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INTRODUCTION '

The most spontancoys responss one might give upon
seeing the above title may be “DON'TI DON'T use
lecture as a learning/ teaching technique with adulis!™
However, that may be an easy “dodge,” u bit
presumptuous, snd unrealisiic sinos it almost goes
without saying that the lecture remains and, for .
sometme to come, probably will remain 8 most
important Jearaing/teaching technique inadult .
education {in the church ay well un in other schalt”
educstion programs). In fact, the lecture js one of the
oldest and most direct keaming/teaching techniques,
Thus time has made it so hallowed that many people

have confused the Jecture and karning/tenching as

being synanymous.

{n the midst of its long-standing history and
aceeptance, as well as the mystique and confusion
which sutround it the lecture con be used to great
advantage if: (1) one has some geasp of what the
learning/ieaching process is; (2) it is clearly
understood what the lecture ¢an accomplish and what
it cannot accomplish in the learning/tesching process;
{3) the same guidelines are applicd 1o the choive and
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use of the leclure as ave applied in choosing and using
the wide variety of learning/teaching techniques (old
s0d new) in the learning situstion; and (4) strong
consideration is given to using other techniques Jike
audience participation, discussion, and simulations 1o
enhance the use of the lecture.

This wrticle Is not devoted (o the how of developing
and ﬁvln;alectm.”l‘he public Jibraries, as well as two
sources 2 listed here, abound with such discourses.

Mot of these resources would agree with one
weiter) that @ good lecture mus: (1) molivate group
interest; (2) be well organized and clear; {3) be
developed well; and (4) be presented well,

InYecture preparation, the following steps would be

‘suggested by thal same writer: (1) analyze the learning

group; (2) detecmine the exack purposeto be  *
accomplished; (3) determine the main points and do
necessary vesearch; (4) organize the points and
materialy; and (5) develop and support the points,
Good lecture presentation would be natural,
conversational, direct, snimated, enthusiastie, with
sufficient voios projection and emphasis 10 be heard,
ek Ms&m tducuion Procedurns (Grammch, Cona.t Seadury
Soiarard b Tilha, Ther
ok Hanoo
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supported by appropriate gestures and visual eids, and
with constant awarencss and concern for listener
acceptance and understanding,

This article &s devored to considering in tiden each of
the four propositions mentioned sbove on how to
improve the use of the lecture, with sccompanying
suggestions, Since volumes could be wrltten
elaborasing on each proposition, it is obvious that only
a “skimming of the surface” and not “coverage in
depth” will be possible here. This, it Is hoped thut this
article will belp the reader think through and answer
some questionsin regard toimprovinghisorberuse of
the Jesture as & feaming/ tenching technique, It is
further hoped that this article will slso raise some
questions and curiosities in the 1eader’s mind that will
stimulate further inquiry. } is not asked thatthe reader
agrec with what is said and defiopd inthis article, butit
isasked that the reader xccept what issaid and defined
for purposes of understanding the author’s line of
thinking.

THE LEARNING/TEACHING PROCESS

This process Is indeed complex. it is niot foc thoss whe
wish an easy Yeut and dried” answer of one, two, three,

ngis & human process end accotdingly does not
sttempt 10 explain that which is.atiributed to geace. It
isaninternal process with the person, controlled by the
learner and engaging his whole being—~intellectual,
vinotional, and physical, It iy tased on the growing
body of research which suggests that adulis can learn,
contrary to the popular notion that “youcan't teach an
old dog new tncks,”

Teaching formulates vhe other side of she
karning/tenching process, Here iy how one sduly
educator staies the casc:

The truly antisticteacher of adults perceivesthe
locus of responsibility far learning to be in the
learner; he conscientioutly suppresses his own
compuision to teach what he knows hiy
students ought to leam i favor of helping his
students tearn for thermselves what they wantlo
Tearn, T have described this faith in the ability of
the individual 1o kam for himsell as the
“theological foundation® of adult education
and I believethat without thisfaith, wteacher of
adults is more likely to hinder than 10 facilimte
learning.*

DEFINITIONS .
“Format” or “Method™ is the organization of persons
for purposes of & learning experiznce,

“Technique” invoives the varicty of ways that the
iearning experience is menaged 30 as to facilitate
ieamning.

“Mykain 5 Knowdas, The Modesn fractice oF Aduh Rducadon Paw Yerky
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“Lecturs® Is referred to here us & technique, not a
formatora tnethod, The {ecture isa carefully prepaced
om| srentmtion of a subject, theme, ov problem by »
qual

ed person. It may ulso be labeled as & speech or
sermon.

ASSUMPTIONS

Assumptions about the charscieristics of adult
lma_eu are aleo crucial componenix of the
learning/1eaching process. A growing body of
knawiedge indicates thet adult lesrners are Jifterent
from child learners. Thess are nol so much real
differences as they are differences in assumptions that
aremadeintraditivnal education (Christinn educstion
a1 well ag secular education),

The assumptions sdout the characieristies of adult
kamers are that, as & person matures: (1) his/her self-
concept moves from being a dependent personality
toward one of being a self-directing human belng; (2)
hefehs accumulates & growing reservoir of experience
that becames an incressingly valuable resource for
learning; (3) his/ber readiness (o learn becomes
oriented increasingly to the developmental tasks of
one's social volcs; (4) bis/her time penipective chianges
from one of postponed application of knowledge to
immediscy of application; and accordingly (5) his/her
orientationtoward learing shifisfrom one of subject-
centeredness to problem/situation-centeredness.?

IMPLCATIONS

, Since “pacticipation,” “ego-involvement,” and
“interaction” are boldfaced wosdsin the lexicon of the
adult educator, the wssuraption is often rasde that the
moreactive the loarmer's role is in the process, the more
hefahe is probably learning. It is acknowledged and
accepled that some persons yaay wish not 10 be
Involved actively in the kearning process. Thus, use of
the lecture as a laaming/teaching technique needs 1o
bedesigned nnd implemented to not only maximize the
opportunity for interastion, ego-involvement, and
;panticipation 1o the extent the participants desire it,
but alz0 10 incremns the gdult leamer’s competence in
wil-dircction and the other characteristics of adult
leamners mentioned sbove,

WHAT THE LECