” contradicts his whole argument, and says,
"A strategy based on the nceds of people--as they themsclves perceive
them--can transform the vision of universal literacy into reality” (73).

Harman also has a grand vision. "Literacy is freedom. Literacy makes it
possible for people to determine for themselves what they wish to know,
and in what depth . . . " (93). (It is a fine sentiment; ncver mind that his
whole argument about when pcople are "accessible” to literacy teaching
assumes that illiterates alrcady determine what they wish to know.)

"Far from being an anachronism, literacy rcmains one of humanity's
finest and most important inventions, irreplaceable despite all the
technological advances of our time. Without it we would remain in a state
of subjugation, subject to the whims of the few who are literate. With it
we are liberated, free, independent" (94). (Never mind, again, that none
of his accounts of community "values” or "consciousness” arec about
brecaking free from subjugation.)

In their diffcrent ways both Kozol and Harman are liberal and
humanitarian. They both respect and focus on "community” (Kozol wants
to enliven the poor and illiterate to moral protest, Harman to instil
literacy consciousness in them). Both have visions of literacy as
conveying higher "values.”

In criticizing both, I do not urge adding conservative and/or radical
idcologies of literacy to their liberal idcologies--though all thesc will
certainly appear. It would be more fruitful to hold off on the
idcologizing, and look at how litecracy actually works, to develop a
conception of literacy not as a set of ideals (morals, passions,
consciousness and values) but as a set of practices (uses and rclations).

A Canadian account of litecracy might just help to do this. In the
tradition of Innis and McLuhan, it could be more cognizant of the
embeddedness of communications--thus of literacy and textuality--in
the cxercise of power. And a Canadian account would be marginal to the
difficulties of political clarity at the centre of empire. It would not
assume, with Kozol, that thc moral awakening of the powers that be will
liberate the subjugated, or, with Harman, that literacy is purc and simple




the modern liberating ideal. A modest and descriptive Canadian account
might begin not with grand ideological issues, but with the experiences
of illiterates and of learners and workers in literacy programs.

Richard Darville
Working Alternatives
Organizational Rescarch Associates
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Graduate Degrees in Canada~Adult Education and
Cognate Subjects

In this second issue of the Journal we publish the list of theses and
major papers completed at the Masters and Doctoral level in 1986. To go
farther back than that would take up too much space. It is our intention
to publish such a list once a yecar, covering the last preceding calendar
year.

We acknowledge, in this connection, the work of collection and
compilation, of:

Robert Carncy and James Small, University of Alberta;

Roger Boshicr and Gordon Selman, University of British Columbia;

Elaine McCreary, University of Guelph;

James Draper, The Ontario Institute for Studies in Education;

john Dobson and William Sinnett, St. Francis Xavier University; ~
F. Barry Brown, University of Saskatchewan.

UNIVERSITY OF ALBEKTA

Mastes of Education (Education Administration)

Theses

Ceccile June Bushko Attitude change of student nurses toward
decath and dying
{Supervisor, T.C. Montgomerie)

Regina A. Leonard A follow-up study of the graduates from

the fundamentals in operating room
nursing program University of Alberta
Hospitals May 1981 to July 1985.
(Supervisor, J.E. Seger)

Barbara Ann B. Pillay Motivation and impact. The voice of
illitcrate women
(Supervisor, D.A. Mackay)

Projects

David Arthur Mappin A casc siudy of the process for
considering reorganization possibilities
and altematives for instructional support
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services in the faculty of education
(Supervisor, E.J. Ingram)
Wesley K. McLaughlin Evaluating chemical hazard information
_ programs: A methodology
(Supervisor, T.C. Montgomerie)

Sylvia P. Myrglod The nurse as a change agent in patient
_ education
(Supervisor, A. Konrad)
H. Yeu A critical look at the systems approach to

—. instructional design
‘ (Supervisor, T. Carson)

Master of Education (Educational Foundation)

Judith Anne Cameron Interaction styles and success at problem
solving by non-native speakers of English
(Supervisor, J. Patrie)

Elizabieth 1. Hagell Nursing knowledge: A sociology of
— knowledge analysis

(Supervisor, M. Assheton-Smith)

David Weldon Watts Creativity and catharsis: The
psychoanalytic perspectives of Melanie
Klein
(Supervisor, P.J. Miller)

Doctor of Philosophy

Wing-Chung Cheng The development of teacher education in
an urban Chinese community
(Supervisor, M.K. Bacchus)

Ki Su Kim The educational theory of John Stuart

' Mill
(Supervisor, P.J. Miller)

THE UNIVERSITY OF BRITISH COLUMBIA

Master of Arts (Adult Education)

M.M. Carlisle Early agricultural education in British
Columbia: The pioncering role of the
Farmers' Institutc
(Supervisor, G.R. Lelman)

K.P. Gill Retention of basic cardiac life support
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D.J. Robinson

S. Tobert

Master of Education

L. Bailey

R.S. Borland

V.L. Brooks Smarz

I.A. Cole

R.E. Dixon

E.J. Galatiuk

H.A. Linton

P. Moore

D. Sanders

J. Shen

skills by nurses followin’ 4
(Supervisor, D.D. Pratt)

Continuing education inap  ssional AN
nursing association /
(Supervisor, G.R. Selman) /
Concems of mothers in the first month

postpartum N\

(Supervisor, D.D. Pratt) : AN

Study-learning and the adult basic
education learner

(Supervisor, T.J. Sork)

Continuing educaticn of the entrepreneur:
a survey of the sofiwase development
industry in British Columbia
(Supervisor, T.J. Sork)

Volunteer training programs: the case of
the Canadian Red Cross British
Columbia/Yukon Division

(Supervisor, G.R. Selman)

English as a second language in business
(Supervisor, W.S. Griffith)

Physical and emotional abuse and neglect
of elders in the family and implications
for adult education

(Supervisor, G.R. Selman)

The design of a counselling scrvice for
adult learners

(Supervisor, G.R. Selman)

Productivity improvement in
organizations: A human resource
development perspective

(Supervisor, T.J. Sork)

Scif-evaluation: An analysis of its use in
adult education and a typology of tools
(Supervisor, T.J. Sork)

Knowledge and skill requirements of
home care nurses working with the
terminally ill

(Supervisor, T.J. Sork)

Worker education in China

(Supervisor, R. Boshicr)
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AlJ. Smith

C.A. Streeton

B.E. Thompson

Doctor of Education

P.A. Brook

UNIVERSITY OF GUELPH
Master of Science (Extension)
Theses

Neil Gibson

Major Papers

D. Eisenbarth

M. Hunt

The promotion of general interest
continuing education programs
(Supervisor, J.E. Thornton)

The long term care assessment: health
promotion and education strategies
(Supervisor, J.E. Thornton)

An analysis of Mezirow's work on
perspective transformation and adult
learning

(Supervisor, D.D. Pratt)

Occupational socialization of women in
post secondary career education programs
(Supervisor, W.S. Griffiths)

Support services for distance education
students at the University of Guelph
(Supervisor, M.W. Waldron)
Participating and literacy in
problem-posing extension for integrated
rural development: A Sierra Leone study
(Supervisor, J.C.M. Shute)

An evaluation of the rural seminars for
vital people: A leadership training
program

(Supervisor, D.H. Pletsch)

The relationship between self-csteem and
career related male mid4ife transitions
(Supervisor, M.W. Waldron)

Reasons for attending and areas of
interest among visitors to an agiicultural
technology exhibition

(Supervisor, D.J. Blackburn)
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Kess Poppe

The advanced agricultural leadership
program
(Supervisor, D.H. Pletsch)

THE ONTARIO INSTITUTE FOR STUDIES IN EDUCATION

Master of Arts
G.E. Gitterman

J.M. Summiers

Doctor of Education

W.J. Baker

A.M. D'Andrca

E.S. Mcsbur

R. Roberts

A.B. Rossiter

M.C. Schwass

Mentors in nursing

(Supervisor, A.M. Tough)
Participating in development: A case
study of the co-operative savings and
credit movement in Kenya
(Supervisor, A.M, Thomas)

Self-transformation in early adult males:
The Katimavik experience
(Supervisor, D. Brundage)

Teachers and reflection: A description
and analysis of the reflective process
which teachers use in their experiential
learmming

(Supervisor, M.D. Ellis)

Towards a model of institutional support
for part- time learners in post-secondary
evaluation: Case studies from Ontario,
Canada and Queensland, Australia
(Supervisor, A.M. Thomas)

Learning as an interactive process:
Perceptions of experiential learning
(Supervisor, V. Griffin)

Staff members' perceptions of stress in a
juvenile correctional centre

(Supervisor, M ' Ellis)

In private: An inquiry into the
construction of women's experience of
carly motherhood

(Supervisor, R. Simon)

How people lcarn to cope with 'boom-bust’
cycles of large energy projects: A case
study of the community surrounding the




Bruce nuclear power development
(Supervisor, A.M. Thomas)

V.P. Singh Effects of self-monitoring of stress:
Adjustment to illness in patients with
end stage renal disease (ESRD) on home
dialysis
(Supervisor, J.A. Draper)

H.M. Sutheriand The inservice education of managers in
sclect Japanese and Canadian
organizations
(Supervisor, M.L. Handa)

Doctor of Philosophy

G.J. Donner Work sctting and the professional
socialization of nurses in Ontario
(Supervisor, D.S. Abbey)

R. Marchand Living on the threshold: The body and .
language of coming out .
(Supervisor, D.H. Brundage)

ST.FRANCIS XAVIER UNIVERSITY

Master of Education

E.M. Desbiens Development of a handbook as a learning
resource tu assist small merchants to
understand leasing problems in shopping
centers
(Supervisor, W. Sinnett)

D. Elamthuruthil Community develepment through
awareness raising education: A
descriptive study of the
socio-educational centre at Gunadala,
India
(Supervisor, J. Dobson)

S.B. Ewing Critical care nursing program: An -
approach to a model
(Supervisor, M. Gillen)

L.I. Hein Computer assisted learning in
management training: The design and
devclopment of a time management
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learning package
(Supervisor, M. Gillen)

J. Magnan Applying principles and conditions of
adult learning to teaching a university
course
(Supetvisor, M. Gillen)

D.B. MacDonald, Jr. Producing "Narrowcast" video: An
analysis of an approach to video
production
(Supervisot, M. Gillen)

J. McGonigle Toward improving adult vocational
cducation: A leamning interface system
(Supervisor, M. Gillen)

D.M. Morris Women as adult learners: Needs
assessment
(Supervisor, W. Sinnett)

UNIVERSITY OF SASKATCHEWAN
Master of Continuing Education

Lois E. Berry Adult stu_ents in nursing education: An
analysis of their characteristics and
problems experienced in comparison with
younger students
(Supervisor, M. Collins)

Leif E. Hommen The "organic intellectualism" of Antonio
Gramsci: A study of the concept as a
contribution to the politics of adult
cducation
(Superviser, M. Collins)

Elsic J. McKenzie Multivariate prediction of academic
performance in a diploma nursing
program
(Supervisor, ER. Misanchuk)

M.M. Thompson Factors influencing Saskatchewan
occupational therapists' involvement in
fieldwork
(Supervisor, L. Proctor)




GUIDELINES FOR CONTRIBUTORS

Tynes of articles to be considered

fo publication: Analytic examination of
issues; Reports of bmpirical research;
Theoretical formulations; Comparative
studies; Interpretive reviews of the
literature; Historical studies; New
approaches to qualitative and quantitative
research.

Editorlal style: Articles should conform

to The Chicago Manual of Style . Citations

and notes should be be numbered in sequence
inthe text, and the relevant references be
listed accordingly under Reference Notes at
the end of the article (see articles in this

issue).

Length of articles: Normally articles
should not exceed 30 pages of double spaced
transcript.

Number of coples to be submitted:
Three. Typed on standard bond or copy
paper.

Language: Atticles will be published in the
language (English or French) in which they are
submitted.

Abstract: Articles submitted to the

Journal must be accompanied by an abstract
of apptoximately 200 words in length in both
English and French.

The title page: The title page should
contain the following: title of the paper; full
name(s) of the author(s); institutional
affiliation(s) and position(s) held by the
author(s); abstract; brief acknowledgement
of the contribution of colleagues.

Publication schedule: Twice yearly.

DIRECTIVES POUR LES
COLLABORATRICES ET
COLLABORATEURS

Genres d'article considérés pour
publication: Etude analytique de
problemes; Rapport de recherche empiriqus;
Enonciation de théories; Etude comparative;
Commaentaire interprétatif de la littérature;
Etude historique; Approches innovatrices aux
recherches qualitatives et quantitatives.

Style d'édition: Lestextes doivent étre
conformes aux normes du Chicago Manual of
Style. Les citations et les notes doivent étre
numerotées selon leur séquence et apparaitre
dans cet ordre dans les rétérences
bibliographiques qui suivent le texte {voir
articles dans ce numéro).

Longueur de V'article: Normalement les
articles ne doivent pas excéder 30 pages de
texte dactylographié a double interligne.

Nombre de copies & soumettre: Trois.
Dactylographiées sur papier standard ou
papier a photocopisr.

Langues: Les articles seront publiés dans
la langue officielle dans laquelle ils ont été
soumis, I'anglais ou le frangais.

Reésumé: Chaque article soumis & la revue
doit 8tre accompagné d'un résumé
d'approximativement 200 mots, en anglais et
en frangais.

Page titre: La page titre doit contenir les
renseignements suivants: le titre de
I'article, le nom complet de l'auteur ou des
auteurs, l'affiliation et le poste détenu par
chacun des auteurs, le résumé, des
remerciements brefs aux collégues qui
auraient contribué au travail.

Pérlodicité: Deux fois par an.




Editorial Procedure: (1) When articles

are receivad, they are initially reviewed by
the editors. [f the article fails to fall within

the scope and stylistic guidelines of the
Journal, it is rejected with an explanation

and suggestion for future action on the part of
the author. (2) As soon as the referseing is
complete, and the article accepted or
recommended aiterations completed, the
article will be entered into the "publish™ file

on the computer. At this point the article is
publicly available and can be considered to be
published by the author, therefore satistying
the demands of tenurs and promotion
procedures. (3) The article will be publicly
available in the following manner: an index of
articles held in the "publish” file will be
circulated to the membership at regular
intervais. We will utilize the newsletter as
well as other means for such circulation. All
subscribers to the Journal as well as
members of CASAE will be on that list. We
will also explore means of inserting the titles
in existing data banks, that is banks in which
they would be listed if they had appeared
conventionally, and of informing libraries.
Since not all libraries will subscribe to the
Journal, the information wilt be no more
limited than it would be under conventional
means of circulation. (4) Each author will
receive three copies of his or her article as it
appears in the file. Single copies will be made
available on demand to any request at a price
to be determined. it is possible that some
recipients of the index will simply ask fora
copy of all articles held in the fil, arequest
that can be easily respondedto. (5) Once a
year, the editor will scan the "publish™ file,
and select from among the existing articles,
combining them with whatever other material
he wishes to include in a single issue

Submissions address/
Correspondance: Dr. Hayden Roberts,
Editor, Canadian Journal for the Study of
Adult Education, c/o Faculty of Extension,
Corbett Hall, University of Alberta,
Edmonton, Alberta, T6G 2G4.

l f)_'v

La procédure de rédaction: (1) Dés

leur réception, les articles font f'objet d'une
révision par les rédacteurs. S'il s'avere que
I'article ne correspond pas aux objectifs ou
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Articles

LES QUINQUAGENAIRES AU TRAVAIL SELON LES CLASSES
SOCIALES

Danielle Riverin-Simard
Université Laval

Résumé

Cet article décrit la vie professionnelle de l'adulte quinquagénaire,
selon son appartenance sociale. Pour ce faire, on a interviewé 101
sujets de 53-57 ans de la région administrative 03 du Québec. Les
sujets ont été choisis au hasard et répartis a priori selon les variables
suivantes: classe socio-économique, sexe et secteur de travail. Les
résultats globaux révélent que l'adulte de §3-57 ans est A la recherche
d'une sortie prometteuse du marché du travail au sein de laquelle il
tend 2 démontrer qu'il a rempli d'une fagon exemplaire les robles
respectifs de supporter (classe moyenne), de serviteur (classe
défavorisée) ou de leader (classe aisée). Les propos reliés 3 l1'éducation
des adultes ne somt présents que chez les sujets-exceptions.

Abstract

This article describes the working life of adults in their fifties,
according to the social class to which they belong. Data were obtained
from individual interviews with 101 research subjects whose ages
ranged from 53 to 57 years. They were selected randomly from the 03
Administrative Region of Quebec in such a way that the sexes were
equally represented, as were the three socio-economic classes (upper,
middle and lower), and the three sectors of the economy (private,
public and quasi-public).  The overall findings reveal that adults in
this age range are looking for a promising departure from the labour
market. In describing how they were fulfilling their roles in
exemplary fashion, the upper class person spoke of his or her
leadership role, the middle class person of a supporting role, and the
lower class person of the servant role. Very few of the research
subjects mentioned adult education.




Introduction

Malgré l'urgence de procéder A des recherches sur le phénomene du
vieillis semem-l trop peu d'études s‘i.ntéressen't d'une .fac;on précise 2 la
catégorie des uavalllgurs ayant at-tex'nt la cinquantaine. Pourtant on
note chez ¢e€S derniers, une difficulté généralisée concernant la
mobilité occupationnelle et le phénomene de !'obsolescence. Ces deux
problemes qui sont généralement liés 2 l'ige peuvent tout autant
relever d'un encadrement déficient ou d'une mauvaise gestion de ces
ressources  humaines.2:3.4 Par ailleurs, les indices relatifs 2 la
différenciation du vécu occupationnel des quinquagénaires selon
'appartenance 2 l'une ou l'autre des classes sociales sont encore plus
rares. L'importance de cette dernidre variable a pourtant été maintes
fois mise en évidence dans divers phénoménes.5 Par exemple, selon

Halbwacks,5 "la classe sociale . . . imprime sa marque avec une force
telle que les personnes faisant partie de différentes classes sociales
donnent quelquefois I'impression qu'ils appartiennent 2 des espéces
distinctes.”  Afin de jeter un peu d'éclairage sur la spécificité du
travailleur quinquagénaire, le présent article veut donc apporter des
éléments de réponse 2 la question suivante: quel est le vécu
occupationnel de l'adulte de 53-57 ans, selon son appartenance i |'une
ou l'autre des trois classes sociales: moyenne, défavorisée ou aisée?

Eléments Theoriques

Pour mieux saisir la spécificité du travailleur quinquagénaire, la
présente recherche se situe dans une perspective longitudinale et fait
donc appel aux conceptions du développement de 'adulte, ces derniéres
peuvent se subdiviser en deux courants majeurs: les théories
statiques et les théories évolutives. Le premier est largement
dominé par les théories psychanalytiques, néo-analytiques ainsi que
plusieurs théories de l'apprentissage. 11 donne une explication du
développement de la période adulte comme étant un processus de
stabilisation des traits définis durant l'enfance et l'adolescence.’ La
vie adulte serait la période ol s'expriment, dans des situations variées,
les stricts acquis des années antérieures. La fagon originale de
traverser une période conflictuelle ne constitue définitivement pas un
changement en soi mais s'avére plutdt une concrétisation ‘de l'un ou
l'autre des types de personnalité ou de socialisation précédemment
formés. Quant aux changements observés, d'ardents défenseurs de ce

courant, tels Costa et McCrac® vont méme jusqu'd les interpréter comme
des comportements névrotiques ou extravertis. Pour sa part, le courant
des théories évolutives, dunt les noms les plus connus sont ceux

d’Erikson,? de Levinson!® et de Gould,!! postule que les humains ont




la capacité de changer durant toute leur vie et que le développement de
la période adulte dépend beaucoup moins des expériences antérieures
comme on l'avait d'abord déja cru. Ses adhérents affirment que les
approches statiques, expliquant le comportement de l'adulte comme une
suite de l'enfance et de I'adolescence, sont trés diminutives et
accordent un rdle beaucoup trop déterminant aux premi2res phases de
ia vie.1? Le changement est alors expliqué comme une constante et non
comme une perturbation dans un systéme stable.

Ces théories évolutives se subdivisent en trois: le modele médical,
le modéle compensatoire et le mod2le séquentiel. La
conception médicale, ou modele de décroissance irréversible, est
basée directement sur la détermination biologique de la performance
humaine. Sur le plan vocationnel, les théoriciens les plus connus sont
Super,13'14 Miller et Form!® et Havighurst.lﬁ'17 Cette conception
soutient que le développement de I'individu emprunte une pente
ascendante jusque vers 35 ans, suivie d'une période de maintien jusque
vers 55 ans et d'un déclin irréversible jusqu'd la fin de sa vie
biologique. Un postulat implicite de ce modele veut que les
changements, reliés a 1'dge, apparaissent surtout en fonction des
événements ontogénétiques et soient moins affectés par le milieu. Ce
moddle médical scmbie le reflet d'une conception trés répandue et
domine depuis iongtemps les activités de recherche pertinentes au
développement de l'adulte. Il semble encore aujoud'hui garder toute
son emprise et laisse dans l'ombre d'autres conceptions qui auraient pu
davantage accélérer l'avancement des connaissances concernant le
développement de [I'adulte. Le mod2le compensatoire est
fondamentalement basé sur le concept de décroissance irréversible. Il
ajoute cependant un élément fort distinctif: il postule que
I'intervention du milieu peut corriger ou contre-balancer les déficits
programmés par la maturation biologique.18 Cette conception a surtout
été popularisée par les études relides 2 la gérontologie. Le modele
du développement séquentiel stipule, quant 2 lui, que le
changement se réalise 2 l'intérieur d'un ensemble ordonné et formalisé
de stades. Leur passation serait nécessaire et suffisante a la poursuite
de la réalisation optimale de I'aduite.!9:20

Quant au mod2le de développement vocationnel, élaboré A partir des

travaux .':mv.t‘.rienrs,21 il se situe dans les théories évolutives. Il y
rejette toutefois la perspective médicale.  Pour bien se dissocier de
cette dernidre, il émet, entre autres postulats, la permanence du
développement, la poussée intrinsdque continue et l'intensité
potentiellement équivalente de 'évolution de l'adulte au fil des éages:
ceci signifie que chaque moment de vie au travail a une importance
sensiblement égale dans la poursuite du développement. I n'y a pas de
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périodes plus propices (telle celle précédent les 40 ans) ou moins
(telle celle subséquente a 55 ans) 2 I'évolution personnelle. Par
ailleurs, ce méme modele s'apparente quelque peu A la conception
séquentielle du développement. En effet, il postule que l'adulte
franchit une série d'étapes, essentiellement caractérisées par une
similarité de remises en question, tout au long de sa vie au travail. Il
se dissocie cependant de cette conception sur plusieurs points. L'ordre
de parution de ces étapes, ainsi que la nécessité de passer par chacune
d'elles, ne sont, en aucun cas, absolus. Il n'y a aucun indicatif
normatif concernant la direction, le rythme, l'intensité ou les
modalités du changement. 11 postule, au contraire, l'aspect multi-
directionnel et multi-rythmique de I'évolution continue. Quant 2 la
nature du processus du développement vocationnel, ce modile explique
qu'il se réalise par une double altemance: 1. entre des périodes
successives de questionnement et de réorganisation (cycle intra-étape),
2. entre des périodes de questionnement portant tantdt sur les méta-
finalités, tant6t sur les méta-modalités (cycle inter-étapes). Durant
les périodes de réorganisation, ou l'individu est engagé dans son
cheminement vocationnel, des événements extérieurs intéragissent avec
I'évolution de son propre monde intérieur (valeurs, intéréts). Cette
intéraction "évoluante” entre un milieu occupationnel lui-méme en
changement constant et un moi vocationnel également en
transformation, améne un début d'inconfort qui devient graduellement
de plus en plus grand. Ceci provoque une dissonance qui conduit vers
une période de questionnement ol l'individu est alors placé devant des
choix 3 reformuler et devant des besoins, intéréts et compétences 2
redéfinir ou A réévaluer en tenant compte des facteurs de réalité. Les
résultats de cette réflexion conduisent peu 2 peu A une série de
nouveaux choix successifs qui rendent l'individu prét A s'engager, cette
fois, dans une période de réorganisation. De plus, ce modeéle postule
une série d'étapes de vie spécifiques tout au long de la vie de l'adulte
au travail. Ces dernidres sont des passages prévisibles qui donnent un
sens, une direction a2 son développement. Ce postulat signifie que les
diverses étapes, ainsi que les tiches inhérentes, comportent leurs
propres défis et ressources. Par exemple, les travaux antérieurs 22,23
ont identifi€, A l'aide d'une métaphore rappelant un voyage
interplanétaire, neuf é&tapes spécifiques de 23 a 67 ans: atterrissage
sur la planéte travail (23-27 ans), a la recherche d'un chemin
prometteur (28-32 ans), aux prises avec une course occupationelle (33-
37 ans), essai de nouvelles lignes directrices (38-42 ans), en quéte du
fil conducteur de scn  histoire (43-47 ans), modification de sa
trajectoire (48-52 ans), 2 la recherche d'une sortie prometteuse (53-57
ans), transfert de champ gravitationnel (58-62 ans), aux prises avec
l'attraction de la plandte retraite (63-67 ans).




pémarche de L'étude

L'échantillon précis des 53-57 ans compte 101 sujets et a été l'objet
d'une stratification a priori: $2 sujets masculins et 49 sujets féminins;
34 appartiennent A la classe moyenne, 34 2 la classe défavorisée, 33 2
la classe aisée; 34 oeuvrent dans le secteur privé, 34 dans le secteur
public et 33 dans le secteur para-public. Les adultes exercent des
métiers ou professions trds diversifiés. Le statut socio-économique a
été déterminé par la catégorie d'emploi, indiqué par le sujet, auquel
était associé le calaire déclaré par l'employeur pour s'assurer
l'équivalence monétaire selon les secteurs de travail; avec cette double
information, la classification de BiishenZ4 a éé utilisée. I faut
toutefois souligner que ce type de catégorisation a ses limites. A
propos des classes sociales, Dumont23 signalait ceci: "L'occupation et
le revenu sont des critdres dits objectifs et communément invoqués . .
méme s'il est certain que ces critdres contribuent 2 définir des
situations d'ensemble qui sont facteurs d'identité collective, il ne
dessinent pas eux seuls une géographie précise des classes . . . "

De plus, étant donné les caractéristiques de l'échantillon, il est évident
que la généralisation des résultats 3 une population plus vaste, ne
devra se faire qu'avec de nombreuses réserves. Quant au devis
expérimental, rappelons que cette recherche a utilisé une approche

mixte qui est trés recommandée26 et qui emprunte aux méthodes

transversale (sujets faisant partie de différents groupes d'dge) et
longitudinale (contenu des interviews 1ié 2 une rétrospective et a une
prospective). Les données furent recueillies au cours d'entrevues
semi-structurées.2’ Ces dernidres ont é1é réalisées en 1981 juste avant
I'état déclaré de la crise économique récente. Les entrevues,
disponibles sur cassettes, ont été codées a l'aide de deux grilles
d'analyse, dont l'une est descriptive et la seconde interprétative. Dans
les deux cas, les grilles ont €té élaborées 2 posteriori. Nous nous
sommes ainsi basés sur le postulai défini par Cla\pie:r-\/alladon.28 "Si
nous voulons laisser au récit sa nature et le considérer comme une
méthode de recherche propre, son analyse de contenu doit
nécessairement n'étre qu'exploratoire, et donc, a posteriori, c'est-a-
dire partir du récit et de sa production, ne partir de rien d'autre.”
L'élaboration des deux grilles a suivi le procédé de Ilanalyse
comparative de Horth?? ot chaque nouvelle information de discours a
été confrontée i du "dejd trouvé" par les discours des sujets
précédents. Si le discours correspondait & du "dgja vu," on associait
cette réponse 2 celle des autres: si le discours apportait un éiément de
nouveauté, on créait une nouvelle catégorie.30




La premidre grille qui se veut descriptive porte sur les types de
recherche d'une sortie prometteuse du marché du travail que semble
effectuer 1'adulte & ce moment-ci de sa vie. La seconde, qui est basée
sur le cadre théorique, concerme le processus du développement
professionnel. On cherche ici le type d'étape caractéristique des
quinquagénaires et les modalités particulidres de cette conjoncture
selon les diverses classes sociales. Notons enfin que notre analyse met
l'accent sur l'univers individue!l et non sur l'incidence que peuvent
avoir les structures sociales en regard de la courbe d'existence des
individus. En empruntant la terminologie de Clapicr-Valladon.31 il
s'agit d'une analyse de type surtout psychobiographique (centrée sur le
vécu de Vl'individu) plutdt qu'ethnobiographique (centrée sur
I'expression des modeéles culturels).

Les Recherches d'une Sortie Prometteuse

Aprés plusieurs lectures flottantes, il est apparu clairement que les
recherches d'une sortie prometteuse que l'adulte semble se donner
pour la poursuite de sa vie de travail peuvent se regrouper en quatre
types: privilégiée, active, calme et désespérée.

la recherche privilégiée

Ce type de recherche signifie que I'adulte, prévoyant sa sortie
prochaine du marché du travail, tente de s'entourer d'une équipe qui
pourrait poursuivre son travail ou mandat social. Ce type de recherche
semble compltement absent chez I'adulte des classes moyeane et
défavorisée. Quant 2 l'adulte de classe aisée, il veut, souligne-t-
il, déléguer ses pouvoirs A des gens plus jeunes mais en ayant pris soin,
auparavant, de les former et de les entrainer selon ses propres
perspectivis,  "Plus on vieillit, moins on a le goiit de prendre des
décisions ou de prendre des responsabilités . . . " Aprds avoir été
amené 2 reconnaitre qu'il n'arrive plus 2 faire le travail seul 2 cause de
son état de santé et de l'ampleur de sa tiche, il a di entrainer une
équipe d'assistants et d'employés qui font maintenant le travail sous sa
supervision. En d'autres occasions, il veut innover et agir, en quelque
sorte, comme un pionnier vis-d-vis les générations futures. Ce
phénomene peut revétir différentes formes comme pa: exemple
l'enseignement des méthodes et d'une philosophie agricoles, la
recherche de solutions médicales particulieres, la défense et la
promotion des femmes sur le¢ marché du travail ou la protection des
valeurs et institutions coopératives. En d'autres occasions, il initie
des équipiers afin qu'ils deviennent & leur tour des multiplicateurs,
tout comme lui-méme a su parfois coopérer 3 un idéal collectif défini
ou suggéré par ses prédécesseurs ou les supérieurs hiérarchiques de
son entreprise. Par cette initiation, cet adulte vise, avant tout, 3 ce que




les jeunes équipiers en arrivent 2 briler du méme feu sacré permettant
ainsi d'assurer la perpétuité de ce mandat social en prévision de son
éventuel départ du marché du travail. "La jeune génération au Québec
est de plus en plus engagée dans un processus de changement.”

1a recherche active

Une recherce est dite active lorsque le discours de l'adulte met en
évidence ses habiletés de travailleur ou ses compétences
professionnelles.  L'adulte de classe moyenne souligne ses points
forts. Il est, affirme-t-il, d'une grande utilité sociale. Il est trds
habile et trds prompt dans les réponses qu'il fournit 2 la clienttle;
étant surtout affecté aux téléphones de réclamation dans une grande
chaine de magasins, il se déclare méme exceptionne! de pouvoir tenir le
coup. Il a acquis une expérience inestimable et irremplagable étant
donné sa compréhension approfondie du fonctionnement de l'entreprise
ainsi que la somme fabuleuse d'informations mémorisées depuis
nombre d'années. Il est temace ou ambitieux. "Je tieus a avoir des
promotions comme les autres.” Il est trés travaillsur et posséde une
grande capacité d'adaptation. Il contribue 2 créer un climat positif
tout en étant un collaborateur efficace. Il est fier de son travail, a
certaines réussites 2 son acquis. Il n'a pas honte de lui en plus d'ére
mature, épanoui et fier de son assiduité.

Selon l'adulte de classe défavorisée, plusieurs points positifs
militent en sa faveur. Il respecte ses engagements et est tréds
responsable.  Parfois, il n'arrive méme pas A imaginer qu'au moraent de
sa retraite, il devra se séparer des gens dont il a présentement la
supervision. "J'aime mon travail, j'aime m'occuper des malades c'est un
domaine qui est trds intéressant; je sais que j'aurai de la peine s'il faut
que je les (malades) quitte 3 czuse de ma retraite . . . non jamais je ne
les abandonnerai.” Il est trés fiable et loyal: par exemple, son patron
lui donne entidre liberté dans l'exécution de ses taches. [Ii est ouvert
et sensible aux idées nouvelles. Il tient au respect mutuel réciproque
méme si cela lui occasionne parfois certains ennuis avec la direction.
Il tient 2 humaniser davantage le milieu de travail et rend de grands
services aux gens. Ii est méticuleux, assidu et trés heureux au travail.
Il se juge trés influent, parfois méme un peu trop. Dans sa petite
entreprise, il est un trés habile gestionnaire. Enfin ce -travailleur est
trés respectueux de ses devoirs familiaux.

A son tour, l'adulte de classe aisée signale ses nombreuses qualités
professionnelles caractéristiques. Il est assuré du pouvoir qu'il a sur
sa vie occupaionnzlle et sur le milieu. "Peu importe les tiches ou le
milieu de travail, il est possible de s'épanouir et de se considérer
important ou tres utile 2 la société.” Il ne s'ertoure que de gens trés
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efficaces, sait miser sur des objectifs vocationnels bien clairs. Il se dit
trés utile car i! fait profiter les autres de son expérience
professionnelle ou de ses connaissances acquises. De plus, il se juge
trés compétent pour l'entrainement des jeunes. Il fait également valoir
ses compétences de dirigeant qui sont parfois reliées A ses grandes
capacités d'intégration. Il se considére un leader naturel. II se dit
efficace parce qu'il est trds sévére dans la sélection ou le recrutement
du personnel. Il est indépendant. "J'ai toujours été mon propre patron
et mes affaires ont toujours fonctionné rondement et trés
efficacement . . . " En tant que gestionnaire, il respecte les
syndicats et il réussit A soigner son image. Il se tient toujours A la fine
pointe des développements technologiques et il vise, non seulement, 2
participer A l'évolution de la société, mais surtout 2 l'inspirer ou la
diriger. 1! a plein de possibilités de se réaliser; si cela ne fonctionne
pas 3 un endroit, la mobilité occupationnelle est toujours la solution.
Il se juge trés dynamique, il a plein de projets et son horaire de travail
est trés chargé. Par ailleurs, il souligne qu'il a de nombreuses qualités
personnelles: il s'impose beaucoup de travail, il sait utiliser les
circonstances pour replanifier ou réorienter son évolution
occupationnelle. Il refuse carrément l'oisiveté; il jouit, selon lui, d'un
iempérament trés déterminé, ou méme batailleur, et se reconnait doué
d'une grande perspicacité.

la recherche calme

Ce thdme relate les éléments du discours ou l'adulte précise avoir
fourni pendant les années antérieures, le maximum de lui-méme sur le
marché du travail et il considere, dés lors, qu'il ne lui reste, 3 peu pres
plus de devoirs occupationnels a accomplir; il explique son
désengagement graduel vis-2-vis le marché du travail ou élabore ses
projets de retraite. Parfois l'adulte de classe moyenne prépare sa
sortie du marché du travail en incluant 1'éventualité d'une
obsolescence programmée lente mais régulidre. Ce désengagement n'est
pas l'objet de révolte méme si parfois il semble directement commandé
par le milieu. Il tient A savourer ses dernidres années de vie au travail
en s'appuyant sur les acquis des années antérieures. Il n'est pas
question de songer 2 des réaménagements anxiogénes ou stressants. Il
songe 3 sa retraite, ce sera pour lui un temps de repos bien mérité. I
planifie des activités ou projets de retraite; cette préoccupation domine
de loin celle de l'élaboration de projets occupationnels.

L'adulte de classe défavorisée ne veut plus avoir 2 se réhabituer 2
de nouvelles tdches, il tient a la routine et ne cherche pas du tout la
mobilité occupationneile. I1 adopte maintenant une attitude dégagée
devant les mandats confiés ou refusés par la direction. Ses aspirations
occupationnelles sont 3 un point mort alors qu'il se juge trés proche de
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la grande libératica. Avec les années, il se sent nettement plus a
l'aise; il ne voudrait plus avoir 2 se débattre dans un climat anxiogéne.
Il considere qu'il a moins de luttes A mener; il se sent nettement plus
sécure et plus compétent qu'auparavent pour réaliser son travail. 1l
récolte parfois certains avantages liés son age. Il peut se permettre
d'étre confiant depuis l'avénement récent de certaines améliorations
sur le plan financier. L'obtention de certaines conditions de travail,
telles une plus grande souplesse d'horaire et la sécurité d'emploi,
semblent lui laisser un peu de répit au travail. Il juge nécessaire
d'accorder une certaine priorité aux loisirs pour I'équilibre de la
personne. Il a méme parfois une attitude rassurée et présomptueuse
devant la vie. Enfin, il esptre se libérer de l'aspect fastidieux du
travail et aspire 2 des activités autonomes. La retraite sera un choix
délibéré et planifié ol il en demandera peu 2 la vie. Il exécutera des

ravaux divers. "J'ai plein de projets pour ma retraite, je saurai bien
m'occuper.”

Parfois l'adulte de classe aisée juge qu'il doit maintenant déposer les
armes et se laisser glisser tranquillement vers la retraite. Il tient, par
ailleurs, 2 préciser qu'il s'agit 12 d'un choix ou d'une nouvelle étape de
vie, et non pas, d'une mise au rancart imposée par son milieu de travail
ou par la société. Son bilan est déja fait et il conclut que l'apport qu'il
devait rendre 2 la société est presque entidrement réalisé. Il indique
parfois que si le milieu 'invitait 2 une certaine mobilité
occupationnelle, il considérerait que ce serait 12 le couronnement ou la
reconnaissance du travail qu'il a accompli durant toutes ces années. Il
estime avoir bien rempli son devoir envers son organisme-employeur et
la société; il est temps, selon lui, de songer a2 des aspirations
égocentriques. En d'autres occasions, il se veut efficace sur le marché
du travail mais il précise que sa priorité est davantage la préparation
aux modalités de sa vie personnelle et occupationnelle future. La
proxinité de la retraite l'amene, selon lui, A refuser de s'engager et il
ne veut pas du tout effectuer des exploits de derni¢re heure afin de
prouver qu'il est encore en pleine vigueur. 1l apprécierait beaucoup ne
plus avoir A subir la pression quotidienne et revenir graduellement a
un certain équilibre. 11 lui apparait trés normal que son efficacité
diminue. Il signale qu'il a nettement pondéré ses ambitions
occupationnelles et sensiblement modifié la valeur qu'il accordait a
I'ascenion sociale. Parfois il se voit dans l'obligation de diminuer ses
ambitions car les circonstances ne le permettent plus. Il ne sert 2 rien,
selon lui, de se lancer dans des défis car il ne pourra jamais y avoir
quelque chose de vraiment nouvcau. 11 croit normal d'effectuer une
recherche calme de sa sortie du marché du travail: d'ailleurs, affirme-
t-il, il l'avait choisie ou implicitement pré-déterminée depuis le mitan
de la vie. I se déclare trés conscient des divers facteurs en jeu,
actuels et A venir. Parfois, il a déja commencé i diminuer certaines
activités cccupationnelles pour les remplacer graduellement par des
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activités para-professionnelles. Il exprime la grande sérénité qu'il va
éprouver lors du moment tant attendu de sa sortie du marché du travail.
La retraite sera l'occasion de pouvoir réaliser des rédves jamais
concrétisés A cause des contraintes du marché du travail. "J'ai mille
choses 2 faire pour la retraite . . . mille choses que je n'ai pas eu le
temps de faire parce que j'étais au travail." Les projets de retraite sont
parfois reliés au bénévolat en tant que gestionnaire ou participant
actif. l.a retraite sera également l'occasion de se refaire une nouvelle
identité personnelle et professionnelle. En d'autzes occasions, les
projets sont peu précis mais cet aduite tient 2 envisager ses années

futures sous un oeil positif et il est assuré qu'il ne vivra jamais
'oisiveté.

la recherche désespérée

Ce theme est surtout défini par des discours de découragement ou méme
de désespoir. Les dernitres années passées sur le marché du travail,
loin de s'avérer une occasion lui permettant de se faire valoir, ne sera
que l'occasion de recul, de rétrogradation ou d'huniiliation.  Parfois
l'adulte de classe moyenne n'est pas du tout supporté par le milieu
et il se sent carrément rejeté ou simplement toléré.  Ses acquis
occupationnels sont dévalorisés et on n'accorde aucune crédibilité 2 ses
propos. Il n'a aucune chance de pouvoir apporter des preuves lui
permettant de tirer un bilan positif de son apport sur le marché du

travail. Il ressent une trés grande nostalgie et accepte difficilement
les faits. L'Age est un obstacle majeur. "Si j'étais plus jeune, jaurais
possiblement des promotions, mais A mon Aage, c'est impossible.”
L'usure physique et psychologique, une faible scolarité s'averent
d'autres obstacles majeurs A la réussite d'une sortie prometteuse du
marché du travail.

L'adulte de classe défavorisée est convaincu que les dernidres
années de vie au travail seront la continuation de sa situation d'un é&tre
socio-économiquement aliéné ou exploité. Selon lui, il a di po'-suivre
un cheminement occupationnel qui s'est toujours inscrit A l'encontre de
ses intéréts. Il se sent de plus en plus désabusé et juge qu'il n'a plus
le gout de rien entreprendre. Il n'a pas obtenu l'avancement souhaité
ou il a subi de cuisantes rétrogradations. "J'ai raté une promotion;
cela m'a flanqué un gros coup; 2 mon age, ¢a ne se reprend plus.” Son
travail comporte trop de difficultés. 11 est completement débordé par
son travail et ne pourra jamais arriver 3 gérer son temps devant la trop
grande demande des clients. Il a trop J{'obligations professionnelles et
personnelles.  “J'ai beaucoup trop de responsabilités au travail .

jai en plus des devoirs familiaux.” I est trés inquiet et stressé; il se
plaint de sa situation sur un ton trés dépressif. Il regrette amérement
de ne pas avoir démarré sa pectite entreprise durant les années




antérieures.  En tant que patron d'une petite entreprise, il a des
difficultés majeures avec les subalternes. "Le probldme dans le
commerce, ce sont les employés; c'est s difficile.” Sa vie privée l'a
défavorisé sur le plan occupationnel. Il lui est impossible de réaliser
de nouveaux apprentissages. Il ne peut se permetire des loisirs lhiver
parce qu'il est affecté au déneigement et cela lui prend parfois 90
heures par semaine. Cette sortie désespérée déteint sur les autres
facettes de son existence; parfois, il est a ce point fataliste qu'il
souhaite des conflits mondiaux afin que les travailleurs en viennent 2
atre mieux respectés en vertu méme de leur rareté.

Selon l'adulte de classe aisée il lui est désormais impossible de se
faire valoir ou de compétitionner avec ses pairs. Il est accablé ou
consterné par les derniers événements de sa destinée occupationnelle
qui sont vécus comme une chute fatale, une faillite vocationnelle. Au
terme de sa carridre, le milieu lui enidve toute possibilité dagir; il
ressent le rejet du milieu et il se plaint d'avoir été destitué de ses
fonctions. Il est trds pessimiste; il est assuré d'une sortie ratée du
marché du travail et exprime son dédain avec un cynisme et une hargne
a peine retenus. Il décrit avec dépit son manque de crédibilité en plus
de se sentir dénigré et ridiculisé non seulement, en tant que
professionnel praticien, mais également en tant que personne humaine.
1l souligne sa lassitude en indiquant que les seules réalisations
positives se sont réalisées durant les années antérieures, et non
présentement. En d'autres occasions, il se retrouve devant un bilan
presque nul. Il n'a jamais réalisé les projets communautaires qu'il
avait planifiés et il lui est impossible de faire reconnaitre son utilité
sociale pour deux raisons. 1. Sa profession dégage une image négative
depuis les dernitres années et il est assuré que la société conteste son
role social alors que c'est justement par ce rdle quil espérait teinter la
collectivité de son apport original. 2. A linverse, il est trés amer de
constater que ses actes professionnels ne servent pas a
I'épanouissement de la collectivité mais plutdt A son recul. Les causes
de cette recherche désespérée seraient tantdt dues 2 ses propres
erreurs ou caractéristiques personnelles. Plus il se rapproche de la
retraite, plus son entreprise prend de 'expansion, mais par contre,
moins il participe aux décisions. Il n'arrive pas 3 se refaire une »lace
dans un milieu ou la compétition prime de plus en plus sur le respect
des individus. Les changements organisationnels visent, selon lui,
uniquement la rentabilité, oullient totalement la personne et vont
méme 2a l'encontre des besdyins humains fondamentaux. Les
circonstances socio-économiques se sont avérées néfastes dans son
entreprise. Il est trés dégu, frustré et choqué: c'est, selon lui, une fin
de carridre marquée par une faillite tant financitre que sociale qu'il
ne pourra surmonter. Il a des comportements aégatifs qu'il a du mal a
maitriser, soit la colére ou l'angoisse.  Enfin, il est assailli par des




roles familiaux qui deviennent de plus en plus lourds alors qu'il avait
prévu que ces derniers s'estomperaient vers le milieu de la
cinquantaine. "La famille m'écrase.”

Le Développement Professionnel

La grille de développement professionnel comporte cinq themes. Le
premier correspond au processus central vécu par les quinquagénaires:
il s'agit de la recherche d'une sortie prometteuse. Le deuxitme,
troisidme et quatridme th2mes correspondent 2 trois sous-processus:
les interrogations sur la finitude de la vie, l'importance exagérée de
'évaluation et les préoccupations économiques. Enfin le cinqui¢me
theme est relatif 3 une brdve illustration de ce processus vécu par une
minorité de sujets (environ 14%) dont le développement professionnel
semble exceptionnellement intense ou accéléré.

2 la recherche d'une sortie prometteuse

Ce theme central se définit par un souhait profond et intense de réussir
A projeter, en fin de carridre, une image positive englobant l'entidreté
de sa vie occupationnelle. 11 se puse différentes questions: comment
souligner mon apport spécifique au marché du travail? Comment faire
remarquer que mon remplacement sera trés difficile, voire méme
impossible? Il s'inquitte de I'éventualité de rater sa sortie. [ vit un
peu cette étape comme le moment des préparatifs, plus ou moins

fébriles, d'un départ ou le moment de songer aux demilres activités 2
réaliser avant de plier bagage. Il semble vouloir laisser & son milieu de
travail le message d'une carridre qui aura été remplie et utile pour
l'organisme-employeur ou pour la société socio-économique. 11 veut
égalemen: -.uligner que la fagon particulitre de s'acquitter de ses
tiches ser. difficile A retrouver chez un éventuel remplagant. La
recherche d'une sortie prometteuse est de chercher a faire
correspondre un départ révé et une sortie réaliste. Il vit donc un choc
plus ou moins grand selon que les modifications de dernidre heure lui
laissent entrevoir des chances trés minces ou réelles de pouvoir
atteindre cette sortie révée. Selon que ces chances sont nuiles,
médiocres ou bonnes, il sera paralysé (recherche désespérée),
désintéressé (recherche calme) ou affairé 2 inventorier des moyens d'y
parvenir (recherche active). Les propos reliés aux deux .premiers types
de recherche permettent trés peu de discriminer la spécificité des
classes sociales relativement 3 ce processus de vie au travail. Les
premiers, indépendamment de la classe sociale d'appartenance, font
tous référence 3 une plainte généralisée soulignant l'impossibilité de
démontrer pour ce quinquagénaire, qu'il a bel et bien rempli, durant
toutes ces années au travail, le rdle social auquel on s'attendait de lui.
Cette incapacité serait due 3 des obstacles telles les tiches assignées
par le pouvoir, I'dge, une scolarité faible ou impertinente, l'usure
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physique ou psychologique. Les seconds propos, 1eliés 2 une recherche
calme, ne discriminent pas davantage le processus de recherche d'une
sortie prometteuse selon les classes sociales. Ces derniers laissent
indifféremment dégager les aspects suivants: 1. cet adulte a fourni,
pendant les années antérieures, le maximum de lui-méme sur le marché
du travail; 2. l'age s'avére un facteur complice ou une justification
sociale et personnelle 2 se laisser aller graduellement vers un état
d'obsolescence; 3. la société lui aurait également demandé de se
diriger progressivement vers ce désengagement; 4. la retraite est
envisagée comme un repos bien mérité. Quant aux propos reiiés 3 la
recherche active, ils laissent dégager des différences significatives
selon 12 classe sociale d'appartenance. Ces dernidres se dégagent 2
partir des critdres ultimes de réussite ou de bilan occupationnel
heureux qui semblent surtout se définir en regard de la nature des
roles occupationnels prescrits par la société. Ces rdles wvarient
considérablement selon les cas, laissant ainsi constater des objectifs

fort distincts, poursuivis dans cette recherche d'une sortie
prometteuse.

Dans les propos reliés A cette recherche active, l'adulte de classe
moyenne identifie une série d'habiletés ou compétences lui
permettant de démontrer qu'il remplit idéalement son rdle social de
supporter ou de soutien efficace. Il se consideére comme un des piliers
de la compagnie car il a acquis une expérience inestimable et
irremplagable. De plus, il a une compréhension approfondie du
fonctionnement de l'entreprise ainsi qu'une somme fabuleuse
d'informations emmagasinées et mémorisées depuis nombre d'années.
Il est habile et prompt dans les réponses ou services quil rend 2 la
clientzle. 1 est énergique et bon travailleur. Il a de grandes capacités
d'adaptation qui lui permettent de s'accommoder aux différents styles
de travail des patrons ou aux changements d'exigences suite aux
restructurations fréquentes de l'entreprise. Il contribue & créer un
climat positii et il croit au travail d'équipe. 1l souligne ses capacités
de collaboration, d'efficacité et de rentabilité pour son organisme-
employeur.

Les propos de la recherche active semblent viser 2 démontre:r que
l'adulte de ciasse défavorisée remplit adéquatement, et d'une fagon
irréprochable, les rdles socio-occupationnels de serviteur. Il est
docile, sociable, fiable et trés loyal envers ses patrons. Il n'a pas
d'accrochage avec les autres employés car il tient prioritairement &
I'entente mutuelle, méme si ses droits puissent &tre lésés. Il est trds
responsable de ses engagements et respectueux de ses devoirs; il
coniinuera en ce sens si Dieu le garde en santé et si le patron lui
conserve son emploi.
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Les propos de l'adulte de classe aisée, reliés 2 la recherche active,
réveélent des points jugés trés positifs parce qu'ils représentent
diverses manifestations du rdle socio-occupationnel de leader tant
valorisé par ses pairs de méme statut. Il est trds compétent dans
I'entrainement des juniors professionnels. [l est un excellent patron,
peu importe l'équipe qu'on lui commande de gérer ou de diriger. Il se
considere un leader naturel et est doué d'une grande perspicacité: il
ne s'entoure que de gens trés efficaces. I est simultanément trés
autonome et il respecte les syndicats. Il se tient toujours 2 la fine
pointe des développements technologiques. Il vise, non seulement 2
participer A l'évolution de la société, mais surtout A linspirer ou la
diriger. Il sait miser sur des objectifs occupationnels clairs: il se
donne comme mandat de modifier les lois sociales. Il est trés
dynamique, et a plein de projets. II est batailleur; il reldve les défis
et est doté d'un tempérament trés déterminué.

les interrogations sur la finitude de la vie

On peut définir ce th¢éme comme un rappel de questions existentielles
et téléologiques reliées a2 la prise de conscience d'un éventuel départ
du marché du travail et aux inquiétudes de santé. L'adulte de classe
moyenne est trés peu loquace sur les finitudes de vie en général ou de
sa propre vie. Lorsqu'il en parle, il s'exprime en termes trés voilés ou
discrets. Il avoue y songer davantage depuis quelque temps. Comme le
nombre d'années sur le marché du travail s’amenuise, il se voit forcé 2
formuler des souhaits ou 2 identifier la direction ultime. Il s'inquidte
beaucoup de l'état de santé dont il disposera au moment de la retraite.
Le sort de personnes significatives, plus agées que lui, intensifie cette
inquiétude,

Selon l'adulte de classe défavorisée, la vie a un caractére
intensément marqué de finitude. Il exprime ses craintes vis-a-vis un
bilan prc “2ssionnel jugé incomplet A cause du trop peu d'années mises 2
sa dispusition. Il est anxieux car la retraite lui apparait comme
synonyme de fin de vic. Parall’lement aux interrogations sur la
finitude de vie, I'état de fatigue généralisé est un élément qui
provoque beauccup d'inquiétude et d'angoisse relativement aux
répercussions que cela entrainera sur son travail. Il doit exécuter un
travail tout aussi pénible que par le passé alors que sa santé a
sensiblement diminué. Il est d'avis qu'il a beaucoup trop d'obligations
occupationnelles et que la soinme des devoirs 2 accomplir lui provoque
un état de fatigue alarmant. Différentes autres réactions
d'appréhension se manifestent vis-a-vis I'épuisement et la maladie.
Tantdt, il tente de formuler certaines réflexions d'une fagon
apparemment dégagée afin d'éviter la coloration trop dramitique de ces
propos, tantdt il redoute certaines réactions négatives de sa part. En




d'autres occasions, il fait preuve d'un certain optimisme relatif et il
sspere que les moments difficiles ne seront que temporaires. Parfois

l'environnement au travail lui perme' de supporter les tourments reliés
a son état de santé précaire.

L'approche de la retraite provoque des interrogatioas sur la finitude de
la vie occupationnelle de l'adulte de classe aisée et surtout celle de
sa vie en général. Il semble A la fois tres insécure, agressif ou
drastique en regard de toute question relative au futur,  Parfois, le
décés d'une personne chere I'a rendu tres dépressif; il ne peut
admettre mi ceue mort, ni l'idée de sa propre mort. Toutefois, en de
plus rares occasions, les réactions sont plus sereines ou plus positives
face 2 la finitude de vie. Les questionnements de finitude dc vie sont
fréquemment reliés aux réactions vis-a-vis la malzdie. Sur le plan
occupationnel, il ne se sent plus en confiance comme durant les années
antérieures; il doute de ses capacités physiques lui permettant de
défendre ses dossiers jusqud leur final'sation. Parfois un infarctus l'a
entrainé hors du marché du travail pendant quatre mois; cela a
provoqué des changements majeurs en termes de redéfinition de ses
finalités ou modalités d'évolution vocationnelle. En d'autres occasions,
c'est la fatigue qui affecte sa propension au risque, le rythme de son
rendement ou qui le force A se retirer. Sa condition physique l'a obligé
durant les dernidres années 2 ralentir considérablement ses activités
occupationnelles. Il a eu trés peur de la mort; maintenant, grice au
fait qu'il a vaincu cette maladie, il se sent davantage en mesure de
s'adonner 2 ses activités occupationnclles. Ces dernidres s'avérent
méme parfois un remede. Parfois, la présence de la maladie a été un
phénomeéne constant qui lui a appris comment prolonger ses jours.
Dans de plus rares occasions, c'est l'absence de ce phénomene qui est
objet de fierté dans l'histoire de sa vie occupationnelle.

I'importance exagérée de l'évaluation

Cet item signifie que cet adulte a tendance a accorder beaucoup
d'attention, en cette période de bilan professionnel, au verdict des
autorités ou autres personnes significatives. L'importance que I'adulte
de classe moyenne accorde 2 l'évaluation le déroute dans sa
recherche d'une sortie prometteuse et vient teinter presque
guotidiennement, et d'une fagon négative, le bi'an général de sa vie
occupationnelle.

L'adulte de classe défavorisée accorde une importance marquée a
I'évaluation.  L'avis du patron, qui ne vaut pourtant que pour le
rendement actuel, est perqu comme une sorte d'analyse de l'ensemble
de sa carriére. L'évaluation de sa compétence passée, présentec ou 2
venir est liée, affirme-t-1l, 4 lattitude ou la version du patron. “Cela
dépend des patrons si tu es compétent ou nom; il y a trois ans, ils
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disaient que j'étais bon, j'étais méme extra, il y a deux ans aussi;
I'année derniere, tout d'un coup, les patrons m'ont pris en aversion, je
n'étais plus bon 2 rien; cette année, soudainement, ils ont repris
confiance en moi et vers ia fin de l'année, ils m'ont repoussé encore, je
suis redevenu ua incompétent A leurs yeux . . ." Il confere au patron un
role de prépondérant et d'envahissant. C'est l'évaluateur et surtout le
principal responsable de la qualité du rendement quil foumit. Les
liens étroits qu'il établit entre l'attitude du patron et son rendement
démontrent sa dépendance 2 l'égard du pouvoir dans sa tentative
d'effectuer une sortie prometteuse. Il se permet alors de souhaiter,
sans réel espoir de voir se réaliser toute une série d'améliorations
nécessaires 2 apporter dans les aititudes et les comportements
évaluatifs de son supérieur. Le patron devrait: 1. faire preuve de
justice et de discrimination; 2. éviter les affrontements ou toute
méthode brusque de gestion; 3. respecter son statut d'étre humain et
le considérer comme une personne responsable, autonome qui sait se
diriger seule ("Mon rendement au travail dépend de la fagon dont je
suis traité ou respecté.”); 4. reconnaitre son expérience et sa
compétence. En de trés rares occasions, il prétend que I'attitude des

patrons dépend d'abord de celle des employés et il prone le respect de
la hiérarchie.

Chez l'adulte de classe aisée, cette importance marquée de
I'évaluation semble liée 2 son étape particulidre de vie au travail. Pour
réaliser les derniers projets de vie occupationnelle, il tient & sa bonne

réputation et il croit en la nécessité d'un climat facilitateur minimal.
Il nourrit donc certaines craintes vis-i-vis l'évaluation. L'importance
accordée 2 l'évaluation le porte A fournir des réponses hatives et toutes
faites sur la valeur de ses activités, avec une voix sévdre et un débit
trés rapide qui témoigne d'une attitude défensive.

les préoccupations écomomiques

Ce théme fait référence 2 la priorité financiere. L'adulte de classe
moyenne semble peu signaler d'inquiétude a ce sujet,
comparativement 2 ses pairs de classe défavorisée ou aisée. Tout au
plus, souhaite-t-il une amélioration 2 ce niveau. L'adulte de classe
défavorisée parle de la priorité financidre; il se plaint du manque 2
gagner et il a besoin d'un surplus d'argent pour pouvoir disposer du
minimum vital. 1l doit faire de nombreuses activités en dehors de scn
travail qui lui rapportent des sous. Compte tenu de sa situation
financidre, il souligne A regret que ses activités de loisir doivent é&tre
limitées su strict minimum. Il craint de se retrouver sous le seuil de
la pauvreté lors de la retraite et exprime ce sentiment sur un ton trés
agressif. L'adulte de classe aisée souligne que les événements de vie
lui ont parfois démontré la préséance des préoccupations économiques
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sur celles d'auto-actualisation ou de succds social. Il se plaint de
plusieurs inconvénients économiques majeurs reliés 2 un bureau privé:

il craint linflation, il ne peut utiliser autant d'abris fiscaux qu'il ne

le souhaiterait et il est 2 la merci de certaines lois gouvernementales
susceptibles de modifier le marché.

les exceptions

Le discours de ces sujets (environ 14%) correspond globalement a celui
de leurs pairs. lls procddent également 3 une recherche d'une sortie
prometteuse, en empruntant divers types de sortie. Cependant
certaines nuances viennent les différencier. Iis ont davantage terndance
2 se rapprocher de certaines caractéristiques de la personne en voie

d'une évolution vocationnelle " optimale. Ces particularités sont
extraites d'un postulat majeur, émanant du cadre théorique de la
présente étude.  Pour mieux saisir les nuances entre ces sujets-

exceptions et leurs pairs, nous précisons ici ce postulat de base qui
s'cst avéré un sous-theéme permettant d'identifier les sujets-
exceptions: il s'agit du principe de l'intensité équivalente du

-développement vocationnel au fil des ages. Il signifie que le

développement se poursuit jusqu'ad la mort, a des intensités différentes
mais potentiellement équivalentes. L'adulte ressent une poussée
intrinséque continue qui se traduit par des efforts constants d'une
prise en charge presque compldte de son développement vocationnel.
L'adulte est convaincu qu'il doit vivre régulidrement des changements
intra-individuels, minimes ou manifestes, qui le rendent sans cesse
vocationnellement différent au fil des dges. Il a accordé une place
prépondérante 2 I'apprentissage continu. Il est conscient que SOT
développement me suit pas une courbe médicale (croissance jusque vers
35 ans, maintien jusque vers 55 ans et déclin par la suite) mais quau
contraire, chaque moment de la vie au travail, a une importance
sensiblement égale dans la poursuite de son évolution ou
développement continus.  Les modifications de trajectoire envisagées
visent presque exclusivement la poursuite assidue de I'évolution
optimale plutét que la conservation des acquis ou l'adoption de
comportements de régression.

Les sujets-exceptions de la classe moyenne (3 sur un total de 34)
semblent croire en lintensité potentiellement équivalente de leur
développement vocationnel au fil des ans. Différemment de leurs pairs
du méme statut social, l'dge est moins pergu comme un facteur nuisible
au développement occupationnel.  Ils gardent l'espoir d'une évolution
continue et sont soucieux de pouvoir constamment intégrer de nouvelles
activités 2 leurs tiches habituelles. Ils se définissent comme des
apprenants inlassablement actifs.—"Toutes les étapes que j'ai faites, ¢a
m'a donné quelque chose, j'ai appris a chaque emploi; encore dans mon
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travail actuel, ¢a m'zide."="C'est en travaillant qu'on apprend."—
"J'apprends toujours quelque chose de nouveau dans mon travail.” lls
ont des projets ayant un impact 3 la fois personnel et collectif.~"Je
voudrais collaborer davantage 2 humaniser l'entreprise, car c'est 1a un
rds gros probléme.”—"Je voudrais revaloriser davamage les tiches des
employés.” Ces souhaits s'avérent souvent une forme de prolongement
de leurs objectifs occupationnels présents tout au long de leur vie au
travail—"Je suis issu d'un milieu pauvre; j'ai vécu de nombreuses
difficultés dans ma jeunesse . . . j'ai décidé d'aider ce milieu car j'avais
trés peu de scolarité . . . seulement une 102 annfe . . . j'ai  suivi des
cours du soir pendant 15 ans en gestion, en comptabilité, en service
social, en activité sociale, en sciences sociales . . . car j'avais choisi un
travail dans des mouvements coopératifs.” Le perfectionnement
institutionne!l leur semble un moyen de s'assurer un développement
continu et de croire encore en leurs possibilités d'apprentissage.—="Je
veux me perfectionner jusqu' 2 ce que mon intelligence et ma mémoire
ne fonctionnent plus."—"J'ai suivi des cours et 12 je me suis aperque
que j'étais capable d'apprendre et de réaliser des choses.”

Les sujets-exceptions de la classe défavorisée (6 sur un total de 34)
laissent également croire que leurs propos sont reliés 2 la croyance en
I'intensité potentiellement équivalente au fil des ans. Tout comme les
pairs de leur classe, ces sujets premnnent durement conscience qu'ils
ont été définitivement relégués dans les emplois les moins valorisés.
Mais 2 la différence de ces derniers, les sujets-exceptions soulignent
que leurs intéréts occupationnels, totalement insatisfaits tout au long
de leur vie, se sont avérés un stimuli pour continuer un apprentissage
auto-didacte. Ils parlent de la possibilité de rendre leur travail plus
humain. Ils tentent des efforts constants d'amélioration ayant des
répercussions possibles 2 la fois sur le plan personnel, sur le milieu
de travail et sur la rentabilité de l'entreprise.— "J'aime continuer 2
me perfectionner, j'ai toujours été a l'aise et intéressé; j'aime ce que je
fais."—"Je me perfcctionne tous les jours.” Ils cherchent
constamment 2 apprendre 2 laide des compagnons de travail ou de
personnes expérimentées.—"Le travail que je fais m'apporte quelque
chose; jen ai toujours A apprendre avec le temps et j'en apprends tout
le temps; le contact avec les compagnons de travail, cela enrichit." Ils
tiennent 2 contre-balancer le plus possible leur carence de formation
professionnelle par un apprentissage auto-didacte ou assisté et par une
disponibilité 2 la mobilité occupationnelle. Ils ne craignent pas de
relever des défis qui sont pour eux, autant d'opportunités d'évoiution.
En outre, ils se préoccupent de leur développement personnel par la
participation tr2s active 4 de nombreux organismes. Ils ont amélioré
des éléments de leur personnalité de travailleur. Is réagissent parfois
énergiquement aux pressions sociales qui veulent les reléguer au rang
des vieux travailleurs las et obsolescents. Ils tiennent a signaler
qu'étant donné leur age, ils n'ont pas honte de leur performance; au
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contraire, ils en sont méme fiers.—"Parfois, j'2i trop de
responsabilités, mais je m'en sors tcujours.” De plus, iis font montre
d'une grande souplesse d'accommodation aux nouveautés.

Les sujets-exceptions de la classe aisée (5 sur un total de 33)
semblent croire en lintensité potentiellement équivalente de leur
développement vocationnel au fil des ans. Ces sujets conferent a l'age
un role plutdt accélérateur que modérateur du  développement
vocationnel. Ils ne se définissent en aucun temps dans une période de
stabilité ou de maintien. Ils sont trés soucieux de leur évolution
constante.—"11 est trds important de changer d'emploi au moins 3 tous
les trois ans afin de se garder alerte el de se donner des conditi .ns
pour étre stimulé apprendre sans cesse." Ils possédent un potentiel
d'apprentissage notable ou remarquabie qui, loin de s'amenuiser avec
les années, s'améliore sans cessc.—"Chaque anniversaire est une
fate ... plus j'avance en Aage, plus j'apprends, plus je suis serein et
efficace.” Ils se caractérisent par un désir intense de toujours parfaire
leurs connaissances et leur expérience.—"Jai un désir fou d'apprendre

ceia a toujours fait partie de mes besoins foncamentaux." Les
projets de retraite témoignent de ce désir intense d'évolution continue.
Ils sont reliés a des formations académiques poussées ou & des
investigations scientifiques.—"Je songe a envisager des études en
letires afin d'écrire des volumes lors de ma retraite."—-"A la retraite,
je ne pense vraiment pas a un travail professionnel comme tel . . . je
veux tout organiser pour &tre prét a entreprendre des études dés le
moment de la retraite . . . j'esptre méme, si j'en avais les moyens
financiers, de prendre immédiatement ma retraite afin de me lancer
tout de suite dans des projets d'études.”

Conclusions

L'étude du vécu occupationnel du quinquagénaire, selon son
appartenance sociale, met en évidence des différences plus cu meins
considérables selon le type de recherche projetée d'une sortie
prometteuse.  Tout d'abord, le type de recherche priviligiée n'est
présent que chez la classe aisée. Le type de recherche calme, que
l'on retrouve chez les trois classes, laisse, par ailleurs, observer
plusieurs nuances. Le désengagement, inclus dans cette recherche
calme se définit par: 1) L'éventualit¢ d'une obsolescence -programmée
par la société et implicitement acceptée par l'individu (classe
moyenne); 2) La perception d'une diminution des luttes menées pour
survivre (-l~<se défavorisée); 3) Le choix délibéré de déposer les
armes, i.e. de diminuer ses ambitions et de refuser de nouveaux défis
(classe aisée). De plus, ce désengagement entrainerait
progressivement l'adulte A un repos bien mérité (classe moyenne), 2 la
grande libération (classe défavorisée) et a unc vie plus égnilibrée et

19

184




sereine (classe aisée). Quant au type de recherche désespérée, il
laisse dégager les nuances suivantes: 1) Chez I'adulte de classe
moyenne, ses acquis ou expériences occupationnelles sont dévalorisés,
le travail est strictement mécanique, il ne peut appirter aucune preuve
de son apport spécifique et le milien ne lui propose aucun défi 2
relever. 2) Chez l'adulte de classc défavoris€ée, on ne lui réserve que le
lot des refus de promotions, des mutations imposées et d'ameres
rétrogradations. Il est débordé ou é&crasé par lcs nombreuses
obligations ou difficultés. Il lui est impossible de réaliser un
quelconque apprentissage et les exigences patronales sont inhumaines.
3) Chez i'adulte de classe aisée, il souffre d'un manque flagrant de
crédibilité, il lui est impossible de se faire valoir car les exigences de
la compétition sont surhumaines et les circonstances politico-socio-
économiques sont entierernent défavorables. Quant 2 la recherche
active, elle laisse observer les différences les plus notables et
flagrantes en ce qui a trait A la délimitation trés démarquée entre les
rdles socio-occupationnels pergus ou prescrits par la société. Selon les
cas, ces rdles sont ceux de supporter ou de soutien (classe moyenne), de
serviieur (classe défavorisée) et de leader (classe aisée). A la lumildre
de ces faits observés, il est évident, d'une part, qu'on ne peut jamais
étre assuré si les propos recueilllic sont véritablement authentiques cu
plutdt commandés par la classe dominante;  cette dernidre, selon

Bertaux>2 dicterait 2 toutes les couches de la société comment
discourir ou se comporter. D'autre part, malgré une certaine marge
d'incertitude inhérente a4 ce type d'investigation, il n'en demeure pas
moins que la question fondamentale de la production culturelle des
travailleurs, soulevée par de nombreux sociologues, réapparait dans
toute son ampleur. "Par leur appartenance aux classes sociales, les
individus sont placés a4 des distances inégales par rapport aux valeurs
communément reconnues comme l'argent, linstruction, le prestige, le
pouvoir etc.; de méme les classes impliquent des manidres différentes
de participer 2 ces valeurs."33

Indépendamment de leurs différences notables et au-deld de |la
production culturelle des travailleurs, peut-on-parler de similarités
chez les quinquagénaires des trois classes sociales? En s'inspirant du
mocele théorique de la présente recherche postulant, entre autre
principe, l'intensité potentiellement équivalente du développement au
fil des ans, nous croyons qu'une des principales similarités soit reliée
a2 leur croyance (sauf chez les 14% de sujets-exceptions) en une
réduction substantielle de leur potentiel intellectuel, aussitot passé le
cap de la cinquantaine. Les sujets, indépendamment de leur
appartenance sociale, semblent croire qu'ils se situent dans une
période de déclin ou de régression et qu'ils ne jouissent pratiquement
plus des habiletés requises pour apprendre. Si on adhere A la
conception médicale ou de décroissance irréversible, voulant que chez
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l'adulte au-dela de 50 ans, on ne puisse plus parler ni de
développement, ni de maintien des acquis antérieurs, mais plutdt d'un
déclin, on s'expliquera alors facilement 'absence, chez ce dernier, de
tout discours relié a l'apprentissage ou a l'éducation continue. Par
contre, si om opte pour ia con:eption de l'évolution constante et
équivalente au fil des ages (dans laquelle s'inscrivent les éléments
théoriques de la présente recherche ainsi que des auteurs Labouvie-
Vief;34 Neugarten;35 Lern.tr3%) cectte absence de propos, reliés 2
I'apprentissage ou a I'éducation continus, apparait trés inquiétante
parce qu'elle risque d'hypothéquer la poursuite de l'évolution de cet
adulte et que, tout compte fait, elle s'avere un obstacle de taille, pour
ne pas dire une antithdse, a P'éducation permanente. La tiche des
formateurs d'adultes apparait donc gigantesque ¢'ils veulent
explicitement viser 2 ce que la majorité des quinquagénaires adoptent
une conception éducative continue et expérimentent une perception
d'eux-mémes en tant qu'apprenants compétents. Si non, ces
intervenants risquent de se faire les complices d'une obsolescence
programmée, plus ou moins consciemment, par toute la population
active des S50 ans et plus. Concrétement, les formateurs d'adultes
poutraient s'inspirer des résultats de la présente recherche qui
mettent en lumidre les efforts généralisés de recherche d'une sortie
prometteuse, typiques aux adultes de la cinquantaine et différenciés
selon la classe sociale d'appartenance. Jacob37 dans sa revue de
littérature, met en ¢ idence 'importance de concevoir des
interventions basées sur les donrées reliées 2 des intéréts
ethnographiques telles la culture, les classes sociales, :tc. Par
ailleurs, on sait qu'il y a généralement des liens étroits, entre d'une
part, la participation réussic 3 des activités d'apprentissage organisées
et d'autre part, l'augmentation de l'estime de soi ainsi que l'obiention
d'une certaine crédibilité sociale via la reconnaissance officielle des
acquis.?’s'39 La connaissance approfondie des efforts particuliers des
quinquagénaires liés 3 la projection d'une image positive englobant
'entidreté de leur vie professionnelle, pourraient également s'avérer
une des assises trés importantes 2 I'élaboration et 2 la mise en
application de divers programmes d'intervention pertinents
(institutionnels ou autres). L'implantation et la dissémination de tels
programmes apparaissent d'ailleurs impératives et urgentes dans nos
sociétiés actuelles, caractérisées par le vieillissement de la population
dite active. Enfin, les formateurs d'adultes pourraient également
s'inspirer des témoignages des sujets-cxceptions qui, 2 la différence de
leurs pairs, évoquent la perspective  d'une éducation continue.  Ces
derniers, comme le relatent les résultats de la piésente recherche, sont
préoccupés par leur soif d'en connaitre toujours davantage ct sont
conscients qu'il  faut constammenst avoir lesprit ouvert afin de
poursuivre leur évolution; I'expéricnce au fil des ans aurait, semble-
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1-il, gardé en éveil cette aspiration: "Plus on vieillit, plus on sait des
choses, mais plus il faut en apprendre.”
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Abstract

The role of women in Canadian society is changing rapidly. Social,
economic, and political changes in the larger society have made it
easier for women to expand their personal and career options. A larger
percentage of women of all ages are participating in the labor force,
some in fields previously dominated by men.

But whether women's increased employment reflects primarily
emancipation from the home, the attraction of interesting career
opportunities, or simple economic necessity, barriers still persist to
hinder career development. For women pursuing nontraditional
careers, gaining the appropriate knowledge and skills, plus undergoing

a process of socialization, are crucial factors in determining their
occupational success. This study examines the impact of four distinct

types of occupational preparation in fostering nontraditional role
identification. .

Résumé

Le role de la femme dans la société canadienne est en voie rapide de
transformation. De récents changements sociaux, économiques et
politiques offcent aux femmes un choix plus varié d'options
personnelles ou de carritres Un nombre de plus en plus important de
femmes de tous les ages font maintenant partie de la main-d'oeuvre,
certaines dans des domaines auparavant réservés aux hommes. Si le
nombre sans cesse augmentant de femmes au travail semble justifié par
un désir d'émancipation, l'attrait de carridres intéressantes ou la
simple nécessité économique, il demeure que des barrieres subsistent
encore. Pour les femmes qui veulent exercercer des carridres dites
non-traditionnelles, l'apprentissage de connaissances el d'habiletés,
tout en étant sujet aux pressions de la soiété, peuvent jouer un rble
déterminant dan: la réussite ou non de ces carricres.  Cette ¢tude
examine limpact de quatre types de formation aux métiers et leur




importance dans la création de nouvelles identités non-traditionnelles.

When I was seven I wanted a hammer and a carpenter's pouch for
Christmas. [ built all kinds of animal houses, designing thirgs
for my pets. In high school I purposefully got kicked out of
home economics so I could take shop, but it didn't work. My
mother hated it; my Dad was okay. 1 had a dream of
woodworking but never shared it with anyone. I'm in school now
because | want job training and my four-year apprenticesiiip
which should give me some security. I failed grades 7 to 11 bu:
managed to pass grade twelve. In this program I leamed a lot
about math and how to use it. Fractions are important in
carpentry.  Also I never learned to read. I had leammed to
recognize what words looked like. I almost quit when I saw what
I had to read. [ learned to read! Friends helped me. I read a lot
of learning guides. I was really embarrassed. But I can talk
about it now.

~Interview excerpt from a woman in a nontraditional

career preparation program.

The Problem

One of the characteristics of educational institutions which
distinguishes them from other socializing institutions is the extent to
which their activities are intentional and deliberate.  Educational
institutions are seen to be responsible not only to :ne perceived needs
of individual students but also to the preferences expressed by
business and industry (including the state itself) which employ the
majority of the educational "output.”

The priacipal rationale for public policies that subsidize career
educaticn has been the idea that the kinds of jobs created by a -hanging
labor market require specialized skills which can best be taught
through formal programs at the postsecondary level. According to this
view, career preparation programs benefit both the individual
participants (in the form of improved job prospects and higher
earnings) and society as a whole (in the form of a more product.ve
workforce and a higher gross nationai product). Training. and education
programs have also been proposed as solutions to the dual problems of
high unemployment and anticipated shortfalls in the workforce. Recent
job training initiatives in both Canada and the United States are
predicated on the assumption that training in job skills constitutes the
missing link between unemployed workers and unfilled jobs.




Althougn acknowledging the importance of job skilis development for
all sectors of the labor force, the current emphasis appears to be on
those who have no’ been represented well in the past. One group
receiving much attention is women. Although the participation rates of
women in paid employment have continued to increase since the second
world war, this trend has not improved other economic realities for
women, Women not only suffer from higher unemployment than men
(8.8 percent compared to 6.6 percent in 1979 according to Statistics
Canada, 1980, p. 70), they also are segregated into a limited number of
occupations. Frora the last census data, it was reported that 63 percent
of women in the workforce were confined to just three occupational
categories—clerical, sales and service.! Women in the paid labor force
today eam only about 60 percent of male earnings. This wage gap has
remained relatively stable over the past two decades.

The Government of Canada has made a commitment to women to equalize
opportunities and ensure progress through changes in legislation,
policies, and programs. Toward this goal, special efforts are being
made to encourage women to train for occupations traditionally
dominated by men. The nontraditional occupations for women,
according to Labor Canada, are those that have less than ten percent
women workers. Included in this category are construction trades,
skilled crafts, technical fields, and professions in science, law,
engineering, and medicine. To improve both the educational and
occupational equity of women, a variety of programs and intervention
strategies are offered. The focus of these efforts is on acquisition of
cognitive information, experience with practical skills, and exposure to
affective expectations or some combination thereof. To date, there has
been little research on the effectiveness of these strategies;
recruitment and enrollment in nontraditional programs or jobs remain
essentially a self-selection process.

This paper examines the role of postsecondary education in facilitating
the development of a nontraditional occupational role orientation for
women. Factors impinging upon career development and barriers to
labor market participation in nontraditioral, nonprofessional
occupations are discussed. The results of a research project which
examined the impact of four distinct educational programs (three
nontraditional, one traditional) in preparing women to enter the labor
market are presented. Specific questions for this study were: (1) What
are the personal-social barriers to career development?; (2) How do
personal-social barriers affect occupational role identity?; and (3) How
is career commitment for women in nontraditional programs different
from career commitment of women in a traditicnal oriented program?
Conclusions about the effectiveness of each program in facilitating




occupational role identification are offered and implications are
discussed.

Education, Employment and Identity

The decision to participate in the labor force is influenced by myriad
factors: individual preferences, financial need, available
opportunities, and household responsibilities.  Participation patterns
vary with social class, marital status, presence and ages of children,
type of community, education and training, and age. A study in the
United States estimated that single women without children would work
35 years, and married women with one child could expect to participate
in the labor market 25 years.2 Over half of married women work; 61%
of mothers with children under 18 are now working, as are 52% of
mothers with pre-school children.3

The ways in which the education and training of women affect their
labor force behavior are complex. It has been argued that the way
women are educated and socialized interacts with the opportunity
structures they face both at school and at work to produce outcomes
that channel women in traditional directions and preclude the
possibility of equity.4:5:6  The number of years of education and
training and the types of educaticn and training can increase
employment options. Yet other factors prevail to limit a woman's choice

in the job market. Most males are encouraged to pursue different
interests from females and to value different achievements. Children
themselves know about gender differences by age three and continue to
be influenced through the media, education, and other social systems
about gender-related roles and norms.”

Educational and career choices are also shaped by attitudes—personal,
peer, family, and societal. Even when choices are formally open,
attitudinal constraints may prevail to segregate women into certain
traditional directions. This streaming in turn is significant in shaping
interests, competencies, and interactions of women as students.
Acquiring the knowledge and skills appropriate for nontraditional
careers which would expand career options for women is believed
possible through education and training programs. But a
nontraditional occupational identity is more than knowledge and skills;
it also involves the acquisition of those values, beliefs, attitudes and
expectations of the occupational role. This role acquisition occurs
through a lifelong socialization process.

Two of the most important factors in career decisions are knowledge of

self and knowledge of occupational alternatives. Knowledge of self is
derived from clarifying personal and work values. Knowledge of
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occupational alternatives is gained through exploration and experience.
The process by which women become associated with a specific
‘occupation involves career interests, career choices, and career
maturity and is labelled "career commitment.” This commitment refers
to the degree of importance attached to one's career and the willingness
to undertake activities which enhance promotion.

It is important that graduates of career preparation programs reflect
not only knowledge and skills but also a set of attitudes, expectations,
and actual behaviors appropriate to the jobs they are seeking.8-9
Education and training programs offer knowledge and skill components,
but the attitudes, expectations, and behaviors (the effective
components) requisite to jobs are often neglected in educational
programs. These affective components are associated with success at
both school and work.10 The school-to-work nexus is thus an important
bridging mechanism for labor market success.

Despite attempts to eliminate institutional barriers to women entering
jobs dominated by males, only a relatively small proportion of female
workers are employed in these occupations.11 A review of the
literature on barriers to female educational and occupational equity

reveals certain commonalities.!? They can be grouped under the
following headings:

low level of support from family/friends
low occupational self-concept
lack of educational preparation for nontraditional careers

lack of information about nontraditional careers
iack of available role models

1

2

3.

4. low level of role compatibility

5

6

7. lack of money to finance training.

These personal-social or attitudinal barriers tend to be covert and
subtle; consequently they are more difficult to overcome than
institutional barriers,13.14

Research studies indicate that barriers to nontraditional career
development can be lowered or reduced by reducing external or
structural obstacles, by providing a supportive atmosphere for
learning, by presenting appropriate role-models (i.e. practicing
tradeswomen), by offering assertiveness training, and by providing
competent counseling (knowledgeable and sensitive to women in
nontraditional vocations).13:16.17  Helping women to identify,
understand, and overcome attitudinal barriers is one means of
facilitating their entry into nontraditional careers.




In spite of the emphasis on women's entry into nontraditional career
training programs, the response remains low. During 1982-83 women
accounted for less than 10 percent of the participants in nontraditional
occupational preparation programs in Canada.!® In British Columbia
where the present study was conducted, 82 percent of the registered
apprentices were female. This percentage is reduced to 3.0 if the large
numbers of female hairdressing, barbering and floristry apprentices
are removed from the total.l?

Methodology

In an attempt to understand the career development process of women
pursuing nontraditional occupational preparation, four groups of
~women enrolled in career preparation programs in Vancouver, British
Columbia were experimentally tested in 1984 using pre- and post-test
instruments. Three groups were involved in nontraditional career
training; the fourth group, in a traditional career preparation program,
was used as a comparison group. There were approximately fifteen
students in each program. Participants came from two postsecondary
institutions and were either selected as intact class groups or
recruited as volunteers from specific programs. Each of the four career
preparation programs used a different approach in offering
occupational education and training.

Employment Alternatives for Women (EAW) is a nontraditional career
exploratory program designed to provide women with the personal,
physical, and mental development deemed necessary for success in
either further education and training or nontraditional employment.
Four areas are addressed: career decision-making and goal-setting;
personal improvement; theoretical knowledge and practical skills; and
nontraditional occupational expectation. It is a  16-week classroom
and on-the-job experiential program.

Professional Cook Training, Level 1 (CkTrng) is a 20-week classroom
approach to occupational preparation as a short order cook. Instruction
covers theory and practice of menu planning, food preparation, and
kitchen management. Course content is arranged in three segments:
classroom theory and skill; practical experience in the school short
order kitchen; and industrial training in the community. .This program
offers a traditional approach to nontraditional occupational
preparation—classroom structure combined with laboratory experience.

The Training Access (TRAC) program is a self-paced open entry
competency-based technical and trades program. It represents a
replacement of the provincial pre-employment and pre-apprenticeship




programs (which are the categories for women wishing to improve their
job skills in the nontraditional fields). It also represents an

alternative approach to teaching occupational knowledge and
skills—that of individualized instruction.

Long-term Care Aide (LTC) represents occupational preparation of a
traditional nature for women——the health care field. It is 15-weeks of
full-time study involving classroom lectures, laboratory practices, and
institutional experience.  This program prepares women to care for
residents in extended care, intermediate care, and personal care
settings under the direction of a registered nurse. Because the program
represents a classroom approach to a field dominated by women it was
chosen as a comparison group.

The groups represent four distinct types of occupational preparation
for women. Three (EAW, CkTrng, LTC) are classroom oriented
combining theoretical instruction and practical experience; one (TRAC)
is individualized. ‘Three stress theory and practice. Only one, the
EAW program, specifically addresses the idea of acquiring values,
attitudes, expectations and behaviors appropriate to an occupational
role identity—those attributes so necessary for job success.

Instrumentation and Findings

For this study six criterion variables were identified from the
literature as impinging on a woman's nontraditional career
development. These variables were used in testing the pre- and post-
test hypotheses that the type of educational intervention received

affected occupational role identification. The variables are described
below.

Career commitment involves the behavioral and attitudinal aspects of
work motivation and work values.

Goal setting is a process by whicli a person assesses occupational and
educational options as a means to personal and career development;
involves gaiming awareness and knowledge about self and careers.
Personal-social barriers to nontraditional occupations are attitudinal
dispositions involving expectations, perceptions, knowledge, and
abilities; acquired through socialization. .

Role acquisition is assuming the behavioral, attitudinal, and cognitive
expectations of a social position.

Role conflict results from conflicting behavioral, attitudinal, or
cognitive expectations arising from multiple roles, associated with
career achievement and marriage and family interests.

Self-efficacy expectations are behavioral, attitudinal, and cognitive
perceptions of one's ability to fulfill a particular role identity;
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involves the competence and persistence of acquiring and maintaining
that role.

Three instruments were used to collect data: a biographical
questionnaire, a Survey of Women's Attitudes about Careers20 and
Nagely's 1970 Scale of Attitudes Toward Career and Career-Related
Variables.2!  Career commitment was measu'ed using the Nagely
instrument. The remaining variables were measured using the Thomas
instrument; personal-social barriers (in Table 1 and discussion) are
the summation of the barriers to goal setting, self-efficacy
expectations, role acquisition and role conflict. Additionally,
interviews were conducted with three women from each program after
the completion of their course of study.

The Thomas Attitude Survey questionnaire measured the perceived
personal and social barriers for women desiring to enter nontraditional
occupations, It contained 53 statements using a Likert scale ranging
from strongly agree (5) to strongly disagree (1). A reliability check
yielded scorcs from .73 to .84. The Nagely Scale of Attitudes measured
career commitment using a 46 item, seven-point semantic differential
technique. Two scales were derived from a factor analysis:
Expectations of Career Benefits (measuring social meanings) and Career
as a Vehicle for Self-Expression (measuring self-meanings).

The purpose of the interviews was to provide women an opportunity to
discuss their career development and any obstacles or barriers
encountered along the way. They were asked to account for factors in
their career development and in the educational program which had
specifically facilitated occupational role identification.

The findings demonstrated that at enrollment the programs were
serving a heterogeneous group of women with regard to demographic
characteristics but who were homogeneous with respect to the number
and/or degree of barriers they perceived to nontraditional occupations.
Participants' scores reflected similar gender role socialization
experiences and attitudes. And although no consistent patterns were
apparent among the groups at program completion regarding the number
or degree of barriers perceived, on the average women in the career
exploratory program (EAW) made the most progress .in addressing
psychosocial impediments to nontraditional occupations.

perceived barriers

Table 1 summarizes the results of the pre- to post-test changes by
program on five of the variables as measured by mean scores. This
table shows that the educational interventions assisted women in




Table 1

Progress Toward Employabtl ity for women
in Tracitional anag Non-tradttional Training Programs

Self E€ff Goal Role Role Barrer
Training Program Expectation Setttng Acqustn Conflict Tota!
{pe 070) (pe 190) (p* 053) (ps 006) (p+ 006}

tmployment A!ternattves
for women (ns15)

Cook Training
(n=13)

Training Access
(n=13)

Long Term Care Atde
(n=16)

Totat Progress
Agatnst Barriers

Mote: All entries denote change in perception of barriers toward
women’'s employability. Posttive entries indicate that women see
fewer barriers or reduced severity,K hence easier access to )obs as
L result of the program. Negative entries 'ndicate that barriers
are deemed more severe after the program than before The aipha
probability that the programs differ significantly appears at the
head of each column

under-standing and addressing the personal and social barriers to
occupations, especially nontraditional occupations, but not all
nrograms were affected identically. EAW enrollees made the most
progress in addressing or overcoming perceived barriers from program
enrollment to program completion followed by women in TRAC. Women
in LTC effectively did not change their perception of barriers to
nontraditional occupations. But curiously, women in CkTrng perceived
more barriers from the beginning of their program to the completion.

On self-efficacy expeciations and role acquisition, those in EAW also
showed the greatest gain in occupational socialization, This means they
perceived fewer barriers to nontraditional roles and saw themselves as
competent and persistent in pursuing nontraditional occupations.

Women in CkTing reported an increass in obstacles on every onc of the
variables. Women in TRAC were second only to those in EAW in
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understanding and addressing barriers to occupational role
identification, particularly, role conflict problems (+.65).

Women in LTC exhibited the least change on measures of self-efficacy,
occupational role acquisition, and total barrier count. They detected
more problems in addressing factors affecting goal setting at the
completion of the course than at the beginning. On all variables except
goal setting their occupational role orientation remained the same;
their program made little difference in their occupational orientation.

Combining all scores, EAW was more effective in helping women to
understand and overcome barriers to nontraditional occupations. The
TRAC program was second most effective in helping students address
perceived psychosocial barriers. It appears that although women
pursuing nontraditional careers (EAW, CkTmg, TRAC) had internalized
norms associated with nentraditional roles, those who had explored
various nontraditional career options (including skills, behaviors,
attitudes, expectations, and barriers) were more likely to have
acquired an occupational identity based on exposure and experience
rather than on unrealistic information and expectations.

career commitment

Career attitudes and expectations are the results of a combination of
environmental stimuli, educational experiences, references groups and
personal characteristics.  Table 2 summarizes the mean differences
between the pre-test and post-test measures of career commitment as
measured by the Nagely instrument. EAW and LTC students perceived
a career as providing a greater degree of expected benefits and seif
expressiveness than did those in CkTrng or TRAC programs.

Both CkTrng and TRAC enrollees perceived few social benefits and self
expressions associated with a career commitment. Something during
their educational training affected career commitment adversely. In
both programs, women interacted with male students and instructors
(the other programs had only female students and instructors). Also,
the CkTrng program may have been an initial choice for women because
of its similarity to female norm socialization of cooking and meal
preparation. Once enrolled, women may have become aware of the
routine, mundane, and often strenuous aspects of cooking occupations.

Students in a traditional career program for women saw a career as
providing few benefits and even fewer opportunities for self expression
(.03). Their change scores indicated their program did little to alter
their social and self expectations resulting from career identification.
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Of the nontraditional groups, women in the EAW program envisioned
occupational identification as providing a fairly high degree of
expectations and expressiveness. Their change scores indicated they
saw their career identification as allowing them to match personal
characteristics and career expectations.

Table 2

Change Between Pretest and Posttest Measures of Career Comm:tment
for Nontraditional and Traditional! Career Preparation Programs

VARTILIABLE

Expectations of Career as Self
Career Benefits Expression
(f=1.860) (F=2.758)
Program (p= 148) (p=.0%1)
X1-X2 so X1-X2 SO
Employment Alternatives
for women (n=1S5) 19 .34 29 .46
Cook Training (n=213) -.3% 122 - 69 t 29
Training Access (ns13) - 58 1 36 - sS4 138
Long Tearm Care
Aide (n=16) 13 93 0¢] T

Note: Entries reflect changes in expectations of career benefits
and self-expressions as influencing career commitment Positive
entries 1ndicate that women see & greater degree Of expectations
or expressions from having a career Negative entries indicate
that career benefit expectations or self-expressions are reduced
as a result of having a career The probavility that the programs
differ significantly appears at the top of each column

Overall then, psychological and sociological matching of personal
characteristics and occupational characteristics appears to be a result
of learning and developmental experiences associated with educational
settings, societal norms, and career maturity.

general interview findings
Career development is viewed as a process involving career intercsts,

career maturity and career commitinent. It includes educational
experiences, paid and volunteer work experiences, and personal
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experiences. Career development decision-making depends upon
seeking and receiving information relating to occupations, preparation
required, and training opportunities. = From the woman's experience
referred to at the beginning of this paper who wanted a hammer and
carpenter's pouch at age seven, to another's experience as a high school
volunteer in a hospital, to one's experience refinishing her kitchen
cabinets, career interests arise at various ages and for various reasons
as reported by women interviewed.

Most interviewees were able to discuss specific plans and processes in
which they engaged for their present career preparation. They
reported the need for career information and counselling 'which would
enable them to make good choices and commitments. Approximately
two-thirds of those interviewed expressed concern about talking to
counsellors who were "too busy,” "not encouraging,” or who offered
"inaccurate or incomplete information.” This referred to both school
counsellors and Canada Employment and Immigration (CEIC)
counsellors. For those women receiving CEIC financial support,
knowledgeable and sensitive counselling was a crucial factor in their
educational and occupational success.

Barriers to occupations involve personal or societal attitudinal,
behavioral, or cognitive expectations and perceptions. Barriers
experienced by these women concerned the impropriety of certain
activities. Experiences reported were: "my parents somewhat
concerned about my being different”; "guys in shop class gave me a
hassle because I was the only female"; "you don't belong here" (in
carpentry shop). Perhaps the attitudinal expectations and perceptions
about women's roles can be typified in the statement one ycung woman
received from a male during a nontraditional field placement, "Have
you thought about sewing?”

One significant barrier for women is the idea of role conflict: those
conflicting behavioral, attitudinal or cognitive expectations arising
from multiple roles associated with career achievement and marriage
and family interests. As a generalization, this issue yielded the
strongest sentiments expressed during the interview—from hostile, to
begrudged, to resigned to positive. Representative were: "my mother
says how messed up I am and that my brothers don't do this to her";
"my family gave me no support”; "time with my kids became more
structured”; "my husband was very supportive.”

Women in the EAW identified career exploration as a key socializing
factor. Some of the general knowledge, skills, and attitudes they
acquired from their program related to goal-setting, decision-making,
effective communication, and confidence building. Yet many




behavioral, attitudinal, or cognitive expectations which socialize one
into an occupation were not learned from labs, lessons, or practicums.

They were gleaned from other students, from observations, from other
people. For example,

you may get it (occupational role information) indirectly.  This
may be due to the trades hierarchy. [I'm getting it from other
people—how instructors talk about and look at others. There is
an image of a stereotype...There are expectations and
personality types that go along with these trades . .. I've
gotten it from older students and people working and from
people who have trained. It is a learning process——a
developmental growth. Training is a part, apprenticeship a
part, employment another.

comparing neontraditional to traditional responses

The preceding discussion relates to general interview findings. When
exploring the similarities and differences among the four groups
several salient issues emerged. Women enrolled in nontraditional
programs reported an early interest in nontraditional activities and
had pursued related courses and interests. Women enrolled in the
traditional program had only pursued traditional female courses or
interests. Only one nontraditional participant reported career
interruption because of family interests or conflicts; all three women
in the traditional program reported early career interruptions due to
family responsibilities.

Concerning goal-setting, nontraditional interviewees reported definite
long-term educational or employment goals; traditional women reported
short-term employment goals related to the need for a job. Interviewees
in the traditional program did not enumerate any barriers impinging
from societal or personal perceptions or expectations.  Their role
orientation had evidently caused no role conflict. Women in
nontraditional programs named several barriers associated with
personal and societal expectations about role orientations.

Perhaps the area of maximum distinction between the traditionals and
nontraditionals concerned perceived competence and persistence of
acquiring and maintaining a role identity. Those in the traditional LTC
program expressed no concern about abilities to do the job. To a
woman, those pursuing nontraditional occupations expressed concerns
ranging from apprehension, hesitancy, uncertainty or uneasiness about
their competence and motivation throughout various stages of their
career development. At the time of the interviews, all expressed




confidence about their ability and motivation to carry through their
career goals.

Another distinguishing difference was the idea of support and
encouragement. Those in the traditional program never mentioned
support groups per se. Seven of the nine nontraditionals offered
unsolicited comments relating to support and support groups.

When only the three nontraditional programs were examined, several
generalizations appear between the EAW program and the other two
programs (CkTrng and TRACQ). By its very nature EAW offers
exploration, confirmation, and certainty. These women wanted more
nontraditional roie information and to try themselves ou: in a short
program during which they counted on geiting more support. Reflective
comments included: "Employment Alternatives gave me more
options—career and personal”; "it helped me confirm the person I am®;
“this course helps women face uncertainty and expectations about
trades.” CkTmg and TRAC stressed only tueory and skills. It was
assumed enrollees had resolved any uncertainty about career
orientations and were directing their efforts toward instrumental and
intrinsic means of matching personal and career interests to labor
market possibilities.

EAW exposed students to occupational socialization through a variety
of experiences: practicing role models, women-in-trade films, guest
speakers, shop tours, and work experiences. CkTmg and TRAC exposed
participants to occupational socialization through work experience
only (discounting theory and skill content). Interviewees in EAW
reported specific factors influencing their school-to-work
expectations; CkTrng and TRAC students referred only to occupational
socializing factors in general, nebulous terms. It would seem that
explicit occupational socialization was an important factor in the
transition to a work role.

Implications

It appears that there are three types of females for whom implications
of this study are relevant. The first type are those women who have
already made a nontraditional career choice and are enrolled in a
preparatory program. These women may still need and want
confirmation and certainty of their career choice through interaction
with others: students, role models, instructors, counsellors.  The
second type of female for whom there are implicaticns are those who are
still exploring nontraditional career options. These women may be in
career exploratory programs or not yet registered but may be sevking




information regarding options, expectations, and barriers requisite to
occupational development. The third type represents those who are yet
to be recruited or alerted to nontraditional, nonprofessional careers.
This recruitment may occur through educational activities, women's
offices (resource centers, counselling offices, government agencies) or
through employment and social services offices. Women in this
category are usually in various stages of career and personal awareness
and have ventured beyond the home or current work environment to
examine their lives in a broader or different perspective.

For these categories of women, there are specific policy, institutional,
and professional implications. The two senior levels of
government—federal and provincial—have a responsibility for funding
and policy interventions. In Canada at the present there are both
federal and provincial initiatives which emphasize nontraditional
carcer and nontraditional career preparation programs for females. But
occupational and educational equity are impossible without adequate
funding, which is as yet unavailable. Institutions have a responsibility
to support and maintain services which assist women interested in
nontraditional careers. To this end there cou!d be a women’s office
and/or women's program & each postsecondary institution; services
now vary from institution to institution. Those professionals and
practitioners working with these women have a responsibility to be
informed and enlightened about women's issues and governmental and
institutional policies which affect the women.

The implications for adult education research involve the paucity of
research of women's nontraditional, nonprofessional career
development. Considering the embryonic state of knowledge concerning
these women, the most appropriate suggestion is to develop and test a
theory which would explain occupational socialization for women.
Theoretical research should build upon the identified psychosocial
correlates «: career development within formal learning environments.
Empirical research should focus on instrument precision to establish
construct validity.  More qualitative data could be gathered. And
future research should continue to build on the data bank of
demographic, personality, and environmental factors influencing
nontraditional, nonprofessional occupational role identification and
career commitment.

Policy development and implementation which facilitates and fosters
occupational socialization for these women could be examined more
closely for effectiveness, e.g.. recruitment, selection, and placement
policies. Also, the curricula of most occupational preparation
programs could be expanded 10 include greater attention to the
affective aspects of occupational socialization. This has implications
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for instructiona) and support staff who may need or want information
regarding female career development.

These implications seem to suggest that these concerns go beyond the
simple provision of educational intervention aimed at preparing women
for entry into nontraditional occupations. What remains to be seen are
the typec or approaches and levels of intensity of occupational
socialization efforts which can effectively and efficiently respond to
the special needs of women pursuing and preparing for nontraditional
careers.

Summary

Occupational socialization concerns the rights and duties associated
with a particular position in society as expressed in behavioral,
attitudinal, or ognitive expectations. Occupational expectations thus
relate to comps.ence, performance, and values. An understanding of
the cognitive and psychomotor factors of occupations can be easily
assessed. The development of affective socialization—how one acquires
the attitudes, values, and beliefs of an occupational role identity—is
not so readily assessed. Socialization is a lifelong process, and career
development is but one part of a contituing process of learning
occupational norms, expectations, and behaviors.

Government decisions regarding subsidies and policies influence the

decisions cf individuals, of educational institutions, and of
employers—and hence affect both the supply of educated and trained
labor and the demand for its services. Students in postsecondary
career preparation programs may have already acquired (or be in the
process of acquiring) the requisite behaviors, skills, and attitudes
through prior self-selection and socialization. But for those who are
uncertain of their competence or unawarc of occupational options and
expectations—especially of a nontraditional nature—the appropriate
intervention strategies may lie in career exploratory programs which
address the affective components of occupational role identification.
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Perspectives

ADULT EDUCATION WITHIN THE NETWORK OF SCIENTIFIC
DISCIPLINES: A ROUNDABOUT WAY TOWARD A PARADIGM
OF ADULT EDUCATION

Wilhelm Mader
University of Bremen

I

In his Edward Douglas White Lecture on citizenship and education for
freedom, at Louisiana State University in 1941, Robert Hutchins spoke
of the "rabbit theory of education."! He quoted a 'Mr. Butler of
Columbia' thus: "Any infant is encouraged to roam about an enclosed
field, nibbling here and there at whatever root or flower or weed may,
for the moment, attract his attention or tempt his appetite ... Those
who call this type of school-work progressive reveal themselves as
afloat on a sea of inexperience without chart or compass or even
rudder.” Hutchins adds: “Obviously we should not look to rudderless
rabbits to lead us through the mazes of the modern world."

Does adult education have a compass or a rudder to direct our
investigations with the universities? Is our association with the
different scientific discipline utterly random? Do we behave like
rabbits nibbling here and there at whatever academic flowers attract
our attention?

The declaration on citizenship and adult learning of the Canadian
Association for Adult Education envisages "a learning society led by
learning adults."2 If learning adults are to lead through the mazes of
the modern world, it should be evident that the research done on adult
education within the intricate network of scientific disciplines at
universities would be facilitated if its leading principles, or paradigm
(to use the fashionable but practical term of Thomas Kuhn3) were
clarified. To this end I will start with some historical remarks.
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Every highly developed society today tends to establish its important
roles and functions by professional training and academic career
patterns; every important and powerful profession extends its
professionalization process into the universities and the realm of
science.  The first European universities started with a school for
lawyers (Bologna in the 13th century) and developed into universities
which included faculties of theologians, lawyers and doctors.
Centuries later the natural sciences were added to this mix. Social
sciencs is an even later child of the 19th century. Teacher training
came to require a professional university training after World War II.
Professionalizaton and the move to make a science of each area of study
are twins in modern societies. Even a well-informed academic is
unable to know and distinguish the host of new-born scientific
disciplines:  their subjects, their methods, their practical orientations,
their findings. Among these disciplines—which create not only
research, theories, and bodies of knowledge, but also career patterns
and certification requirements—adult education is a baby. What is
more, this infant is not a child of the scientific disciplines but was

born of the practice of adult education and its importance in modem
society.

One cannot say that adult education is a loved or recognized child
within the scientific world. No wonder its scholars and students are
often confronted with the slightly confused question: "What are you
studying—adult education? What's that? What is it for?" Often the
answer is a roundabout explanation which doesn't convince the
questioner.  Indeed, there is some confusion about the position and
function of adult education within established scientific disciplines.
In addition, there are open questions concerning the relationships of
adult education as a field of social practice and adult education as a
scientific discipline.

Although adult education is established at many universities with
training programs and chairs, the legitimation and reputation of adult
education seem unsatisfactory. Even colleagues at the same university,
working in the very same institute, may hold completely different,
sometimes contradictory, ideas about adult education and its function
within the university.  Metaphorically speaking: is adult education
caught in the web of other disciplines as an easy prey, or is adult
education becoming a part of the scientific network itself? With the
intention of elaborating on these questions, I will discuss the German
development of adult education and its professionalization process as
an academic career.




I1X

Although adult education in Germany may look back on a rich and
complex history over 200 years (its roots are to be found in the
Enlightenment), it was not until 1969 that adult education became part
of the university program. Although it might be boring from a
Canadian or American point of view, I would like to outline the
circumstances surrounding this development.

In Germany in the sixties, the traditional and venerable pedagogy
changed into a science of education (Erziehungswissenschaft). The
former 'art of education' was transformed into a scientific discipline.
Education then received its own, and separate, university programs.
Students could study the science of education within an eight-semester
program leading to the title of Diplom Pddagoge. If they so desired,
they could step into a doctoral program *o achieve the Dr. pdd or Dr.
phil. At the same time, adult education was established as one main
focus o: this new education program. That was the way our discipline
was given birth: as one focus in the science of education. Chairs of
adult education were funded and established, an adult education
curriculum was created, a new population of students grew up (mostly
students who had already finished a previous vocational training
program), a small scientific community of adult educators built up, new
journals and publications dealt with adult education, and so on and so
forth. All these consequences and circumstances emerged from the

political decision to create adult education as a university program.
It is very important to realize that this happened as a result of general
social developments and political decisions. It did not result from an
inner differentiation of the established disciplines, which looked upon
it a brat.

Hence, it is reasonable to examine the social and political background
of these developments and decisions. 1 will emphasize two factors.
After World War II, a deep-rooted and widespread belief took hold:
that societal and political planning and decision-making have to be
based on scientific research and analysis. Scientists became the
indispensable counsellors of politicians.  The rationality of science
became the paradigm of politics, society, and economics. Scientific
rationality, knowledge and methods, and social and political progress
were not contradictions. Science was the means of progress and the
route to a fuller understanding of humanity. Not only did this belief
(or should I say myth?) concern the natural sciences and technologies;
it also held sway in the realms of the fantasies of education,
communication, and learning. This mentality is epitomized by the




term, homo faber--man the maker. It has been a world-wide
phenomenon. The second factor is peculiar to Germany. Since the
beginning of organized and institutionalized adult education in the
early 19th century, a bewildering set of institutions and programs has
come into being. In a euphemistic manner this complex has been called
a "pluralistic system.” That means. adult education is a playground of
unions, churches, political parties, companies, associations, etc. A

contradictory variety of interests, world views, and practices have
ruled the field.

In the late sixties this pluralist system was partially transformed into
a public educational system by controlling and domesticating the
plurality. Of course, this was accomplished by money and laws.
Nearly every Land of the Federal German Republic launched a special
law to promote adult education. Qualification criteria for adult
educators were established. Certain programs got money, other
programs got no money or less money. Adult education organizations
had to fulfill certain criteria of planning and programming if they
wanted access to diverse promotional programs. No wonder that the
bulk of adult education institutions tried to satisfy these criteria.

I will not continue outlining the consequences, since the only purpose
of this description is to identify the historical point at which adult
education was forced to join the scientific world and define its
relationship to other well-established disciplines at universities.
Although there were laws and promoting programs, there was no
elaborate body of knowledge of adult education which could help to
create and generate subjects and theories and research. The funny
thing that happened was that an academic program was established
which had to create its scientific foundation after its birth.

So, what happened next? In Germany two models (or ways for adult
education to become scientific) were realized. The advantages and
disadvantages of these different ways of coping with the fact of an
established discipline which l!acked an elaborate body of knowledge
may be of interest to a Canadian adult educator. The first model I
would call the umbrella model; it is established at most German
universities. The second model I would call the metwork model; it is in
place at the University of Bremen. :

1V
the umbrella model

As mentioned above, adult education found a place under the roof of
pedagogy. or the science of education. Adult education could furnish
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its own room under this roof, but it had to adopt the style of the place.
Pedagogy was a weil-established discipline; everyone knew it. All
teachers had to study it as part of their professional training. Its
historical and institutional context was defined. It belonged to the
tradition of Geisteswissenschaft. In being subsumed under the
modern form of pedagogy, adult education could be understood as a
mere differentiation of this old and well-known discipline. It could
take over the traditional themes of pedagogy, modifying them to the
peculiarities of its own field. That fitted into the political assumption
that adult education should be analogous to the school system. Like
pedagogy, it could use other disciplines as quarries. Especially
psychology and sociology were mined for blocks of knowledge (for
example, learning theories or development theories already supporting
educational psychology). The results were of greater interest than the
methcds.  Such disciplines gained the status of assistant disciplines
which served up the contents for studies in adult education. One result
was that the autonomy of aduit education became the autonomy of using
findings from other disciplines without producing contents of its own.
Obviously, some really important problems and peculiarities of adult
education did not receive sufficient attention within this model.
Problems like working with special target groups (e¢.g. the unemployed),
or teaching in non-age-graded classes, or learning on completely
different levels of competence (e.g. illiteracy plus political autonomy
in one person) did not get adequate attention.

This umbrella model tends to neutralize the political and societal
realities and implications of adult education. The second model, which
I call the network model, attempts to escape these disadvantages.

the network model

This model tries to knit a new fabric, drawing threcads from different
disciplines within the net of science. It holds that the conditions of
adult education are quite different from those of public schools,
colleges, or even universities. It assumes that adult education needs
its own paradigm in order to create its own body of knowledge. And it
asserts that the range of disciplines cooperating with adult education
should be broadened. It is moving toward a new form of the science of
adult education; it has a vision. The reality works this way.. Scholars
from different disciplines—psychology, sociology, economics, political
science, history, philosophy, education—who were experienced in
various practice fields of adult education were brought together in the
late seventies. These scholars brought experience of adult education in
the unions and in the so-called Volkshochschulen (evening classes).
Their main focuses included vocational, political, and cultural adult
education. Every scholar was expected to keep up the tension between




his or her discipline and his or her practice field while teaching and
researching. They comprised a team of twelve professors. In the course
of time, a curriculum and study program were born from their
controversial discussions. The basic and shared philosophy of these
professors can be outlined as follows:

1. Since the Enlightenment, adult education has been deeply
intertwined with democracy. There is a fundamental interdependence
between political culture and the education of adults. The cultural and
educational standards of adults (knowledge, values, world views, etc.)
determine—at long last—the public educational systems, from schools
to universities. This is quite different from, say, a feudalistic or
dictatorial system where the ruler or dictator determines the
educational patterns.

The old and famous phrase of Wilhelm Liebknecht, "Knowledge is Power
and Power is Knowledge" (it was 1872 when Liebknecht gave his famous
speech to workers of Saxony) was a political program but became also
a leading program of adult education. It expresses the interdependence
of education and political culture.

This philosophy assumes that it is dangerous for a society to restrict
adult education to an agency which imparts knowledge. Rather, adult
education seems to be the melting pot of democra:y, overseen by the
people themselves. In adult education knowledge, values, fantasies,
behaviors, and the processes of thought are assimilated in the sensus
communis (common sense of the people). And without such a common
sense there is no democracy. The German (untranslatable) word
Bildung expresses this aspect of the basic philosophy behind adult
education.

2. Adult education is regarded as an important economic factor. The
standard of education among adults, the quality, speed, and flexibility
of continuing and recurrent education throughout one's life often
determine not only the private income of an adult but also the
profitability of a company and even the economic productivity of a
society. There is a growing link between adult education ana a
manpower approach. Modern communication technologies will empower
education—but probably education in a very restricted and narrow
sense.  Therefore, it is absolutely essential to link the economic
dimension of adult education with its political, democratic dimension
because the antagonism between a democratic culture on the one hand
and technical and economic progress on the other hand becomes
increasingly dangerous. It is not seif-evident that technical and
economic progress promotes democratic structures.
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3. The 'sovereign' of adult education is any individual adult; education
is an individualized process. Although one can (and should) organize
adult education for certain target groups, or sub-cultures or ages, the
real education process lies in the work and the achievement of an
individual, of one person with an intricate background, emotions,
history, life perspective, and autonomy. The rules and subjects of
adult education therefore cannot be set in an abstract way as if the
learning person were only a recipient of something. Adult education
has to take into account the biographical situatior. of the learning
adult. Hence, it depends on its ability to anaiyse social and
biographical situations (as periods and episodes) and to transform
these conditions into learning situations and processes.  Socialized
subjectivity is the starting and finishing point of adult education.

v

Regarding just these three points from a basic philosophy of adult
education, it is obviously impossible to build up an adult education
program by simply adding together some plausible parts and findings
from different disciplines and calling the result a new discipline.
Practitioners will discover useful additions on their own without the
direction of students or scholars. Those academics who have the
advantage of being able to view the whole field of adult education have a
responsibility beyond that of patching together course work. Given the
three philosophical dimensions of democracy, economic, and biography,
scholars of adult education might begin to weave a paradigm (in Kuhn's
sense) for the field from theie threads.

I would design it this way:

Education  of adults (process, subjects, conditions) is that which has
to be explained: the topic.

Democracy, economics and biography are the perspectives (the
question marks of looking glasses which precede paradigms from which
may arise questions, theories, methods) to look at adult education.

Scientific disciplines are the tools to qualify the perspectives
(not to provide findings) into a real paradigm. ‘

A diagram may illustrate this vision.




Assistant Disciplines
-Psychology
-Sociology
-Anthropology

Assistant Disiplines
-History ADULT EDUCATION
-Pol. Sci.
-Law

Assistant Disciplines
-Economic
-Sociology

Process/Subject Eeonomic Poersp,

Democratic Persp.

It is not possible to fully elaborate here on this scheme, but I will
suggest some short examples arising from the biographical perspective
to illustrate how the paradigm might be -created.

The learning process of an artist depends on age. life-
experience, self-constructs, sex, social strata, etc.

Normally, scientific disciplines such as the social sciences
would transform these factors into variables and then isolate
them in order 1o find correlations. The results of most
empirical research are well-tested correlations of a very few,
separate variables. These findings are not useless. They are
true within the definition of this method.

But all these aspects, called variables, are inseparate in a
concrete adult. The learning adult is an identity of age, sex,
social strata. self-construct, history, life perspective, etc. It is
impossible to isolate identity as one variable among others.

Identity epitomizes the whole impact of the biography. Because
adult educators have to work with adults, the central point of
this work should entail a biographical perspective. A
biographical perspective is an approach to identity (which
itself is only realized by philosophizing about it on a




metatheoretical level). However, it remains quite feasible to
take a biographical perspective on education. The ‘assistant
disciplines' can lend support to this approach with their life-
course psychology, or life-span theories, or cohort-analysis.

The crucial point is that knowledge taken from other
disciplines must first be transformed into such a biographical
perspective before it is useful for understanding and analyzing
the real education of adults. The essential question is to find
out how to mediate the processes and subjects of adult education
through a biographical approach—how to see the artist as the
integrated person he or she is.

I do not deny the difficulties in such a 'joint venture' method of
establishing a paradigm of adult education. It takes many years of co-
operation. But what is the alternative? If we do not generate a real
paradigm of adult education or if we reject trying to do so, it does not
make sense to insist on, say, a research institute of adult education or a
Department of Adult Education or a study program of adult education.
Without our own paradigm, it would be better to distribute scholars
and students among other departments. In my own University of
Bremen, we are confronted with everyday problems which hinder the
realization of such a project, but everybody is convinced of the
necessity to keep trying.

Real interdisciplinary research and teaching is time-consuming, highly
communication-oriented, less method-bound, and more problem-
solving. Who is willing to spend many years in such a project? There
is a big seduction to withdraw into the known and safe harbour of one's
basic discipline. In addition, when working out the political dimension
(the democratic perspective), the political stances and opinions of
every scholar and student influence the co—operation. With regard to
this principle of democracy: are we able to work together with
colleagues of opposite political camps and avoid useless factions? Or
do we hold—against reality—that scientific work does not have a
political dimension?  Withdrawal into the safer field of an original
discipline sometimes gives shelter, but it produces a neutralized
understanding of adult education which does not meet the real
conditions of adult education practice.

Another aspect we have had to struggle with is that the scientific
reputation of a scholar nmormally functions within the traditional field
of a discipline and its accompanying scientific community. When
researching and publishing, a scholar cannot neglect this fact. In
Bremen, we do not have solutions as yet, but we have learned that these
kinds of problems and questions do not arise for those who work under




the umbrella model. Our model, the network model, forces us to clarify
if a paradigm of adult education is desirable and possible. We remain
convinced that there will be no reasonable adult education at
universities without a distinguishable, discussible paradigm which
generates research questions, provides methods and identifies
perspectives of interpretation. Lacking this we are superfluous as a
somewhat autonomous body within the universities. The rabbit theory
of education—scholars nibbling here and there on whatever attracis our
attention—does not work.
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FOREIGN LANGUAGE INSTRUCJION FOR ADULTS:
PROGRESSIVE TEACHING METHOD

Pavel Hartl and Helena Cisarova
The Charles University, Prague

Introduction

There are important differences between language instruction for
children and adults.!*2345  While drill is usually a basic tool in
foreign language teaching for children and youths, and frequently
brings good results, the price is high. Many children fall out of love
with studying languages, and on leaving the classroom they stop further
learning.  Passing time then destroys their hard-earned knowledge.
This is important because the ability to learn does not decline so much

with age as with the length of the period of the break in le,amirxg.6‘7

One of the most important problems in learning languages, for adults,
is that the teaching method and communicated content hardly ever
mirror the variety of individual interests and everyday life prot:vlems.8
The same situation is known from the history of psychological IQ tests
in the first part of the century. Tests for children, i.e., the Simon-
Binet test, or the Wechsler-Bellevue, were presented to adults; the
adults faiied to score well because the sub-tests did not mirror their
life problems and situations.”

Adults have more individual differences than children, and a huge
variety of likings and interests and special ways of reasoning and
thinking.“"11 All of this has to be respected in adult language
teaching. The literature suggests that ability to learn is affected by:
the adult's talent; his or her previous experience with learning; the
educational level; the interval between the previous and present
learning; the intelligence; and his or her present state of
health.12:13.14 Many adults have serious emotional barriers: feelings
of anxiety in classroom situations; a fear of failing and losing social
prestige; a dislike for competing. These facts strongly reduce the
motivation of adults to learn. (Another, incidental, implication is that
it is next to impossible to publish a textbook for adults that 1s
universally appropriate.)




Reasons for Language Learning, and Implications

There are two principal sets of reasons for which an adult person
usually decides to learn a foreign language. The first arises out of
professional, or even existential, necessity, or from deep intrinsic
absorption in a subject. In these cases, the learner's motivation is very
strong. There are known to be extreme cases of this phenomenon in war
time: people whose knowing or not knowing of a language was a
question of survival or death were able to learn a foreign language in a
very short period.15

The second set of reasons includes the wish to be understood in a
foreign country, or an inclination toward a foreign culture and a wish
to understand it better, or simply a wish to fill one's leisure time
fruitfully. In all these cases, the motivation tends to be short-term.
We are interested in the second group, that is, in people who have
chosen language learning as a leisure pursuit, without a deep
commitment generated either extrinsically or intrinsically.

Two Approaches to Language Instruction

We were interested in comparing the traditional language teaching
methods with what we will call a progressive group instructicn method.
The traditional method is characterized by an emphasis on the use of
paper - pen - textbook - blackboard, and tends to concentrate on a good
knowledge of spelling and grammar. This is the approach that has been

used for many vyears in English language instruction in the Prague
Center of Culture.

Our alternative group .nstruction has the following features:

(1) The integration into the teaching/learning process of many ways
of obtaining feedback between learners and between teachers and
learners. Normally, and in many traditional teaching settings, an
adult rarely gets feedback at the effective level. Cooper16
suggests that to gain new information about one's behavior,
attitudes, appearance, personal qualities, in a controlled but
supportive teaching and learning atmosphere, is ‘beneficial for
adult learning. Qur own previous experience17 has indicated that
the better people in a teaching group know each other, and the
more positive information they have about themselves, the more
intimate and supportive the atmosphere becomes in a class. A
teaching group created by isolated adults is hardly ever suitable
for successful learning. High levels of anxiety, and fear of losing
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prestige, result in self-defensive mechanisms such as ironic
joking directed at the instructor and teacher. In sociometric
terms, one-way relationships are typically found among
participants in such groups. In other words, it is important to get
at the feelings of the learners, i.e. affective learning.

Adults are interested in more than just memorizing new
vocabulary and grammar, so this approach involves a broader
cultural involvement, alongside insight into interpersonal

relationships. In other words, the socio-cultural aspect of the
learning is important.

This approach takes language learning in a natural way from the
concrete to abstract thinking. In this approach, this is
illustrated by the introduction of "I" as the first foreign word,
then "You", and then phrases such as "I like", "I have", "I love",
"I am", and their negative constructions. It is also illustrated in
the way that verbs are introduced in the context of, and connected
to, personal interests and emotional preferences of the
participants.

In other words, the emphasis in this approach is to evoke a deey
intrinsic motivation among the learners.

Testing the Group Instruction Method

The authors, one as psychologist and the other an expert in pedagogy
and English language teaching, wished to put these principles to the
test over a reasonably long period. They were able to form three groups
of learners, one to be taught by the traditional methods, and two others
by the alternative group instruction method. There were 14 to 15
adults in each group, between the ages of 19 and 42, of both sexes, and
from various professions and occupations including university
students and graduate and manual workers.

The group instruction approach included the following features:

Place - classes were held in localities such as clubrooms, a park, on
the street, in a museum, a garden, on the riverbank, in the
port, on a railway siding. Participants were seated either in
a circle or in some appropriately informal way.

Process - each lesson started with a warm-up game involving grammar
constructions and vocabulary. Similar games were
introduced during the course of the session, some of which




were adapted from games and role-playing exercises
developed during the T-group movement. As has been noted
above, the early part of the course introduced very simple
verbs that are used frequently and that have a strong
emotional value, such as “like" and "love" and their
opposites. These were built up by linking with nouns and
adjectives and with the different tenses as time went on.
Participants were required to bring personal objects around
which a new vocabulary was built and whole stories created
by the participants themselves. In other words, grammar,
idiom and vocabulary were built on practical exercises
which came out of the interest of the students.

The lessons were evaluated by the students themselves.
They provided a combination of symbols comprising hearts
and thunderbolts, which expressed their reaction to the
teaching and provided feedback to the teacher.  Finally,
each participant created his or her own textbook during the
course, and these were periodically corrected by the
teacher.

The sessions included more traditional processes such as
formal explanations of grammar idiom and vocabulary, and
at the end of each lesson a short dictation which was
corrected at the following sessions by the teacher. The most
frequent mistakes became the subject of instruction at the
following sessions.

Some General Findings

The comparison of the two approaches appeared to confirm the efficacy
of the group instruction approach and the principles of that approach
which are set out above. Judgement was arrived at not on a quantitative
basis, but in terms of the following indicators:

absence and late arrivals were recorded in all the groups, and
were significantly fewer in the two "progressive” groups than in
the "traditional” group.

with regard to the intentions of the participants to continue their
learning, all but one participant in the two "progressive” groups
gave positive responses, one stating that he was not yet sure what
he would do. From the “traditional” group, one-third of the
participants did not finish the course and of the remainder




another third had not decided, by the end of the sessions, that
they would continue.

- in terms of the richness of vocabulary, far better results were
observed in the “progressive" groups than in the “"traditional”
group.

- the ability to engage in prompt and varying patterns of
conversation was found to be higher in the "progressive" groups.

- the ability to write correctly was found to be about the same level
in all groups.

- the participants in the "traditional” group were better at using
and explaining grammar.

- in the two "progressive” groups, there were practically no
complaints about the difficulties of memorization, whereas in the
"traditional” group, this was frequently cited as a problem.

It is recognized that the attitude and commitment of the teacher in each
teaching/learning situation is an important factor. In these three
groups the teacher was the same, i.e., the second author, who is an
English language teacher,

Conclusion

This experiment was conducted over a period of a year. Its findings as
indicated above appear to support the principles of adult teaching and
learning that have been cited. They appear to indicate the value of
further research into non-traditional methods of teaching English as a
second language. The importance of this field is one which justifies
such study. From a broader perspective, it has been pointed out by
Ananjev18 that success in learning is in itself beneficial, since it slows
down the process of growing old and helps to keep an adult in good all-
round condition.
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FOREIGN LANGUAGE INSTRUCTION FOR ADULTS--A
CANADIAN PERSPECTIVE

Mary E. Murray
University of New Brunswick

The Progressive Group Teaching Method described by Hart! and
Cisarova is both relevant and timely for consideration within the
Canadian context. As one who has worked almost exclusively with
adult language learners for the past eleven years, I strongly support
the intent of such a method for several reasons.

An environmental setting in language instruction tailors the course to
the adult more than do many current directions in language teaching.
To paraphrase Anthony Gregoire in his keynote address to the 1985
TESOL International Convention: all too often we use bad judgement in
insisting upon ome approach. When buying a suit, we alter the suit to
fit the individual; educationally, we tend to try to alter the individual
to fit the suit. As the distance increases between "formal” schooling
and a subsequent return to the classroom, individuality becomes more
defined in terms of the work world. The familiarity/comfort of the

classroom recedes quickly into the background/past; re-entry into the
world of "formal" schooling becomes threatening/intimidating. An
approach like the Progressive Group Teaching Method might ease the
adult more gently back into the "school” ambiance—which so many fear.
In adult language learning, gentleness of approach is of primary
importance; for many people, the 1anguage being attempted is, in itself,
intimidating.

A further point on the importance of a "user friendly” approach in
language learning is of particular relevance for the Canadian context.
With Canadian students, the fear of loss of identity often works to
inhibit the language learning. (These observations are from the
perspective of one facilitating the acquisition of English.) If the
learning occurs within the culture of the language being learned, the
benefit of using the environment is maximized. By attending classes in
different "environmental” classrooms (without walls), learners are able
to observe and identify differences in culture. In recognizing the
differences, individuals are often able to feel their own identities with
more confidence. Incorporating the environment/culture into the
learning process may enable the culture to become a tool for self-




definition for the learner; as confidence is gained in the situation, so
inhibitions to language learning are lowered. In my experience, upon

completion of a language course, students have frequently described
just this process.

The dearth of language text mate:ial designed exclusively for adult use
is familiar to anyone working with adult learmmers. Much available
material is juvenile/condescending to the adult learner, often leaving
him/her feeling insulted, bored or uninterested in seemingly
irrelevant content, In utilizing the environment, participants are
presented with relevant, challenging stimuli, enabling learning to
proceed from a posture of interest.

The structure of the relationship between teacher and student is
another positive aspect of the Progressive Group Teaching Method. The
teacher seems often a facilitator, rather than a teacher/lecturer.
Development is often directed by the learners—the learning becomes
active. This method would surely appeal to adults, who are actively
engaged in directing their own, personal daily routines.

The inclusion of a socio-cultural component in Canadian second
language courses has been promoted by the Federal Government Second
Language Bursary Program for the past two decades. Excursions into
the local environment/culture are a required part of any course
affiliated within the Bursary Program. With the Progressive Group
Teaching Method, excursions take on a different dimension. To
consider the environment as classroom seems to be an intelligent and
adult use of the socio-cultural milieu. Many possibilities exist for
integrating aspects of the suggested methodology into a traditional
classroom approach.

The method, as described, surely leaves many questions unanswered.
Insufficient information is given to determine facts concerning
variations of proficiency and how these are addressed. Language
learners do not read, speak, and/or comprehend on an even level—a faci
which has implications in assessing any approach.

The apprenticeship of teachers for such an approach is another
consideration.  Spontaneity, creativity, and flexibility would ‘surely be
requisites; a step-by-step handbook might be, at least,
inadequate/misleading. In the process of having students become the
catalysts for curriculum development, teachers would need keenly-
developed linguistic intuition. In sharing the control of curriculum
with the students, a teacher would need experience in making the most
of a situation—of drawing the linguistic potential out of events as they
happen.




— A

Despite the lack of scientific/scholarly perspective, this article merits
serious consideration in planning curriculum for adult second language
learners. The Progressive Group Teaching Method considers the special
needs created by the time period between "formal" education and
further study, it addresses the enhanced motivation problem which
greatly affects adult language learning. Those adults tending to be
more intrinsically motivated, may respond with greater commitment
when they see that their interests/needs are influencing both the class
environment and the subject matter.

Within the last few years, the term "realia" has crept into the jargon of
language learning. "Bringing the real world into the classroom” has
been found by many teachers to be a successful tool. How much more
effective for adults to have as the classroom "the real world"——their

world, the world in which they function on a day-to-day basis.
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Book Reviews/Recensions

ADULT EDUCATION AND THE WORKING CLASS: EDUCATION
FOR THE MISSING MILLIONS

K. Ward and R. Taylor (eds.). 1986. Radical Forum on Adult Education
Series. London: Croom Helm.

There is much food for thought in this book. With the development of
large scale unemployment in Britain and elsewhere, more and more
people are again asking just what help education can give to the adult
unemployed. There seems also to have been an intensification of guilt
feelings in some quarters about the failure of the traditional forms of
adult education to reach large sections of the working class, however
defined. With this has come a growing consciousness that more effort

should be put into the development of education specifically designed

to assist women, ethnic minorities and ihat growing proportion of the
population who are retired. The 'missing millions' of the sub-title to
this book reflect these concerns and the authors argue with some force
their case for a fresh approach, using their own three year experiment
as a basic case study.

Work with the unemployed is the predominant issue in the book and a
good number of vital questions are quickly brought to the surface. Can
adult education really help the unemployed? Anyone in contact with
unemployed people knows very well that what most of them want is first
and foremost a job, and that this is the way in which any educational
offering will be weighed up. Educational provision for the unemployed
is moreover conditioned by assumptions made about the nature of
unemployment. One view is that unemployment is just a temporary
phenomenon which will go away as soon as conditions have improved, as
soon as the world economic (market?) forces have scttled down and
adjustments made to allow for the use of new methods of production and
new types of organization. Once the unemployed have developed the
required new skills, it is said, they will be employed again, and the
three, four of five million unemployed in Britain (figures depend on
methods of counting) have just to iive through a period of retraining.

Much of the current strategy and provision for the unemployed in
Britain reflects this view. It can be seen especially in the
training/retraining provision made by the central government through




the Manpower Services Commission wiich stresses the technical and
organ.zational explanations for unemployment, and partly in the
Department of Education and Science finded scheme known as REPLAIA
which tries in a wvariety of ways to improve the educational
opportunities available to unemployed adults. This whole approach,
however, is open to challenge, as Ward and Taylor clearly argue.
Unemployment, thanks to technological change and perhaps
particularly the development of micro-processes, may well become a
permanent feature in modern society. Any new jobs which are created
are more likely to be filled by some of the new generation than by the
long-term unemployed who are already with us in increasing numbers.
Perhaps we should be thinking more of a society in which the machine
will become the workhorse, leaving human beings free to develop the
kind of ’'leisure society' hitherto available only to some of the rich.
This, however, would require a considerable shift in public attitudes
and opinions, not least among the unemployed, implying as it does a
move away from the well established 'Puritan work ethic' familiar on
both sides of the Atlantic. It also raises many questions about the
nature of society and about the effects of the present inequalities
between people.

If jobs may never become available in the traditional sense and if
therefore there seems little point in helping people to acquire new job
skills, what can education offer? Based in a university department well
grounded in the. liberal tradition of adult education, the authors tend to
think in terms of providing opportunitics through which the
unemployed can develop their own abilities as well as a greater sense of
purpose, and thus become better able to cope with the new type of
society. Coping, and living more satisfacteiy lives, however, mean
different things to different people. There is indeed some danger of
over generalization in much of the thinking about education and
unemployment. Too often all the unemployed are lumped together and
the heterogeneity is ignored; unemployment may occur at all levels of
socieiy from the unskilled worker to the high executive and at all ages
from the young school leaver to the near retired. And people, of course,
have differing responsibilities. The position, too, may be compounded
by double or treble disadvantages as when people are working class
and unemployed, female or black. Different needs suggest a variety of
offerings. Perhaps, though, the vital need is for a new approach which
challenges many traditional assumptions. How should such provision
be organized? Who decides the curriculum? What type of provider is
likely to meet with success? What exactly should be the role, if any, of
central or loval government? Or of the universities? In any case how to
you measure 'success'’?




The value of this book is that it both raises, and attempts to answer,
this kind of question. Up to date we have not had a thorough going
macro-study of unemployment and adult education but in recent years
there has been an increasing number of case studies and reports of
experiments, published in Britain by bodies such as the Educational
Centers Association, the Workers' Educational Association, REPLAN
and the National Institute of Adult Continuing Education. In a sens.
this book, too, is a report of a particular experience, but it attempts
also to focus on wide issues. One of its major themes is said to be that
'for education to meet the needs of working-class people, its form and
content have to develop and be negotiated in a diversity of ways with
the different constituents of the working class' (p. 118).

The 'Pioneer Work' section of the Department of Adult and Continuing
Education in the University of Leeds thus went out to clubs, community
centers, tenants' associations, neighborhood groups and any relevant
voluntary organizations it could find. Rightly it was felt that the
provision for the working class in the past has been very limited,
"restricted largely to either leisure/recreational areas... or to day
release courses for predominantly white male trade unionists.” Instead
its central concern was to be with 'community based’ programs
designed to develop adult education for the whole working class
through intensive field work, networking and general pooling of
resources.

With this central, if not altogether new, approach, most of the book is
concerned with descriptions of the work carried out in the cities of
Bradford and Leeds in West Yorkshire. Before this, however, there are
two chapters which set the scene and raise the wider issues. The first
analyzes what is seen as the chronic inequality in all sectors of British
society, inequality which is political, economic and educational, and
inequality which is felt likely to grow under the present regime.
Among other examples, attention is drawn to the growing challenge to
comprehensive type schools and to the effect of financial restrictions
in shifting the emphasis of British university adult educational
provision away from working-class liberal adult education towards
professional ‘continuing’ education.

Few indeed would want to challenge the comment that there has been 'a
marked discrepancy between practical vocation (job-centered)
education for the mass and tho cultural liberal education for the elite.’
Chapter 2 is also a critical analysis, this time of the educational
responses made to unemployment both in the 1930's and the 1980's. If
there is no matching job provision, what indeed is the point of training
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programs, or of special funding as at present given for example to basic
education and to 'second chance’ education?

The next five chapters are concerned with the particular experience of
the 'Pioneer Work' activity in the years 1982-85. Chapter 3 examines
the overall structure and objectives and raises the question of the
rationale for university involvement, while Chapter 4, in a series of
case studies, offers a careful analysis of the work undertaken. Both
draw attention to the problems to be faced by this kind of work and
provide not just an account of successes but also a self-critical
examination of failures. Chapter S5 is concerned with the work
developed with (rade unions, particularly in the TUC ‘'Unemployed
Workers Centzrs’, Chapter 6 describes the courses designed
specifically for women, and Chapter 7 those for working-class retired
people.

Anyone concerned with the provision of education for the unemployed
will find these chapters enlightening. They bring out clearly the fact
that there are few immediate solutions to the dilemmas created by even
limited success. If enthusiastic expectations are aroused how can one
satisfy them? How can one develop a curriculum which goes beyond the
limits of an initial short course? And how indeed is the active adult
educator working in this way to be distinguished from a community
activist? If the provision is cost free to participants—a marked feature
of all the 'Pioneer Work' activity—how can you hope to continue this
approach under a government which tends to look with disfavor on the
provision of state funds for education? Another question which
emerges is whether we have given enough thought to the feelings and
perceptions which many adults, perhaps particularly those in the
working class, have about education.

The book concludes with a brief set of 'Reflections on Research’,
evaluation being regarded as an essential part of this university
experiment, and with Chapter 9 which both reviews the whole of the
work undertaken and discusses its significance, not just in the
immediate area but in terms of general adult educational provision.
The authors consider particularly the way in which this three year
experiment departs significantly from earlier university traditions in
adult education, arguing that 'Pioneer Work' has had a different
interpretation of working-class education, a redefinition of the ‘social
purpose’ dynamic, and many innovative, educational processes. All of
which is stimulating as indeed are the recommendations for the future
with which the chapier ends. University staff will note with particular
interest, the Department's justification for the enterprise as ‘action-
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research’ in contrast to the authors who gave much more value to the
effect on the unemployed who took part.

Just as much of Pionecer Work' was viewed as a pump-priming exercise
which could then be handed over to other agencies, so the account of
this relatively small experiment provides an analytical base on which
can be built reflections and policies to be considered by all. Of course
the book may be challenged as being too detailed and meticulous, and as
assuming too great knowledge of the British scene—and of  British
acronyms—but it is worth following through not only as a good account
of a particular way of working but also as a source of fresh ideas. It
has, alas, the usual unattractive format of the Croom Helm series, and a
too minimal index, but it can be strongly recommended for purchase
even at what some may feel to be an exorbitant price.

Derek Legge
University of Manchester
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PHILOSOPHY OF LIFELONG EDUCATION
Kenneth Wain. 1987. London: Croom Helm.

Philosophy of Lifelong Education (PLE) offers a philosophical
examination of lifelong education (L.E.) both as a concept and as an
educational program. In popular discourse, the word ‘philosophy’ is
frequently misused—it is often equated with one's view of perspective
whether or not one's view has any philosophicai import or foundation.
Although Wain is dealing with "an applied field", PLE is not simply
an account of what the author believes about L.E.

PLE clarifies the meaning of ‘lifelong education', examines critically
the different existing trends within L.E. theory (some of the authors
referred to include E. Faure, R.H. Dave, P. Lengrand and Ettore Gelpi),
argues that L.E. lacks a coherent program (i.e., "a right philosophical
expression for the theory" (ii)), searches for an internally coherent
program and one that is “"empirically relevant because it responds
adequately to the pressure and demands of historical context" (30).
This quest provides a rather thorough survey of humanism (Plato,
Aristotle, the Stoics, Rousseau, Marx, Huxley and Paul Kurtz),
existentialism (Kizrkegaard and Van Cleve Morris), liberal philosophy
of education (M. Oakshott, R.S. Peters, A. O'Hear and J.P. White) and
pragmatism (Dewey).

Although this survey is both explanatory and critical, it is mostly a
critique of the first three philosophical positions under investigation.
None of these three positions, Wain argues, provide the adequate
philosophical expression for the educational theory of L.E.. (a) the
theories held by “humanists” about humanism indicate "little
agreement about how it can present itself as a coherent
programme . .." (98); (b) while admitting the “positive insights"
(128) of existentialism, Wain thinks that existentialism is
"incompatible with the very having of an educational programme,
lifelong or of any other description” (127) and it leads to a kind of
"subjectivism unacceptable to the outloox of the lifelong education
movement" (129); (c¢) liberal philosophy of education is criticized on
holding conservative and formal views about education; even J.P.
White's revised position! is not seen as being compatible with the L.E.
program. The only way to save this position, according to Wain, is by
introducing "radical modifications” (160) which "entail the very
abandonment of the current liberal education programme” (160).




Pragmatism, as expressed in the work of Dewey, is ultimately deemed
by Wain as the best choice given that it is "actually consistent with the
movement's lifelong education programme, because it alone is
compatible with the conceptualizing of a 'learning society' within it. A
humanism which emphasizes a tradition of ‘tragic guilt’, as
Suchodoloski's does, or radical individual responsibility, as
Lengrand’'s does, or a universal human ’‘community’, as Kirpal's and
others do, cannot be thé focus of such a society" (197).

The concluding chapter of PLE clarifies the concept 'learning society'.
Wain argues that a 'learning society' as a community is both morally
acceptable and provides the formal embodiment of the L.E. program.
Wain's rationale for this is that it "satisfies the tension between the
ideal of ‘'self-realization' and the demands of socialization” (207)

without being restricted to either radical individualism or radical
collectivism.

Wain's project, then, falls within both the "public" and "professional”
dimensions of philosophy of education as characterized by Jonas F.
Soltis.2 For Wain's endeavor is both programmatic—it aims at
influencing educational practices by providing value-laden
prescriptions expressed in cohereat and comprehensive
statements—and applies the philosophical rigor (of clarifying concepts,
identifying contradictions, detecting inconsistencies, flushing out
assumptions of ideological positions, and providing arguments and
justification) or conceptual and normative educational concerns. In
this sense, Wain's general approach provides a very laudable example
of how one could make progress in applied philosophy.

Notwithstanding my positive comments, I do have some serious
reservations with parts of the elaborate but clear thesis defended in
this book. I will identify two main parts (I and II) of this thesis and
then raise some questions.

Part I

Wain rejects the analytic philosophy of education approach which
dominated the field of philosophy of education in the 60s, 70s and
early 80s. According to Wain, it claims to be "value-neutral” and
neglects the historical-contextual considerations. This approach, Wain
contends, leads to "a liberal philosophy of education” which tends to
restrict education to schooling. Thus, such an approach confuses L.E.
with either lifelong upbringing or an “extension of school and
university learning into adult life" (139), and "renders... 'self-
education' a self-contradictory one. .. " (14C\. Moreover, a liberal




philosophy of education, according to Wain, rests on what Rorty calls
the foundationalist project in philosophy. This “casts philosophy into
the role of guardian of culture...” (9) and puts it in "a privileged
position to adjucate between the different knowledge claims that
constitute culture...” (9).

Part II

Wain claims to be working within the paradigm offered by Pragmatism
and Philosophical Hermenutics. He also attempts to defend "the
'relativistic' consequences of hermenutic philosophy... [which]
rejects the possibility of an objective commensuration between
different prcgrammes, between different knowledge-claims, [and] which
rejects the traditional fact-value distinction” (12). This is a central
point in Wain's thesis. For, according to Wain, one of the main reasons
Dewey's pragmatism is compatible with the pragmatic L.E. program (in
contrast to the utopic trend, as exemplified in Faure's work) is
precisely Dewey's notion of growth and his refutation of static ideals.
A defense of relativism, then, becomes crucial to Wain's philosophy of
L.E. proposed in this book.

Criticisma of I

There are different stages in the development of analytic philosophy of
education. Representatives of the more recent mode of this
approach—moderate analytic philosophers of education—do not defend
neutrality. They also take contextual considerations into account. I
have argued at length that the recent criticism of analytic philoscphy
of education is outdated since it focuses on a trend in analytic
philosophy of education which no longer exists.3 Analytic
philosophers of education have reflected on the early analytical work,
realized certain mistakes and broadened their approach to analysis.
Moreover, the recent analytic approach does not necessarily adhere to
all of the tenets of the liberal philosophy of education program as
identified by Wain, Although some proponents of the analytic
approach have tended to defend a narrow concept of the education
person, this approach is not necessarily incompatible with the
openness required by the L.E. program, nor does it necessarily lead to a
defense of the status quo. Wain writes: “it is evident "that education
for a fixed and static order accommodates the status quo Dbetter than
one that encourages an experimental outlook, that concentrates on the
dynamic aspects of life..." (181-2).

And the liberal philosophy of education approach is characterized as
one that strives for objectivity. While I do not want to discourage "an




experimental outlook” in education, one needs to point out that Wain's
claim is mot necessarily the case. One should recall the example of
Plato who proposed an ideal educational program which aimed at fixed
and static forms but which, given the context, actually would have
disrupted the status quo if it were to have been implemented. A
similar point can be made with regard to R. S. Peters' vision of an
educated person: if Peters were to be taken seriously some things in
schools would have to be altered radically. (This remark should not
be taken as a defense of Peters' notion of an educated person.)

Criticism of II

One of Wain's reasons for defending "the hermeneutical form of
inquiry” is that it allows an "openness to the world” and encourages
"the ideal attitude of tolerance of the other... [which] opens the way
for the ‘'fusing’ of other horizons with omne's own” (20). Moreover, it
seriously takes into account the historical context. One needs to
question, however, whether (i) these qualities are unique to the kind of
inquiry defended by Wain and (ii) these qualities necessarily lead to
the kind of relativism embedded in philosophical hermeneutics.
Williarn Hare, for example, a moderate analytical philosopher of
education who has argued for the ideal of open-mindedness, warns us
that this ideal does not lead to relativism or subjectivism.4 In fact,
Hare argues quite convincingly that the attitude of open-mindedness is
not incompatible with the notion of objectivity. Harvey Siegel has
made a similar point with regard to the notion of critical thinking.’
Moreover, it is important to indicate that moral tolerance ought not to
be confused with relativism; neither is it the case that contextualism
necessarily amounts to a defense of relativism. As J. F. Soltis and K. A.
Strike conclude: "We can be objective without being certain, and we can
be tolerant and open to other points of view without being
relativists."—a view which Wain, unfortunately, does not consider.®

Wain's defense of relativism includes an attempt to reject the common
critique of the paradox or contradiction of relativism. It seems to me
that he fails to do this. According to Wain, the defining premise of all
forms of relativism is the following: "All our judgments about the
world are made from a cultural view point” (15, my emphasis). Is this
statement——a publicly pronounced one--made from a cultural
standpoint? Wain's reply, to be consisient, has to be in the affirmat’.e.
But then how can one claim that this statement applies to all cases?

Wain is correct in holding that the relativist's defining premise does
not preclude the possibility of their being several beliefs, values, and
dispositions that "happen to be held cross-culturally" (17, my
emphasis). But this does not save relativism from the critique of the
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paradox or contradiction of relativism. I should add that I am not
denying the fact that people hold different views because of their
cultural context. What I am claiming, as Mary Warnock puts it, is: "If
we really believed that any moral [and non-moral] view was as good and
worthy to be adopted as any other, then we would of course make no
moral [and non-moral] judgements at all” (7). But in fact we do!

In conclusion, PLE is a well-organized book, and in general the
argument flows very well. The book ought to be very useful as an
initial reading for a graduate seminar in the foundations of lifelong
education. In this respect, it is unfortunate that the book lacks a
chapter on the various shades of Marxism and L.E. (At the end of the
chapter on L.E. and Liberal Philosophy of education, Wain rather
hastily cencludes that the Marxist position does not deserve a separate
chapter "because there are no fundamental differences between
Marxists and liberals over the technical definition of education”
(158).) Some might even complain about the omission of D. Vandenberg
and Maxine Greene in the discussion on Existentialism, as well as the
omission of Van Cleve Morris' criticism of Experimentalism in the
chapter on Dewey. Notwithstanding these omissions, the book ought to
generate very productive discussions and further inquiry into the
foundations of a lifelong education program.
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Articles

LEARNING TO NAME OUR LEARNING PROCESSES

Virginia R. Griffin
Ontario Institute Yor Studies in Education

Abstract

What it is like to be an adult leamner is suggested in this article as a basic area

of inquiry in which teachers of adults should always be engaged, but not

alone. What it is like to be a learner is transposed to the question of what
- learning processes the leamer is experiencing. Adult leamers have as much
at stake in the exploration or inquiry as the teacher; they also are essential
partners in the search for understanding, identification, and clarification.
Ways to help leamers to become co-inquirers, to name their own learning
processes, are explored. A rich body of research dealing with learning
processes, or what it its like to be an adult leamer, is identified. The
theoretical and practice ideas presented in the article are the result of ten
years of experiential leaming and reflection, studying theory and research,
and supervising qualitative research projects.

Résumé

Cet article suggere que I'examen de ce que c'est que d'étre un apprenant
adulte devrait étre un domaine de recherche dans lequel les éducateurs
d'adultes ainsi que d'autres intervenants devraient toujours €tre engagés. Ce
que c'est que d'étre un apprenant adulte peut se traduire par la question quels
sont les processus d'apprentissage chez l'apprenant. Celui-ci, tout comme
I'enseignant, a intérét A ce que cette question soit explorée; tous deux sont des
partenaires essentiels dans leur démarche de compréhension, d'identification
et de clarification. Des moyens pouvant aider les apprenants a devenir co-
chercheurs et 2 identifier leurs propres processus d'apprentissage sont
explorés. Un riche éventail de recherches traitant des processus
d'apprentissage, ou de ce que c'est que d'étre un apprenant adulte, est
identifié. Les idées théoriques et pratiques émises dans cet article sont le
fruit d'une décennie d'études et de réflexion expérientielle, d'analyses
thic;iriqufe et pratique, ¢t de direction de projets de recherche de type
qualitatif,

Recently the CBC broadcast a program with the subject "What It's Like to
Raise a Child." The next week the subject was "What It's Like to Be a
Child." Very insightful programming! It suggests that to be effective as
parents, it is useful to be sensitive to what it is like to be child.



Anyone who is a teacher of adults has probably asked, "What is it like to
teach an adult leamer?" The point of this article is to suggest we should also
be asking, "What is it like to be an adult learner?" If we ask that question
and learn from the answers we get, will we become more effective teachers?
Will our learners find their leaming more exciting and rewarding?

The intent in this article is to argue that it is important that we and our
learners learn to name our learning processes, to describe alternative
approaches to naming our learning processes, and to point out some of the
difficulties in doing so. Some examples of research projects that have been
done in this area are listed, and further research that is needed is identified.

I have spent the last ten years wrestling with these issues. In addition to
indicating how I have gone about learning what adult learners are like
through my teaching over those years, I briefly mention examples of research
that students in our program at OISE have done to try to find answers to the
question of what it is like to be an adult leamer.

My answers to the questions about the impact of such inquiry on a teacher’s
effectiveness are subjective and based on my own experience as a facilitator
in a graduate program, and on my resulting belief system. Readers who
teach in non-university systems may also find the ideas relevant, since at a
basic level, all leamers share some common feelings and struggles.

Effectiveness in Teaching

The most obvious answer to the question of whether understanding what it is
like to be an adult leamer increases the teacher's effectiveness is that
anything which makes the learner a more effective and powerful leamer
increases the effectiveness of the teacher! And a teacher can best help
leamers be more effective and powerful leamers by understanding what it is
like to be an adult leaner and following through with behavior which grows
out of that understanding. Being able to understand the perspective of the
adult leamer, and to see the world as he/she sees it is central to a leamer
centered approach.’ And whatever one's educational philosophy, certainly
this understanding is essential to implementing the old adult education
maxim of "start where the leamer is."

The important point in this argument is that for the teacher to understand
what it is like to be an adult learner, he/she must ask the particular learners in
a class or group at the moment. A generalized answer is helpful, but the
particular answer for each learner is most crucial. Many students in a class
may tell us a given exercise was very helpful or even inspiring. The more
quiet ones may have failed to see the relevance of the exercise for them or
their work. The ones who say absolutely nothing may be deeply disturbed by
the activity. The teacher needs to know what is happening.

The teacher in this situation may think, "What is new about this? I know to

ask learners for feedback about how a particular exercise affected them."
And I agree. Feedback of the kind suggested in the above situation is
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important, and is one way to find out some of what . ¢ an adult
learner. But there is more leamners can tell us; and m .+ earn totell
us if we find ways to help them leam how, and if we -4 dly.

I am suggesting that leamers find it empowering to v .d what they are
experiencing (many have never been asked thisby at:a. ). And they find
it even more empowering to develop the awareness ana ability to say with
ordinary words what they are experiencing. Another example will be useful
here. Boyd and Fales? report interviews they did with learners who were
known to be highly reflective learners. Their studies were about how
leamers reflect. People with whom Boyd and Fales talked initially couldn't
tell them how they did it. It was such a natural process to them that they had
not put into words what they did when reflecting. After talking with the
researchers about their experience, the leamers found they could describe
their processes. Moreover, they felt a surge of new energy as a result, and

they felt empowered as learners once they were able to describe or name
their processes.

Learning Processes

Although the word "process” is a commonly used one in adult education, the
concept of learning processes, as the inner happenings of a leamer, is not
widely recognized or used. What do we think of when we are asked to
describe what it is like to be an adult learner? If we keep a learning journal
of our own experiences of leaming, what do we write about? Judging from
the leamers' journals I have seen, I think most people write about the events
or activities in which they are engaged, and the learning that results. These
are important to note in a leaming journal but they are not what I mean by
leaming processes. Other kinds of entries in a journal might include
problems we are having in leaming, solutions we are finding to help us leam
more effectively and the people with whom we are interacting: who is
helpful, who is not, and why. Leamers often record not only what they have
learned about the subject being studied, but also what they are learning about
themselves as they engage in these activities and as they reflect about those
experiences as they write. Not to be overlooked is the meaning the leaming
of content or the self-awareness has for the learner. These kinds of journals
approach very closely what I mean by leaming processes. What is relevant
here in these records is not the events and activities and not the subject-
related learnings, except that these provide the context for exploring what is
happening within the leamer at a different level. What is relevant are the
processes such as those hinted at above: reflecting on activities; identifying
what has been leamed; deciding with whom to interact and for what purpose;
developing ways to interact with other leamners; deepening a self-awareness;
finding personal meaning in the leaming; learning from emotional
reactions; and diagnosing and solving leaming problems. Thelma Barer-
Stein presented a more intricate set of learning processes in the first issue of
this Journal. 3




Now that some leaming processes have been suggested, one can look more
closely at what a leaming process is. (1) It is what is happening, denoting
action. (2) The action is something that happens within the leamer. It cannot
be seen by the outside observer. (3) Processes being experienced by a leamer
are influenced by the state of the learner and his/her past experience, as well
as by the activities in the leaming setting or classroom. The implication of
this statement is that no two learners in the same classroom, doing the same
activity, will be experiencing the same process. (4) It is something that
happens over time; it is not a quick once-and-done event. It is a dynamic
happening that flows with a life history of its own. Heider has called this
process a vibratory pattem.* I would modify his idea to "a process is a
vibratory patterning."

A patteming is, in my usage here, an act of finding that seemingly disparate
experiences fit together in some kind of relationship that has meaning to the
leamner.

Approaches to Identifying Processes

Over the years, I have used several different approaches to identifying
learning processes that learners might be experiencing (see figure 1). My
first approach was to make a list of leaming processes I thought leamers
might find in their experience. I developed this list from a variety of sources.
I'based it partly on theory I found relevant to my style of teaching or to the
philosophy I was trying to implement. 1 based it partly on my awareness of
my own learning. Another source was my recollection of things leamers had
told me of their struggles, thoughts, emotions, and joys: whatever
discussions with previous students had revealed to me. Another source was
research on leaming, most of which was done from the perspective of the

researcher and was limited to the frameworks known before the study was
done.

A different approach to research, and one that is growing more common, is
that done from the perspective of the leamer.® In these studies, the
researchers start with no framework, except their own biases which they are
obliged to reveal as fully as they can to the reader. They then attempt to find
how leamers understand their experiences and processes. They may add
none or a lot of their own interpretation in the analysis of the data from
learners, but once again they tell the reader how they reached their
conclusions. I have supervised many dissertations of this type, and at first,
used them to expand my list of likely processes. Until recently, I was
troubled by the fact that the researchers warted desperately to start their
research free of a framework (not because they didn't know of a framework
they could use, but because they believed in letting the makings of a
framework emerge from the learner). However, then they proceeded to
develop a framework for other researchers or leamers to use. 1 now see these
studies as very useful for many learners because they open up the
possibilities of what leaming processes can be and give the next leamers a
vocabulary with which they can think and reflect. These next leamers then




can also reject what the researcher has reported as being different from their
own experience. Using these research reports in a "sharing of stories" way,
rather than in a "prescriptive” way led to the second approach.

A second approach to identifying processes, which is very different from the
first, is to encourage the leamners to name their own processes. Learners are
not accustomed to doing this, nor do they have any training in doing so.
They often find it very helpful to read the "stories” of other leamners,
particularly if the stories are about experiences they have just had, but are
having difficulty finding the words to describe those experiences. I have
often had leamers tell me that they have found a term paper written by
another student who was previously in the class they presently are taking to
be very useful because it helps them know that another person has had the
same difficulty as they and found a solution. Students who are experiencing
perspective transformations (Mezirow first introduced this term to adult
education)® as part of their learning sometimes do not know what is
happening to them until they read another person's story of what it was like
for him or her. And then they say, "Oh! there is a name for what I'm going
through. Other people have felt the confusion I have. I'm not the only one! I
felt very lonely and lost until I read ___'s paper.” These stories sometimes
appear in term papers (I make copies of term papers available for other
students to read only with the author's permission) or in a thesis. Many of
the theses I will list later are rich with stories of leamers' experiences.
Academic books, autobiographies, or novels are sometimes sources of
learners’ stories and words to describe their experiences.

In qualitative theses the researcher often uses a lot of interpretation of the
data to 1ift the data to a higher level of absiraction; yet direct quotes from the
leamers are presente so that the reader can judge the fairness and honesty of
the interpretations given by the researcher. These interpretations are often
useful to the readers:so that they do not have to sort through a morass of

detail, but contain eaough of the detail to get the flavor of the learner’s
experierice.

Another source that learners use in identifying the processes they are
experiencing is their previous training. For example, those who have been
well trained in group process will often. see their own leaming processes only
in terms of group process. Those who have been exposed to a strongly
cognitive psychology background will see their learning processes in terms
of cognitive processes and will be blind to other processes. The only way we
can interpret our worlds is in terms of ideas that are familiar to us but
sometimes we limit. ourselves to the concerts we have been taught as the
only legitimate ones. We have 1o find othe. concepts that we can consider
legitimate. This is the task of leaming to name our Jearning processes.

The final approach to the learners' identification of their own individual
processes is what I have called an enlightened awarcness of self. It is this
approach to which I wish to give attention in this article because it is in this
approach that the teacher or facilitator has a crucial influence in effecting
learning how to leamn. (Learning how to leam is a concept growing 1n




importance because of the work of Smith.)?®

I summarize these approaches in the following chart before moving on to
further discussion of this final approach and to the issues invoived in helping
learners learn how to name the learning processes they are experiencing.

Approaches to Identifying Learning Processes

1. Teacher develops list of likely processes
a. from thesry or philosophy or teaching style
b. from own experience in learning
c. from recollections of discussions with previous leamers
d. from research
i. from researcher's perspective
ii. from learner's perspective

2. Learners develop own names for processes being experienced
a. from "stories” from other leamers
b. from researcher interpretations in qualitative studies
c. from own background, past experiences
d. from enlightened awareness of seif

Figwre 1. Summary of approaches to identifying learning processes.

Enlightened Seli-Awareness

Since leamners are unaccustomed to thinking in terms of their own learning
processes, teachers or facilitators find it essential to help them develop their
awareness of leaming processes and of self-as-leamer. One technique which
I have already mentioned, which is useful for this purpose and which is non-
threatening to leamers, is the keeping of a learning journal. A second
technique, also non-threatening, is for learners to join a mutually acceptable
learning partnership.® In a trusting relationship, the two or three partners
can help each other reflect and find words to descrite their experiences by
talking with each other about them. The insights gained in this safe
environment can then be taken to the larger leaming environment.

Reflection time in classes is a good time for students with diverse
backgrounds and experiences to discover the varicty of ways their colleagues
are experiencing the class and naming the processes they are experiencing.
The teacher can help in this ambiguous task by serviag as a role model of
this way of thinking: revealing the leamning processes he/she is experiencing
as well. Learrers tend to fall back on the safest thing they know to discuss:
their emotional reactions to what has been happening in class. The teacher
may need to help them translate this kind of discussion to the level of
learning processes. The translation process is difficult for me as a
teacher. It is made more paiatable if the emotional reactions are accepted




since they are real and need to be dealt with before anything else can be
discussed. They then provide a great opportunity for reflecting on how
emotions, both negative and positive, can be used to aid in learning. This
then opens the opportunity to reflect on the fact that we tend to think of our
learmning processes in terms of our previous training and experience. Leamers
can.then in smaller groups help each other examine the relevance of this
observation to them and can challenge each other, in a supportive

way, to go beyond that past training and experience while still
valuing it.

Stressing the importance of learning how to learn is crucial. Giving
leamers the time to reflect individually and to discuss in the class group the
question of how these reflection periods are helping them leam how to leam
will help leamners at all levels of self-awareness develop an expanding
understanding and comfort with the idea of leaming processes.

Many adult learners come to learning settings with the socialized belief that
they will be called on to use only their rational minds or intellect. My
experience has been that when the expectation that they will use more of
themselves in leaming is explained, they are greatly relieved, even if a bit
frightened of this strange new world that says, "You can use all of your
learning capabilities: your emotions; your physical responses; your
subconscious mind; your intuition; other altered states of consciousness; your
relationships with friends and partners; and your spiritual capability as well
as your rational mind.!® They need to be assured that they use all of these
capabilities in everyday life, and that they can use them equally well in an
adult education class. I find that these assurances, and assistance in pianning
how to use these capabilities, plus guijed experiences in doing so, energize
leamers, and free them to begin naming their leaming processes. One reason
this happens is that they are given free reign to name these processes because
there is not yet a prescribed list of processes that one should expect to
experience in these areas. This surge of energy comes, I think, from what
Hunt calls being your own best theorist, by starting with your own
experience. !

In a recent class, I was searching for a way to enable leamers to think about
and talk with the class group about the most important process each had
experienced in the course. 1 settled on the idea of asking them to think of a
metaphor that would represent this process to them. They were meeting in
my home and were free to use anything in sight as a possible trigger for
identifying a metaphor. I was quite impressed with the richness of metaphors
and ideas that they shared with each other. I have found these metaphors
appearing in term papers, a qualifying research paper, and in my own
thinking since. Even three months later, I can remember the metaphor each
person discussed and the precesses these metaphors represented. And my
memory of class conversaticns is normally not that reliable! Metaphors have
the quality of making ideas memorable as well as communicating significant
meanings succinctly. Although the metaphors were focussed on concrete
objects (an outdoor thermometer, alarge plastic butterfly, a bougainvillea




plant, the view out of my study window, etc.) the ideas associated with them
were dynamic and "vibratory."

Teachers or Learners to Name the Processes?

Whenl first started working with the concept of leaming processes, I felt it
was my responsibility to name or to list the processes I thought learners
would experience in my classes. I felt this was my responsibility because
obviously no one else would know what I meant by the term and I had to
create examples through my lists. Iknew not everyone would experience the
same thing, given a particular activity, but yet I used several of the processes
from my list as a way of explaining at each class session what I had hoped
would happen when I planned the agenda for that session.

The lists I created were based on solid ground: things previous individual
learners had told me about their struggles and reactions to course events,
class discussions and feedback, and findings from dissertation research I had
supervised in the late ‘70s.

My thinking has evoived over the years through several stages, and I am now
at the point of believing, as a result of continued work with leamers, that it is
more productive for the learners to name the processes they are
experiencing or have experienced in a course than it was for me to name what
I thought they would be experiencing.!? I have set aside using the lists with
which I started although they are available for leamers who wish to study
them. As a teacher I have responsibilities in helping learners learn how to
name their processes, but I believe that the leamners, left free to name their
own learning processes, are more empowered by the ability to do so and by
the results than they would be if trying to recognize in their experience

something that I have named, using my words and my views of reality. '

This observation has taken on greater force for me as a result of a learning
journal I have been keeping of my efforts to learn to buy and to use a
personal computer and the meaning of it for me. This is to be a starting point
for a larger research project using a heuristic approach. !* In connection with
this project I have been reading a book by Sherry Turkle, The second self:
Computers and the human spirit.'* She reports the finding of three stages of
learning in becoming part of the computer culture and how those stages are
played out when the leamer starts at different ages. It is a fascinating book
and I recognize "her" stages in my own leaming. However, I think there are
additional stages and meanir.gs in my own leaming, and I would have felt
"robbed" of some important insights if I had accepted only her results and
had not bothered to keep my own journal and do my own analysis of my
processes. Hence, I have another example of learning from the inside
out instead of its opposite, from the outside in.!* I, like Hunt, am still
advocating reading research done by others., Turkle's work is very affiming
to me in that it tells me I am on the right track and that I can move ahead with
confidence in describing my own processes, and furthermore, it is worth my
while to do so.




Resistance Issues

Resistance issues relevant to leamers naming their own learning processes
include; naming versus labelling; valuing differences versus orderliness or
sameness; inside out approach versus expert outsider; and naming versus
experiencing. I will discuss each of these issues before listing examples of
research that have been done, and discussing research that is needed.

As in the argument about all dichotomies, the question is: Will our approach
be “either-or" or "both-and?" My philosophical position is that the “either-
or" arguments crystallize the differences more dramatically; searching for the
"both-and" resolution is more productive and creative. 1shall try to start with
one and end with the other.

naming versus labelling

Labelling persons usually means describing some characteristic of them that
tends to "put them in a box" from which it is difficult to escape. The ongoing
and intentional changes of the person are thus not easily acknowledged or
recognized. People who are defensive about being labelled also tend to resist
naming, without thinking of the difference. Their resistance is a useful
reminder to us that the naming of processes should also be allowed to be a
changing phenomenon. An experience that is named in one way at on¢ time
can well be understood differently later and the interpretation reconstructed
as the person grows and develops. This form of freedom to change is to be
granted to others if we wish to use it freely in ourselves.

valuing difference versus orderliness or sameness

Standing alone and saying, "I did not experience it that way, but experienced
it differently,” is risky to many leamners. The tendency among learners is to
feel, "There must be something wrong with me; I must be dumb that I didn't
see what everyone else saw!" For many, there is comfort in sameness.

Teaching would be rauch easier if every leamer we met experienced the same
process from a given classroom activity; that orderliness would allow things
to move along more quickly and smoothly. It would also be boring!

Valuing differences, on the other hand, not only allows but encourages each
person to experience things differently. Discussions of these differences
often lead leamers to reconsider their position and to change. If the change is
genuine, and just not following someone else because of dependence on them
or being influenced by their power or other attractiveness, the changes are to
be valued, 2nd can be the start of significant leamning and new self-awareness.
Leamers in my classes often report that they had had no idea that people
could see things so differently; this is an enormous revelation to them. If
they have been teachers, I wonder how they have been able to keep these
differences submerged in their classes so that they have not been aware of
differences among leamners. I also wonder why their leamers have been so




polite and docile that they have not been capable of surfacing their different
points of view. These comments grow out of my assumption that differences
are present not because the teacher has done something wrong, but because
the teacher is doing a lot of things right! And these differences are not to be
labelled “conflict” but sources of information from which leamning can result
if the differences are valued.

How can there be a "both-and" resolution of this dichotomy? The easiest
answer is that we can make it "0.K." for leamers to express sameness at one
time and to express differences at another time. Important leaming can come
from either, whichever is genuine for the leamer.

inside out approach versus expert outsider

Some learners like to be told at the beginning what the teacher thinks they are
likely to experience, or to read what other learners who preceded them
experienced. Other learners do not want this information ahead of having the
experience. It does not have as much meaning until after they have had the
experience. Being told what will happen to them robs them of the elation of
discovery. This is just one form of the inside out versus expert outsider issue.
It is an issue of when the leamer wants to read relevant literature about
leamers' processes. Another issue is whether they want to read about the
experience of others. I am willing to give a leamer freedom to choose when
they want to read about others, but I think those who choose not to tap this
source of information are cheating themselves of important insights and
inspiration for their self-understanding.

A critical factor in this issue 15 that the material made available for reading
should be about the experience of others and not prescriptions of what
somebody thinks leamers should experience. We all resist being told what
we should experience or feel. Those who write material based on qualitative
research with one, ten, or two hundred people must be careful not to convey a
prescriptive stance as though there were only one reality.!® Those who write
about the learning process in adult education are irnmediately suspect to me,
as are those who say true leaming is "X" (one thing). Iimmediately begin a
mental argument of, "What about 'Y' and 'Z'?" A subtle difference in
wording can convey a freedom to be to the learner or a prescription to
be like me or as I want you to be. (At this point I went back over this
article to check my wording and to be sure I had not conveyed an attitude of
prescriptiveness.) It is difficult not be prescriptive when we feel strongly
about something. We need to remember more change occurs in learners if
they feel free to make up their own minds; resistances are immediately raised
when we are told we should do something. At least this is true for those of us
who like to operate on the inside-out principle.

The "both-and" resolution of this issue is captured in expecting people to read
outsiders' reports as well as to name their own processes, using whatever is
meaningful in their reading; but making certain that the material they have
available to read is written in a sharing, not prescriptive way.




naming versus experiencing

A way of expressing this issue is the question of whether the need to name
the processes being experienced gets in the way, or hinders "going with the
flow" of experience. I do not know the answer to this question but I suspect
that the timing of naming of processes is crucial here. Naming something too
early can block its full development and potential or the full understanding of

it. Not naming it at all lets it evaporate into the ether, unlikely to be recalled
at a later time when it would be useful.

It is usual to have a reflection period at the end of each class session. These
periods are very useful to get feedback about the session, but I am usually
disappointed by the lack of ability of most students to name fully the
processes they are experiencing. 1 have, too, often decided I have failed to
make the concept clear to them. I am now developing the hunch that the
timing immediately after one session in a series of sessions in the learning
events is not the most useful for naming processes. We usually have far more
productive discussions about leaming processes at the final session of the
course. And I know there are some students who take a year or more to come
to some understanding of their processes and the meaning of the course to
them. This is an area that has not yet been researched but should be.
Students doing research through interviews with other students in classes
interviewed the students once a week between class sessions and got much
data but they were not asking students to name their processes; the
interviewers gathered raw information and then took months to make sense of
it and to interpret it in terms of processes experienced by the leamers. I have
always assumed it takes a long time to analyze qualitative data but only now
have I seen the similarity with a leamer taking time to make sense of his/her
own experience. I remember so clearly the students who have come to me
for guidance in writing their term papers at the end of a course. Several have
been in a dilemma of not knowing how to write about their experience of the
process of transformation because the transformation they were going
through was not yet complete. The same kind of dilemma, presented by
unfirished processes, exists for some, when students are asked to name their
processes at the end of class sessions. I know in my journal-keeping about
my learning, I am unable to see the pattern of a process until I have
completed the process and have reflected back on the whole. This is
especially true of transformations or transitions in meaning perspective.

An example would be that it is easy to identify relational learning, that is, the
help from other people. But any generalizations about the whole pattern of
what kind of help was useful and when will have to wait until the completion
of the learning project. A patterning of relational learning would include
such elements as, "Support was useful when 1 was exploring, but I needed
critical evaluation as the project drew to a close.”

It would therefore scem that some kinds of processes can be identified after a
short time of experiencing but other kinds can only be identified much later.
I try to make it clear to leamners that they likely will have the same reaction
and should not be discouraged when the processes they can name carly on are
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Research on Learning Processes

To give the reader some idea of the theses completed in our department that
have dealt with the question of what it is like to be an adult learner, I will
give a short list of examples. Many of these are ones I have been involved
with, either as supervisor or committee member. The categories after which 1
list each are ones developed from a longer list of theses on leamning
%rocesses. After presenting this list, some areas still needing research will be
identified.

EXAMPLES OF THESES ON LEARNING PROCESSES
DEPARTMENT OF ADULT EDUCATION, OISE

CATEGORY AND TITLE RESEARCHER

Formal Course Learning
Adult Learning in an Emargent Learning Group: Toward Marilyn Taylor
a Theory of Learning from the Learner’s Perspective.

Capability Related Process

Images of Interdependence: Meaning and Movement Gwyn Griffith

in Teaching/Leaming

Reflection

Teachers and Reflection: A Description and Analysis

of the Reflective Process Which Teachers Use in Their

Experiential Leaming

Other Processes

Learning as a Process of Experiencing Difference Thelma Barer-Stein

Major Transformations
The Experience of Doubt and Associated Leaming Ross Keane
in Religious Men

Health and Care Glving

Taking Charge: Personal Responsibility for Health Linda Pickard
Aging and Retirement

Major Issues of Oldeir Adults Confronting Institutional Bemnice Wilson
Living: What to Keep and What to Give Away

Readers Interested in recelving the longer list should write the author.

not the full story. I also try a mixture of timing patterns for reflections on
leaming processes. I hope that a year from now I will have clearer insights
on this issue after experimenting, careful observation, and discussion with my
students. This is the best "both-and" resolution I can express at this point.

Figure 2. Theses on leamning processcs.




Needed Research

These theses deal with adult students in formal higher education programs,
and in informal out-of-school program.s. Some relate to the learning of adults
not in any program but to those attempting to deal as effectively as they can
with life circumstances. They and those in the longer list add much to our
understanding but there are at least three areas of research still needed.

1. timing of naming of processes vs. experiencing

The need for systematic study of this issue was discussed earlier. Itis a
complex question when we consider that the optimum timing for naming
different areas of process probably differs, and optimum timing for
individuals probably differs too. Nor do we know what individual
characteristics have an influence on the question of best timing. Optimum or
best timing also needs some clarification. "Best for what?" will have to be
answered. No doubt there are multiple answers.

2. naming the learning processes as a process

I have made a number of assertions about the value of this process which 1
believe to be true and have had affirmed by many learners. But they need to
be checked out systematically in the experiences of more and varied leamers.
There are other questions to be explored, ones which I have not discussed
earlier. Is there any relationship between the leaming style and the ease with
which people can leam to name learning processes or between the leaming
style and the perceived value of leaming to name the learning processes?
What is the relationship of leamning to name one's learning processes with the
goals of a learning program? With the level of self-awareness? With the
educational level? With the degree of self-directedness encouraged in the
learning environment? With readiness for self-direction? With control
exercised by the teacher? With procedures used to help learners learn to
name their processes? Many questions go unanswered and could be the base
for a major research program.

3. learning processes and other variables

The long list of students who have done and are doing research in this area in
our department has demonstrated a belief that understanding leamning from
the learner's perspective does have value. However, there are a number of
gaps that need to be filled by additional research: gender differences;
additional socio-economic levels; other educational levels; other occupational
groups; people in special circumstances such as unemployment, physical
disability, chronic health problems; leaming in instrumental and dialogic
domains as well as those in the emancipatory domain (Mezirow'” used these
terms, citing Habermas); and other areas of process such as those dealing
with spiritual capabilities, emotional capabilities, physical capabilities (stress
and relaxation), subconscious capabilities (in addition to imagery, metaphors,
and intuition). These are all areas needing additional work.




Educaticnal procedures that could be used with categories of leamers who
have high proportions of leamers with inhibitions on self-awareness, and
public examination of personal processes, should be developed and
documented. A synthesis of the theses dealing with leamning from the
leamer's perspective is needed also. The book David Boud and I edited !* is
only a tiny start in pulling togethe, work that has been done in this area and
does not pretend to be a synthesis.

Postscript

In trying to think how I would characterize this article for the abstract, I
found myself going back to Schon's The reflective practitioner.'® 1
considered using his conceptions of what a reflective practitioner does to
clarify what I have done in my teaching leading up to this article. But this
article is essentially not about me but about adult learners and what they
can do to make their leaming more effective and to increase their power in
leamning how to leam. But some of Schon's ideas wilil still be useful. He
talks about the competent client who is enabled to become an active
participant in shared inquiry and is thus invited to join in a reflective contract
with the practitioner (in our case, teacher). He contrasts the reflective
contract with the traditional contract (figure 3).%

Traditional Contract Reflective Contract

I put myself into the professional’s hands I join with the professional in making sense
and in doing this, I gain a sense of security of my case, and in doing this I gain a sense
based on faith. of increased involvement and action.

I have the comfort of being in good hands. I can exercise some control over the

I need only comply with his advice and all situation. I am not wholly dependent on

will be well. him; he is also dependent on information
and action that only I can undertake.

I am pleased to be served by the best I am pleased to be able to test my judgments

person available, about his competence. I enjoy the
excitement of discovery of his knowledge,
about the phenomena of his practice, and
about myself.

Figure 3. Schon's comparison of client (leamer) contracts.

When leamners first come to us they may not be expecting to enter into such a
reflective contract but once they are invited they and we will be enriched as
they "cultivate competence in reflective conversation” with us2!
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Heider? has another way of pointing out that learners and teachers should be
working together in cooperative inquiry such as that required in
understanding what it is like to be an adult learner. In discussing the
philosophy of Tao and leadership, he says,

The group members need the leader for guidance and facilitation. The
leader needs people to work with, people to serve. If both do noi

recognize the mutual need to love and respect one another, each misses
the point.

They miss the creativity of the student-teacher polarity. They do not see
how things happen.?
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Résumé

Comment les femmes réagissent-elles 2 la perspective d'un effort
intellectuel? Ont-elles tendance 2 fuir les situations qui exigent un effort
comme le laissent prévoir, par exemple, les recherches sur la motivation a
I'accomplissement? Cette étude menée aupres de 33 femmes, enseignantes
au primaire et ayant entre 35 et 40 ans, nous indique qu'elles acceptent dans
une trés forte majorité d'entreprendre une activité d'apprentissage qui exige
un effort particulier. Les données, recueillies 2 I'aide d'un instrument
projectif inspiré des travaux sur la motivation 2 I'accomplissement initi€s par
McClelland, font voir cependant que les causes de perception positive de
l'effort sont liées 2 la tiche alors que les causes de perception négative sont
davantage liées au sujet lui-méme, 2 savoir son manque de confiance ct la
perception d'un maaque d'habileté pour accomplir la tdche. D'autres
recherches devront cependant étre menées pour vérifier et approfondir ces
résultats afin de mieux comprendre la réaction des femmes, et des adultes en
général, 2 1a perspective d'un effort intellectuel & faire pour apprendre.

Abstract

How do women react in view of an intellectual effort? Do they tend to
escape from situations that require an effort as one can predict from the
research done on achievement motivation? The present study conducted with
33 women, teachers on the primary level and being between 35 and 40 years
of age, shows that they agree in a very large proportion, to start a leamning
activity that requires a particular effort. Moreover, the data gathered through
a projective tool developed from McClelland's work on achievement
motivation, shows that the causes of a positive perception of the effort are
linked to the task as the causes of a negative perception are more linked to
the subject herself, that is, her lack of self-confidence and her perception of a
lack of ability to achieve a task. More studies are needed however to verify
and to deepen those results so one can better understand the reaction of
women, and of adults in general, in view of an intellectual effort to learn.

Introduction

L'apprentissage s¢ présente parfois comme un fruit mar prét 2 étre cueilli
d'un geste de la main. Mais souvent, le fruit se trouve sur la plus haute
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branche de 'arbre et le cueillir exige une démarche et un effort particuliers.

La présente recherche porte sur la situation ol un effort est nécessaire pour
effectuer un apprentissage. Plus précisément, elle visec 2 identifier les
réactions de femmes 2 la perspective d'un effort A faire pour réussir un
apprentissage.

Vue sous cet angle, 1a notion d'effort ne semble pas avoir été étudiée. Apras
une investigation poussée, nous n'avons trouvé aucune étude sur le sujet, les
chercheurs ayant plutdt porté leur attention sur les conséquences de l'effort
ou sur l'attribution de la réussite ou de I'échec 2 diverses causes. Et pourtant,
il semble évident que 1a fagon dont 1'adulte pergoit 1'effort influence la qualité
de son apprentissage et méme décide du sort de celui-ci.

Notre expérience aupres de groupes d'adultes en situation de formation nous
a permis d'observer une vaste gamme de réactions 2 l'apprentissage. Ces
réactions €taient particulidrement évidentes lorsqu'il devenait nécessaire de
faire un effort pour le réussir. Alors que certains étaient heureux d'affronter
un défi, d'autres, au contraire, se montraient agacés, frustrés, anxieux méme,
et abandonnaient parfois leuwr démarche d'apprentissage.

Ces observations ont fait surgir diverses questions: Est-il naturel de faire un
effort intellectuel? Qu'est-ce qui incite une personne 4 accepter ou 2 refuser
de faire un effort poui apprendre? Comment expliquer la variété des
réactions des adultes devant la perspective d'un effort 2 faire pour apprendre?

La recherche documentaire n'ayant pas fourni de réponse 2 ces questions,
nous avons mené une recherche exploratoire dont l'objectif est d'identifier,
d'analyser et de classifier les réactions des adultes 2 1a perspective d'un effort
intellectuel pour apprendre.

Définition de i'effort

La notion d'effort intellectuel est trés complexe si on en juge par les travaux
consultés autant en psychologie générale et en psychologie industrielle qu'en
pédagogie et en philosophie. La définition de l'effort est d'ailleurs confondue
avec sa mesure, soit: le taux de clignotement des yeux (Edwards 1983), la
rapidité¢ avec laquelle une tiche est exécutée ou 1'énergie dépensée pour la
réaliser (Murphy 1977; Terborg et Miller 1978), le temps consacré 2 I'activité
(Borko et Shavelson 1978; Thomas 1983; Weiner 1965), le degré de
motivation (English 1977; Feldman-Summers et Kiesler 1974), le degré de
fatigue, lui-méme connu indirectement par le taux de productivité et
d'accidents et par le degré de satisfaction (de Wilmars 1967).

Il nous a semblé important d'élaborer une définition de I'effort afin de cerner
convenablement le sujet de cette recherche. Ce qui, ultérieurcment, ne nous
a pas emp€chées de demander aux sujets de cette étude leur propre définition
de I'effort car il s'agit d'une réalité fort subjective.




En puisant dans les données des divers travaux consultés, nous définissons
ainsi l'effort intellectuel: perception subjective de 1'énergic nécessaire pour
surmonter des difficultés, des obstacles ou des résistances en vue d'acquérir

un objet désiré ou nécessaire, cet objet prenant la forme de notions, de
concepts ou d'habilités.

Cadre théorique

L'étre humain a des besoins 2 satisfaire. L'un d'eux conceme la réalisation de
soi. McClelland (1953) a nommé "motivation 2 'accomplissement”
(achievement motivation) une tendance relativement stable A rechercher
I'actualisation ou la réussite, c'est-2-dire, 2 se donner des objectifs difficiles, a
les réaliser, et A réagir affectivement 2 ses succes et & ses €checs.

Selon que la personne est plus ou moins motivée, il est donc probable qu'elle
se fixe des objectifs plus ou moins élevés et qu'elle fait I'effort nécessaire
pour se réaliser et atteindre ses objectifs. Et plus l'apprentissage proposé est
susceptible d'offrir 'occasion de satisfaire un besoin, plus la personne est
disposée 2 consacrer I'énergie nécessaire pour réussir. Comme on peut ie
constater, le concept de motivation implique la notion d'effort. Ainsi, les
travaux de Grabe et Latta (1981) et de Heckhausen (1967) sur la motivation &
l'accomplissement indiquent que les personnes motivées foumnissent, ou ont
l'impression de déployer (Preston 1983) plus d'effort que les autres
lorsqu'elles se consacrent 2 une tdche.

Il semble par ailleurs que la femme soit moins motivée que I'homme 2
"s'accomplir" (Hoffman 1972; Nicholls 1975; Young et Brown 1973). Si
l'apprentissage est un moyen de tendre vers I'accomplissement, il est donc
probable qu'elle aura moins tendance a choisir de faire I'effort nécessaire
pour spprendre. Hoffman (1972) et Maccoby (1966) affirment d'ailleurs que
1a fille réagit moins positivement que le gargon 3 un défi intellectuel. De
plus, elle semble percevoir les études comme inutiles pour atteindre ses buts
(Hoyenga et Hoyenga 1979) et trouve que l'apprentissage €st une tdche peu
attrayante (Sherman 1976). Et méme si I'apprentissage l'intéresse, sa
motivation 2 éviter 'échec serait plus grande que celle de 'homme (Berens
1972; Hoffman 1972; Homer 1972; Maccoby et Jacklin 1974; Veroff et al.
1975), ce qui contribuerait 2 la faire hésiter A s'engager dans une situation od
un effort est nécessaire pour apprendre puisque c'est 12 une situation qui
présente des risques d'échec. De plus, comme clle a facilement peur des
conséquences négatives de son accomplissement personnel ou de celles de sa
réussite sur ses relations avec les autres (Alper 1974; Gama 1985; Hoffman
1972; Maccoby et Jacklin 1974; Paludi et Fankell-Hauser 1986; Rosenberg et
Simmons 1975; Volmer 1976; Walker et Heyns 1962), elle risque d'hésiter et
méme de fuir une situation qui exige un effort intellectuel.

D'autres iravaux indiquent que la femme manque de confiance en elle
(Crandall 1969; Farmer 1976; Feather 1969; Feather et Simon 1973;
Maccoby et Jacklin 1974; Sleeper et Nigro 1987) ct qu'elle a facilement
Iimpression que ses chances de réussir sont minces (Deaux et Farris 1977,
Hoyenga et Hoyenga 1979; Meece, Eccles-Parsons, Kaczala, Goff et
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Futherman 1982). Si on ajoute 2 cela les interventions décourageantes des
personnes de son entourage (Bardwick 1971; Farmer 1976; Friskey 1974;
Komarovsky 1973; Lockheed 1974; Monahan, Kuhn et Shaver 1974) et son
malaise & se retrouver en compétition, particuliérement avec des hommes
(Deci, Betley, Kate, Abrams et Porac i981; Feather et Simon 1975), on
imagine sans difficulté qu'elle refuse de faire un effort pour apprendre.

L'ensemble de ces résultais nous a amenées 2 croire que I'étude de la réaction
des femmes 2 la perspective d'un effort 2 faire pour apprendre apporterait des
données intéressantes et nous avons formulé I'hypothese suivante; la
perspective d'un effort intellectuel A faire pour réussir un apprentissage
}ntenectuel amene habituellement une réaction de rejet de 'effort chez la
emme.

Méthodologie

L'instrument utilis¢ pour la cueillette des dornées est une épreuve projective
qui s'inspire des travaux de McClelland (1953) sur la motivation 2
l'accomplissement. 11 consiste en un stimulus écrit qui invite les sujets 2

rédiger une histoire sur Rose, un personnage fictif. Voici la description de ce
stimulus,

Histoire de Rose

Rose est placée devant I'éventualité d'un effort intellectuel réel 2 faire
pour apprendre quelque chose.

Qui est Rose et dans quelle situation se trouve-t-elle?
Qu'est-ce que cette situation lui propose d'apprendre?
Qu'est-ce que cet apprentissage représente pour elle?
Quel type d'effort est-ce que cela lui demande?
Quelle est sa réaction 2 cet effort? Pourquoi?

Ce stimulus a €té présenté 2 36 enseignantes de niveau €lémentaire de la
méme commission scolaire, 4gées de 35 2 40 ans. Chacun de ces sujets, sur
rendez-vous, a €té rencontré individuellement par le méme expérimentateur.
Ies rencontres duraient environ une heure et avaient lieu 2 I'endroit choisi
par le sujet.

Les données recueillies sont catégorisées A I'aide d'une grille d'analyse
élaborée 2 partir de la recension des écrits et du matériel obtenu dans une
pré-expérimentation. Afin de s'assurer que les données ne sont pas
déformées par I'analyse et l'interprétation d'un seul correcteur, douze des
protocoles sont soumis 2 une autre personne.

La grille d'analyse comprend treize dimensions qui, elles-mémes, se
subdivisent en plusieurs catégories. Voici la liste de ces dimensions:

1. Décision des sujets
2.  Typed'effont




Réactions 2 l'effort
Issue de I'effort
Causes de perception positive de I'effort
Causes de perception négative de l'effort
Type d'apprentissage
Domaine d'apprentissage
. Cadre dans lequel se fait I'apprentissage

. Description des personnages

. Moment ol joue la compétition

. Issue de 1a compétition

. Perception de 'homme par rapport 2 celle de la femme.

Les proportions et pourcentages sont utilisés pour mettre en relief la
signification des données recueillies. Pour la vérificaton de I'hypothese, nous
avons établi les différences au moyen du test de Cochran (Siegel 1956).

Résultats

Le premier résultat concerne le sort réservé 2 I'hypothese. Les histoires
contiennent-elles, tel que prévu, des manifestations de rejet de I'effort dans
une proportion supérieure 3 50%?
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Figure 1. Proportion des sujets pour chacune des décisions possibles.
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Le contenu des histoires infirme cette hypothese (voir figure 1). Les femmes
acceptent en effet de faire l'effort nécessaire pour apprendre dans une
proportion de 84,8%. Le tableau suivant montre que le Chi carré (X) calculé
sur ces données est significatif au niveau .01.

Tableau 1
Décision des sujet

(*)

Chi carré (+%)

* p<0,05
** p < 0,01

Ce résultat contredit les données fournies par le contexte théorique.
Comment cela s'explique-t-il?

Quatre raisons peuvent étre offertes. Eccles (1986) considere que le concept
de motivation est défini selon des standards masculins qui ne permettent pas

d'expliquer "I'accomplissement” chez la femme. C'est peut-étre ce qui est 2
l'origine de la différence marquée entre hommes et femmes dans les
nombreuses recherches réalisées, entre autres, par Atkinson et Feather
(1966), McClelland (1953, 1955, 1958, 1971) et Weiner (1972).

Ladeuxi®me explication serait I'outil de cueillette de données utilisé. Dans
notre recherche, les femmes pouvaient choisir la situation d'apprentissage, ce

qui n'est pas le cas dans la grande majorité des études consultées, ol la
situation était imposée.

Les sujets de cette €tude vivaient une situation socio-économique incertaine,
»rovoquée par la diminution du nombre d'enfants qui oblige les commissions
scolaires & fermer des classes et 2 éliminer du personnel enseignant. Ceci est
la troisi®me explication des résultats obtenus. D'ailleurs, la raison la plus

souvent invoquée pour accepter I'effort est un but lié 2 'emploi: en trouver
un, garder celui qu'on a, etc.

La quatriéme et demire explication est liée aux changements sociaux qui
entourent le rble de 1a femme dans la société. La réussite de cette dernidre
estde plus en plus acceptée dans différents milieux. Les modeles féminins
de réussite sont it aintenant courants, ce qui peut amener la femme 2 imaginer
plus facilement la réussite sociale.




La grille d'analyse permet cependant d'apporter des nuances 2 ce qui précede.
La description de Rose, personnage de l'histoire, celle des caractéristiques de
la situation d'apprentissage et de l'effort tel qu'imaginé par les sujets,
permettront de reconnaitre certains stéréotypes encore présents dans la

population. Les chiffres entre parentheses indiquent un pourcentage de
sujets.

Voyons d'abord les caractéristiques du personnage imaginé.
1. Rose a un statut inférieur 2 celui des sujets qui l'ont imaginée (66,7%).

Concrétement, la majorité des sujets imaginent que Rose est mere de famille
ou secrétaire.

2. Rose est mariée et meére de famiile (45%) ou célibataire (25%), ce qui
correspond aux caractéristiques des sujets.

3. Rose posséde des qualités positives (77,8%) et se trouve dans un é€tat
affectif également positif (79,2%).

Qu'en est-il des caractéristiques de I'apprentissage?

1. Rose choisit un domaine d'apprentissage mixte, c'est-a-dire choisi autant
par un homme que par une femme (74,1%).

2. Rose s'intéresse autant aux apprentissages de type professionnel (55,2%)
que non-professionnel (44,8%).

3. Rose préfere apprendre dans un cadre académique (68,8%) plutdt que par
autodidaxie (18,8%).

Les caractéristiques de l'effort décrites par les sujets sont les suivantes:

1. Rose pergoit l'effort avant tout comme un investissement important,
c'est-2-dire comme la perception d'un surplus d'énergie a déployer pour faire
l'activité (71,9%) et non comme un acte de volonté, c'est-d-dire comme une
décision ferme d'agir en fonction d'une intention précise (9,4%), ou comme
une attention volontaire, causée par le fait que la personne doit faire une
activité alors que son intérét est ailleurs (18,8%). L'importance de
l'investissement peut étre due 2 des obstacles 2 surmonter (60,9%), au temps
A y consacrer (34,8%), 2 la concentration (34,8%) et 2 la persévérance
nécessaire (34,8%) pour réussir.

2. Rose réagit positivement 2 I'effort (68,2%).

3. Tous les sujets ont indiqué une ou plusieurs causes de perception positive
de l'effort. La principale cause pergue par Rose est liée & 1a tdche elle-méme,
plus précisément, 2 V'attrait que représente celle-ci (96,9%). Cet attrait vient
particulitrement du fait qu'elle lui permet d'atteindre un but (74,2%), soit
trouver un emploi, garder celui qu'elle a ou améliorer son rendement au
travail,
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4. L'effort présente aussi des aspects négatifs pour la majorité des sujets
(75,7%). Les raisons de le percevoir négativement sont surtout liées g la
perception de soi plutét qu'a la tiche, plus particulirement au manque
d'habileté ou de familiarité avec l'objet d'apprentissage (79,9%).

Cet aspect est conforme aux données tirées des travaux sur la confiance en
soi cités Plus haut. La femme plus que 'homme manque de confiance en elle
et elle a facilement l'impression que ses chances de réussir sont minces.

5. Malgré cela, Rose réussit son apprentissage, soit complétement (68,4%),
soit de fagon mitigée (21%).

Conclusion

Contrairement & ce qui était prévu, les femmes de cette recherche acceptent
de faire l'effort nécessaire pour apprendre et réagissent plutt positivement 2
cet effort. Comme il s'agit d'une recherche exploratoire qui a été menée
aupres d'un petit nombre de sujets, on ne saurait généraliser ces résultats.

D'autres recherches devront étre réalisées pour mieux comprendre les
réactions des adultes devant 1a perspective d'un effort A faire pour apprendre.
Ces recherches devraient cependant étre €laborées selon une approche
systémique. En effet, la perception de 1'effort intellectuel est tres subjective
et peut étre influencée par l'apprentissage 2 faire aussi bien que par le
contexte dans lequel il se déroule ou que par la perception qu'on a de soi-
méme. Clest donc tout un systéme qui doit étre étudié pour bien connaitre les
réactions 2 l'effort et saisir I'impact que ces réactions peuvent avoir sur
'apprentissage.

Ce domaine mérite d'étre davantage explcré si I'on veut, en tant que
formateurs d'adultes, apporter un support adéquat 2 celui qui non seulement
doit apprendre une mati¢re quelconque, mais qui doit aussi s'habituer 2 faire
face a I'effort intellectuel, ce qui est le cas de beaucoup de femmes qui
retoument aux €tudes apres plusieurs années consacrées 2 leur famille.
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Abstract

This paper is an argument in favor of a revised conception of leaming in the
field of adult education. It suggests that prevailing conceptions in the field
refer to leaming as a type of internal event or process, without any clear idea
about what this implies. It is suggested that such a conception is based on
theories of mind which are no longer found to be convincing. An altemative
conception is proposed, one which emphasizes the social nature of leaming.
The paper concludes with some remarks about the effect that the adoption of
such a conception would have on theory in the field of adult education.

Résumé

Cet article propose un nouveau point de vue de l'apprentissage dans le
domaine de I'éducation des adultes. Il suggere que les conceptions courantes
dans ce domaine parlent de l'apprentissage en tant que processus ou
événement intemne sans que les implications de ce processus soient spécifiées.
11 propose qu'une telle conception est basée sur des théories de 'esprit qui ne
sont pas tout 4 fait convaincantes. Une conception nouvelle est proposée qui
souligne la nature sociale de l'apprentissage. L'article se termine par
quelques remarques sur l'effet qu'aurait I'adoption d'une telle conception sur
les théories dans le domaine de I'éducation des adultes.

Introduction

There is a widespread tendency in the field of education to regard leaming as
a particular kind of mental event or process: something that happens ‘inside
one's mind. When learning is thought of this way, it seems natural to
distinguish between 'adult learning' and 'children's learning' by contrasting the
nature of the processes leading up to certain sorts of mental events in adults
and children. One of the purposes of this paper is to argue that leaming' is
not (most productively) used to refer to a particular kind of mental event or to
a particular kind of mental process. In the words of james McClellan:

It's no more reasonable to believe that there is one process of learning
than that there is one process which includes composing sonatas, arguing
logically, making love, dancing the Texas Star, and riding a unicycle.
There is learning to do all these things, learning to enjoy or hate doing




them, leaming when, where, and with whom to do them, learning why
one should or shouldn't...One process?—in the sense that
photosynthesis, however complex and varied, is one process? False.
Absurd. Insane.’

Learning can be distinguished from other sorts of human capacities, like
perceiving, remembering, and deciding by the circumstances under which it
is appropriate to use the word ‘Jearn', rather than by the identification of
particular happenings in the mind or brain. As a result, if one is seeking
differences between adult leaming and children's leamning, the social context,
rather than the realm of psychological theory is the most fruitful area of
inquiry.

It may strike some as odd, or misguided, to discuss this issue as a problem of
meaning. After all, we can 'mean’ whatever we dzcide with the word
learning, or any other word, and if some people wart 10 use the word to refer
to mental events or processes, that is their business. It might be suggested
that useful knowledge about learning is only going to come about oy seeing
how people leam, under what conditions they do it best, and the like. Surely
an examination of the meaning of words cannot be expected to make any
difference to how, or how well, people leam?

My response to these objections is that there is no dearth of empirical
research into problems of learning but that most research has failed to
produce theory which goes beyond common sense views about how learning
takes place or is best promoted. Many ‘theories' in education fzil far short of
even this modest goal. One of the reasons may be that some of the central
concepts, especially the concept of learning, are often misunderstood. What
is required, in my view, is the acceptance of a revised conception of leamning,
one which recognizes the importance of the public, social world, in contrast
to one which is situated primarily in the workings of inner, ‘mental' space.
Such a conception will, I argue, fit better with our everyday use of the
concept of learning, and should provide a rnore productive frame of reference
for learning theory in general, and adult leamning in particular. By this, I do
not mean to suggest that we will ever have a comprehensive, law-like,
leaming tiieory. There are good reasons for rejecting such a possibility.? But
we may be able to develop a set of conceptions which are useful in making
sense of situations in which learning takes place.

The idea of developing such a conception of learning is hardly original.
Ludwig Wittgenstein, writing and teaching in the 1930's and 40's, realized
that criteria for the use of mental concepts like perceive, read, and understand
are facts about the world, not facts ahout inner processes.> To offer an
example, we say that a person has understood' something because he or she
can tell us what it means or make use of the information it contains, not
because we have any knowledge about what is going on in the person’s mind.
But, we may be led from the perfectly natural assumption that something
must be going on in the person’s mind, to the more questionable assumption
that a particular kind of event or process must correspond to our use of the
word 'understand'’. In part, this paper is a reiteration of existing work on such
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mental concepts. This may be useful at the field of adult education's present
siate of development because it provides an alternative to a ‘psychologized’
conception of learning which appe. s to have been unproductive in
contributing to the development of constructive research programs into the
conditions under which adults leam.

The argument proceeds in four stages: first, establishing that prevailing
conceptions of leaming are in need of revision; second, outlining four
conceptions of the mind and the role of mental concepts; third, suggesting an
altemative to the prevailing conception of learning; and fourth, describing
some effects of the proposed conception on research and practice in the field
of adult education.

I. The Inadequacy of Prevailing Conceptions

A careful and detailed analysis of conceptions of learning employed in the
field of adult education is beyond the scone of this paper. Rather than
attempt a ‘mini-survey', one particular author’s description of ‘learning' will
be used. It is my contention that the example provided embodies several
ideas which are representative of a dominant (but by no means, the only)
approach to the conception in the field of adult education in North America.
't!’he ﬂt;lgmiliipﬁty of the phrases employed in the example will serve as support
or this claim,

Stephen Brookfield raises the problem of how to understand the nature of
learning in the context of explicating the term "self-directed leaming."4 He
attributes the "considerable confusion" to which the term gives rise, to its
"gerundive nature." However, one may notice that few of the same
confusions attend our use of terms like 'skipping’ or ‘chopping'. This can be
taken as an indication that there are sources of confusion which Brookfield's
analysis leaves unidentified. Nevertheless, what he does take note of is

significant. Citing Vemer and Little, he suggests that leaming should be
used as a noun only:

.. . to describe an intemnal change in consciousness, that is, an altemation
in the state of the central nervous system.

Brookfield continues:

Hence, the term learning would be reserved for the phenomenon of
internal mental change whether that be characterized as a flash of gestalt
insight, double-loop leaming, or a rearrangement of neural paths. Such
internal phenomena would be discernible externally in the form of
permanent behavioral change, and it would be by observing such change
that we would reason that leaming had occurred. ¢

This description of leamning does little to advance our understanding of the
concept. Its clauses are variously false, speculative, and ambigusus. It fails

to distinguish between ‘leaming' and other mental concepts (e.g. deciding) or
even occurrences such as taking a very strong dose of some drugs or being
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hit hard on the head. It also rules out many everyday occurrences which
anyone would be prepared to call leaming.

It is obvious that learning does not always take the form of permanent
behavioral change. We learn many things that we subsequently forget and
we learn many things which turn out to be irrelevant and have no impact on
our behavior, much less effect a permanent change. A change in a person's
pattem of behavicr may, given certain conditions to be examined later, be
evidence for the claim that learning has occurred, but such evidence, by itself,
is neither necessary nor sufficient.

The notion that learning is either "a rearrangement of neural paths” or "an
alteration of the state of the central nervous system" is highly speculative.
While it could be the case that every change in belief, tendency, capacity,
sensation, or attitude manifests itself in some physical change in the brain, it
is far from being established that this is the case, or that these purported
changes are best described as rearrangements of neural paths. Evea those
researchers who are most optimisiic about the potential contributions of
cognitive and neural science to our understanding of human capacities are
dubious about the explanatory power of these connections. Howard Garder,
in his review of theories of mental representations, attributes to Jerry Fodor,
"strong reservations that the ‘natural kinds' of the nervous system will map in
any intexesting way onto the ‘natural kinds' of psychological or mentalistic
explanations.”’ But, even if it is true that changes in beliefs, tendencies, or
attitudes do cause (or are caused by, or are the same as) changes in neural
paths, it is unclear that this would tell us much about leaming. Other
occurrences, like ‘making a decision’, 'having a dream', 'forming an opinion’,
or 'remembering something', might, for all we know, produce (or be the same
as) the same sorts of neural changes. More importantly, even if all these
assumptions are granted, even if we assume that there is a set of arrangements
of neural paths which correspond uniquely with states of ‘having leamed', the
existence of such connections seems utterly irrelevant to education concems.
People have taught and learned for much longer than they have known about
neural paths and it is not clear how "neural path" explanations, even if they
were established, would help people do it better. Educators deal with people
at the level of social interaction and, unless made obsolete by new techniques
in neurosurgery, are likely to continue to do so.

Suggestions that leaming is an "internal change of consciousness” or "an
internal mental change" are far less clear and specific but no more
informative. If such changes are to mental states like sensations or 'thoughts
as experienced', the claim is patently faise for many instances of leaming.
People leam many things, including rules of granimar and bad habits, without
necessarily being aware of having learned them. If “"change in
consciousness" is thought to include unconscious or subconscious change, we
start to get into :ather murky waters. Such changes, for all we know, might
be going on all the time. But if unseen, unfelt changes in non-conscious
states were ‘what we really meant' when we used the term learning,
sophisticated psychological procedures would be required to identify
instances of learning, and they are not.t (We have seen that change in
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behavior, by itself, is not a reliable criterion.) It does seem that learning
necessarily involves some kind of change but Brookfield's description of
learning does not usefully identify what kind of change. Its various clauses
are neither specific enough to differentiate learning from other human
capacities nor general enough to admit perfectly ordinary examples of
learning,

My point here is not that we can criticize any particular definition or
description of the nature of leaming, but that the commonly used definitions
bring confusion rather than clarity to our commonsense notions of what it is
to learn. It is striking that learning’ is often taken to be either "change in
consciousness” or "change in behavior,” or both. Yet the same writers who
employ these conceptions often go on, as Brookfield does, to write about
"effective leamning,” "an act of learning," "learning in an active sense,"
“learning behaviors," and "leaming outcomes." If one substitutes "change in
consciousness” or “"change in behavior" for "leaming” in these expressions,
the results are largely unintelligible. There is clearly something wrong with
the conceptions, or with the phrases in which "leaming" is employed, or with
both.

This may be regarded by theorists and researchers in the field of education as
rather depressing. While it may be possible to engage effectively in practices
which are intended to promote leamning without having any clear and explicit
definition of leaming, it is difficult to imagine a coherent and useful program
of research based on such a poorly developed central conception. When the

apparent incoherence of such widely used terms as "leaming behaviors" is
recognized, confusion seems complete. My suggestion is that we ought to
examine our conceptions of learning in a critical light and construct a more
coherent conception. Although space will not permit it in this article, a
revised conception could then be used as an instrument for testing the
adequacy and utility of phrases like "learning behaviors” and “learning
outcomes." In order to establist: a perspective from which we can reflect
critically on conceptions of leamning, a few comments about four important
conceptions of mind may be useful.

I1. Mental Concepts

The last ten years have spawned a rash of recountings, reconstructions, and
deconstructions of epistemology and the philosophy of mind. Many of these
treat the iopic with a degree of sophistication and some sympathy for the
historical factors which gave rise to conflicting views about these issues.
The ensuring account contains no such subtleties, but rather is intended to
draw attention to a few significant features of some of the important positions
in +he development of westem philosophy. There are many differences and
ways of expressing the differences between beliefs about the nature of minds.
One, which is useful for the purposes at hand, is the extent and manner in
which the mind is believed to ‘structure’ thought.

Plato raised the question in what has come to be called the Meno paradox.’
Socrates, as Plato’s protagenist, asked how we can ever leam a new concept,




for example, the concept of virtue. If we do not know what it means, how
will we look for something about which we know nothing? How would we
recognize the 'correct’ meaning, unless we already knew what the answer
was? But, if we already know what it means, we have no need to leam.
Socrates suggested the solution that we must already have the concept in our
minds and that experience and teaching can bring us to recugnize it. The
mind is seen, according to Plato, as already having the concepts which were
understocd to be the true form of reality. Leaming was thought to be
recollection. The structure of the mind was thought to be inherent and a
reflection of the true structure of reality of which the material world was an
approximation.

The British empiricists, writing in the 17th and 18th centuries, viewed the
mind as a blank slate or a wax tablet upon which experience makes
impressions.!® Apart from some very primitive capacities to compare the
impressions made by properties of objects, the mind was thought to be
without structure, merely a receptacle which is gradually filled with data
gained through the senses. People were thought to leam about the world
inductively, building up an accurate representation out of bits (atoms) of
sensory input.

Kant rejected the notion that all our knowledge is generated inductively, a
notion which had troubled Hume extensively, although Hume had suggested
no altemative.!! Kant argued that we have no direct, unmediated knowledge
of the world, that our knowledge is of the relations between ideas or
‘appearances’. He argued, on the basis of facts about the subject/predicate
structure of human languages, that there are only certain relations which can
be recognized or expressed. Relations like causality, identity, and quantity
form a set of innate concepts which structure our thoughts and determine the
limits of what can be leamed.

Wittgenstein posed an alternative conception of learning and the 'structures’
of the mind. Philosophical Investigations, the book in which he developed
the central issues which concermned him for the latter half of his life, begins
with a critique of an inductive account of language acquisition.'? He
demonstrated hew no such account can explain how people leam language.
However, he did not accept a Kantian account of innate concepts based on
categorical distinctions between kinds of statements, Rather, Wittgenstein
emphasized the flexibility of language and the variety of purposes to which it
is put. He argued that our concepts and beliefs form interconnected,
mutually reinforcing nets, sometimes referred to as "language games,” which
are generated in social practices. Sentences and words take their meaning
from their use in public discourse. What goes on in people's minds is
determined and made possible by the use of language in culturally deveicped
institutions. On this account, mental concepts such as ‘understanding’,
seeing', and 'leaming’ are used to attribute propensitics or capacities to act,
based on the context in which the actions could, or would, take place. The
mind ceases to be thought of as a 'thing', or some sort of ‘inner space’ where




certain sorts of operations happen, but rather is used as part of a way of
tatking about the sorts of things people can or tend to do.

The question Socrates asked continues to haunt educatcrs.!* While Plato's
conception of mind, in its classical formulations, seems somewhat
incompatible with modem sensibilities, the other models continue to
influence our conceptions of learning in important ways. The work of Piaget,
for instance, has been referred to as "developmental Kantianism."'* Skinner's
behaviorism can be seen as combining an extreme version of Wittgenstein's
emphasis on the need for public criteria of mental verbs with an atomistic
inductivism derived from the empiricists.!* Any conception of leaming must
take some position with regard to these or with competing conceptions of
mind, whether the position is made explicit or not. There is something
important about each of these exemplars or they would not have had, nor
continue to have, such a grip on our ideas and theories. However, many of
the assumptions and distinctions which served to support empiricist and
Kantian conceptions of the mind can no longer be taken seriously. In
particular, it is no longer plausible to maintain that there is a clear and sharp
distinctiun between description and interpretation, a distinction which is
essentiai to empiricism and to its successor, positivism. Nor is there a
categorical distinction between analytic and synthetic statements, without
which Kant's picture of the mind is elegant, but uncompelling. It is my
contention that the confusions identified earlier with the ‘prevailing
conception of leaming' are related to the inadequacies of empiricist and
Kantian accounts of the mind as an 'inner space' in which are performed
certain operations as labelled by 'mental’ concepts. 16

IIL A Social Conception of Learning

It is not my intention to argue that, of the four possible conceptions of mind,
only Wittgenstein's remains plausible and should, therefore, be adopted as it
stands. The following account of a social conception of learning is simply an
attempt which has been informed by Wittgenstein's critique of traditional
conceptions of mind and is useful for thinking about education and
educational research.

Learning is an innate capacity of sentient beings.!” At least downto the level
of earthworms, all creatures are altered as a result of experience to some
degree and under some conditions. Human beings differ from other forms of
life (in part) by being able to make plans about what to try to leam. Thus,
people leam intentionally (because they try to) and incidentally (as all
sentient beings do). Not that we can draw a sharp distinction between these
two kinds of leaming for we cannot. For example, we would be hard pressed
to identify a child's first intentional efforts to leam. There are, however,
some relatively clear examples of either intentional or incidental leaming,
some discussion of which may illuminate the importance of ‘purpose' to the
concept of leaming. But first, it is worth attending to the notion of a 'result’
as it is used in the phrase "resuit of experience."




The English language, and other languages, contain verbs which are used to
refer to activities, and verbs which are used to refer to 'results' or ‘oatcomes’
of activities. The activity of 'competing’ is associated with the successful
result, or acnievement, 'winning', and the failure, ‘losing'. The activity of
attending' is associated with the result, 'noticing’. 'Studying' and 'practicing’
are both activities related to the result, 'learning'. Not all of these
activity/outcome relationships are parallel, however. While one must be
competing, in some sense, in order to wia or lose, and there must be some
possibility of winning or losing in any context in which we would say
someon: is competing, no such tidy relationship exists between some other
pairs. Consider the relationship between ‘practicing’ and ‘leaming’. People
often practice in order to leam: for instance, one can practice a piece on the
pianoin order to leam it. But one can also practice scales in order to keep
one's fingers limber. And, it should go without saying that we often leam
without practicing: for instance, by reading a book.

The concept of studying is more closely connected to the concept of leaniing.
Ifit were said that Helen was studying without intending to 'eam anything,
the meaning would be rather unclear—perhaps that Helen was fiddling with
her books becaus: she was bored and restless, or was preparing for an exam
in a course which she thought was useless? Any ordinary use of the verb
'study' seems to refer to an activity undertaen with the intention of leaming
something. But the other half of the relationship does not hold, for learning
may also occur with no preceding activity of studying.

As an aside, it may be noticed that many ‘result' concepts can be used to refer
to activities in which one can be engaged. In response to the question, "What
is your husband doing?", it is perfectly sensible to respond, "Leaming to use
the food processor.” Parallel responses could be, "Losing our money at the
racetrack,” or "Organizing the broom closet.” In each of these cases, an
activity is referred to by its expected outcome. Writers in the field of adult
education often use ‘learning’ to refer to ‘activities intended to result in
learning', ‘without regard for whether the intended result is achieved. Thus,
Patricia Cross cites a table which distinguishes between “leamers” and
would-be-leamers” when referring to "those engaged in trying to leam" and
"those who would like to be so engaged."!* Alan Knox writes about
"learning effectiveness" as if learning is an activity in which one can be
engaged with better or worse results while considerations discussed carlier
suggest that leaming is a result. 19 While many such constructions are mere
conveniences, their urcritical use has resulted in some of the confusions
which Bruokfield attributes to the "gerundive nature” of learning.

Though some of the relations between 'task’ and ‘result’ verbs are untidy, they
are useful in illuminating the different ways in which purpose enters into
claims about learning. When leaming is the intended cutcome of an activity,
its occurrence is an achievement (something like winning). When leaming is
incidental, a by-product of an activity engaged in for othcr purposes, it is
simply a result (like noticing). However, this is not to say that incidental
leaming does not serve a purpose, but merely that it does not happen on
purpose. The distinction is between 'purpose’ as the intention of the person
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who leams, and 'purpose’ as a furtherance of what is viewed as rational, good,
or desirable.

Generally speaking, the changes that we recognize as instances of leaming
are changes which can be understood as serving a purpose. Even 'mindless’
learning such as the development of a disposition to salivatr at the sound of a
bell, serves a purpose as long as the en/ironment is relatively stable and no
one changes the rules of the game. This point can be demonstrated with
another animal example. If hung:y rats are placed in a maze, all sorts of
activity is exhibited, but none of the activity is recognized as evidence of
leaming until a pattern arises which can be understood as functional in
serving the rats' purposes, that is, in procuring food. If the rats engaged in
activity which was, in our eyes, aimless, or repetitively self-defeating, we
would be hard pressed to understand it as leamed’. Of course, the finding of
food may not be in the best interests of the rats, all things considered: the rats
which are most successful may be used in an awful experiment.
Nevertheless, the finding of food seems like a rational objective for hungry
rats to pursue, and leamning maze routes is rational given these ends.
Obviously, I am not attributing a developed sense of rationality to rats. The
necessary ‘rationality’ is a function of the fact that the rats' actions make sense
given our beliefs about what they 'want',

Judgments about instances of leamning rely on contextual factors including
the comprehensibility of the learners' purposes and the rationality of their
expectations given previous rel:vant experience.?® Such judgments are not
made on the basis of knowledg . about the mental or neurological states of
rats or of people. Rats are taken to be hungry because they have been
deprived of food and because, if shown food, they eat it. Judgments about
people’s motivations and beliefs, and about what is rational for people to care
about and believe, are 'built into' the concept of leaming.

The connection between rationality and learning is also displayed in the
epistemological force of many claims which employ the term ‘learning’. In
many cases, the phrase ‘came to know' can be substituted for leamed' with no
change in meaning. This is significant in that 'knowing', in contrast to
‘believing', implies that the relevant claim is held 'on the basis of reasons’ or
is 'rationally assertable'. On the other hand, it would be unusual to refer to
cases of repressien, or of sublimation, as instances of leaming unless it is
being pointed out that these can be understood as purposive changes. As can
be seen, attributions of leaming are judged against a background of
knowledge about how individuals act, and should act, in any given context.

Explanations of how we come to have such knowledge are worth examining.
Traditional views have suggested that we know how other people think by
examining the relation of our own sensations to our own actions and
extrapolating that the same is true for other people. What is most certain is
our own experience. While we may be wrong about facts pertaining to the
world, including other people, we cannot be wrong about what we believe,
think, or feel. Accordingly, language is taken to be a public representation of
inner thoughts, and truth is understood as a relation of correspondence
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between ideas and the world. Virtually nothing about this account has

received wide acceptance from philosophers writing in the latter half of this
century.

What Wittgenstein argued was that the knowledge about motives, beliefs,
thoughts, feelings, and so on, is part of what is leamed when a person leams a
language.2! We leam what anger is, for example, by coming to understand
the context in which the word 'anger’ is used. Children leam what anger is by
being told, "Don't be angry now," or, "You'll have to control your temper,”
and not by unmediated introspection. Use of the word ‘anger’ creates a
category of human emotion rather than merely providing a label for some
pre-existent category. It is the use of language in social context which allows
us to experience the distinctions between anger and fear, jealousy, disgust,
irritation, indignation, or moral outrage. The sophisticated range of emotions,
values, and beliefs which humans have is not so much described by language
as it is created by language used in social intercourse. Human capacities are
what they are, not only because human brains are what they are, but largely
because of the complex and sophisticated tools provided by human languages
and their role in social practices. On this account, the mind and mental
concepts (including 'leamning’) are understood as 'social constructs' which are
used in predicting, understanding, judging, and explaining human action.

The role of agreement across the membership of communities in their social
practices, including their use of language, plays a vital role in Wittgenstein's
analysis. Leamning from other members of the community is how this
agreement comes about. If it is said that a person has learned to speak a

language, apply a rule, do long division, or sing a song, the criterion for
accepting the claim is that the person agrees (substantially) with other
members of the community in performance and/or result. If learning is
understood as a relation between an individual and members of the
community, any hope of finding it ‘inside an individual's head' must be
regarded as misguided.

To summarize the conception: leamning is one of many words which are used
to talk about what a person (or other creature) is able or likely to do.
'Learning' implies that the person has changed and that the change would,
under certain sorts of conditions, be manifest in the person's actions. (Please
note the distinctions between this claim and the claim that leaming is a
'change in behavior'.) Further, the change is a result of experience, that is, it
can be understood as following rationally from the relevant experience(s).
While the change may or may not be sought intentionally, it is an increase in
capacity or improvement relative to some standard or goal. Judgments about
learning are made against a background of knowledge about people's
intentions and beliefs. Such knowledge is generated largely by the
acquisition of language in the context of public discourse.

IV. What Does this Mean for Adult Education?

The acceptance of the conception I have begunto elucidate would not, by
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itself, bring about radical changes which are com pletely alien to current
educational research and practice. Rather, it would tend to focus our
attention on centain sets of problems and cause us to regard others which are
not taken seriously as being poorly formed or irrelevant. Although space
does not permit any detailed mapping of the proposed conception onto
existing approaches to adult education, some very broad points of similarity
and contrast are obvious. It is generally consistent with, for instance, Freire's
irenic dismissal of the "banking approach to education” and the
“specialization of consciousness,"? as well as Dewey's integration of the
"subjective” and "objective" conditions for leamning.?® It is generally
incompatible, however, with the work of writers who propose scientific
theories in order to enlighten us about the nature of leaming ard to provide
the technologies by which leaming is supposed to take place more efficiently.
Almost all such theories involved distortion of the concept of leaming to the
extent that it no longer resembles the shared public concept in which the
practical problems of educators are framed, %

Generally speaking, adoption of the proposed conception would be consistent
with the recognition that psychology provides no privileged standpoint or
methodology for the study of learning. All fields of inquiry which shed light
on our social relations, social practices, and institutions would be recognized
as useful to the extent that they help us to understand the purposes and the
contexts which define 'leaming',

Leaming would be understood to be less clearly related to individual states of
consciousness and more clearly related to social practices and culturally
generated ways of life.” It would be seen as part of a vocabulary by which
human actions are understood and interpreted as well as predicted and
explained. Because use of the concept of leaming involves interpretation and
judgments about rationality, it would be recognized that any causal account,
couched exclusively in terms of physical entities and events, can only be a
partial account, and will fail to capture much of the term's significance.

Because causal accounts of leaming can only be partial accounts, the failure
of educational researchers to show consistent and convincing correlations
between ‘learning', as indicated by assorted 'outcome measures’, and
educative 'processes’, as categorized by the behavior of teachers or people
who are trying to learn can be secn to be a problem of inadequate
conceptualization, not a problem to be overcome with additional research
grants and increasingly sophisticated methodologies. But this should not be
regarded as a reason for dismay because if it were possible to determine what
people would leamn on the bases of any given experience according to
deterministic, causal laws, it would be possiblc to determine people's beliefs,
values, and actions. Educators would no longer organize situations in order
to help or encourage students to leam; they would determine what their
students came to believe and to do. Fortunately, no theory of leaming scems
to be in immediate danger of threatening our concept of the autonomy of the
self, and (at least partly) because such theorics can only be partial accounts,
no such theory can succeed.
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The notion of autonomy and the related notion of self-directedness have been
important in discussions about adult leaming. Adoption of the conception of
learning for which I have argued would lead to an emphasis being placed on
the differing social contexts of adults and children, rather than extensive
reliance on hypothezied states of psychological development. What
characterizes "self-directed leaming” is that a person undertakes an activity
with the intention of leaming something. For such a decision to count as
being autonomous, he or she must be responsible for it. Various conditions
affect the degree to which a person is considered responsible for an action.
Such conditions include: that the action is free, in the sense that it is not the
result of coercion or compulsion; that it is informed, in that the individual has
some idea what is at stake in possible altemative courses of action; and that
the individual has some relatively stable set of values or purposes. These are
the sorts of requirements which are involved in attributions of responsibility
about individuals' political, contractual, and other decisions. They are also
closely associated with prevailing conceptions of what it is to be an adult in
our society. So, while it is hardly the case that the age of majority is a
necessary condition for individuals being able to plan their own leaming
projects, it is consistent with our other socio/political and legal judgments
that decisions about leaming by adults have a different status than similar
decisions by children. One could say that there is a presumption that adults
undertaking activities (of certain types, are autonomously pursuing leaming
whereas the presumption with children is that their decisions are undertaken
under conditions of reduced <. :tonomy.

There are also, of course, other differences between the lives of adults and
children in our society which affect the purposes for which they try to leam
and the conditions under which learning takes place. The need for
comprehensive initiation into a broad spectrum of social practices and
institutions outweighs many alternative goals for children. Adults are likely
to pursue more specific purposes according to an established set of values
and interests. Many of these distinctions have been noticed and commented
upon by adult educators but often as matters of peripheral concem, matters
which affect 'the context of leamning' as opposed to 'the piccess' itself.
According to the conception for which I have argued, questions of purpose
and social context are the questions which define leamning. Differences
between the purposes and social contexts of adults and children can be
understood as providing reasons for distinguishing their respective activities,
and the intended results. This is not, of course, an argument that such a
distinction is of great significance to the field of education but merely
identifies the criteria by which such distinctions are to be drawn.

Another effect of the adoption of the proposed conception of leaming
involves the use of ‘theory' in educational practice. Prevailing conceptions
tend to embody a notion of theory as the responsibility of psychologists who
discover the 'principles of leaming' which practitioners ought to follow if
they wish to be successful. When ‘leaming' is understood to be defined by
purpose and context, it is immediatcly apparcnt that no generalized, 'de-
contextual' theory of leaming can provide a coherent framework for the study
of lcaming. The place to study purpose and context is, obviously, in context.
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When one ceases to look for neurological states and mental processes and
thinks instead of reasons, purposes, and values, the need for sensitive and
intelligent practitioners, rather than theories with high predictive power,
seems apparent.

Such considerations do not deny a role for research into leaming and
aciivities related to it. They do suggest that research ought to be directed at
devele?ing ways of 'seeing’ situations rather than principles which can be
applied to practice. Research can provide alternative ways of understanding
the social practices and institutions which form the context in which leamning
takes place. Some of these ‘altemnative ways' may be useful in improving
practices, not only in the sense of leading to more efficiency in achieving
de.qred goals, but also in clarifying and re-evaluating the purposes of those
who are trying to leam about something. Understanding a wide range of
ihese alternatives is a large part of what it is to be a sensitive practitioner.
Research may also illuminate the criteria or standards which are implied by
the ph-ase ‘having learmned something' according to the nature of that which
has been leamed.

Conclusion

In conclusion, I would like to note that this list of quasi-predictions about the
effects of adopting the proposed social conception of leaming is necessarily
incomplete and somewhat vague. The conception itself has only been
sketched out in these remarks and its adoption would necessitate it being
reformed and dcveloped in practice. It does, however, provide a
philosophical background which could clarify and illuminate some existing
traditions within the field which have, to a certain extent, been marginalized
in North America. Briefly, it suggests that leaming is not simply something
that occurs inside people’s heads; it is part of a way of talking about what
people can, could, or would do. It is grounded in knowledge of their
purposes and expectations as displayed in action and social intercourse. The
value of this conception is threefold: it explains why psychological theories
alone cannot be satisfying as accounts of leaming, thereby preventing
unrealistic expectations; it re-orients our thinking about some recalcitrant
issues like the distinction between adult education and the education of
children; and it makes explicit the manner in which socio/political and
cultural questions: are centrally involved in attributions of leamning.

While, like all conceptions of learning, the social conception is based on
certain beliefs about the nature of minds, it is not based on unsubstantiated
empirical claims. Because it is grounded in a general understanding of
human action in a social context, the conception can be informed by, and
useful in, the variety of forms of research which are emfloyed in the field of
education. In keeping with strong traditions in the field of adult education, it
is useful in maintaining an emphasis on the individual as a member of
cultural, social, and political communities.
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suggesting that there is a need for work on this topic.
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Abstract

Folk high schools in different countries are a type of residential college for
adult education. Their impact in adult education is greatest in the Nordic

countries where their strong position is based on the Danish origin of folk
high schools.

In recent years development in society also has forced folk high schools to
face a situation where they have had to think of their future. The most
important actual problems are: difficulties in recruiting adults to courses, the

increasing competition in the 'adult education market' and unsteadiness of
financial resources.

In the future the folk high schools will have to extend the co-operation and
division of work between the institutions. They also will have to find new
special target groups to look for altemative sources of finance and to support
adequate quality of teaching. The more folk high schools are able to adapt to
the developing society the more secure their position will be in the future.

Résumé

"Folk high school" (école supérieure populaire) est une sorte d'éducation des
adultes en résidence. C'est dans les pa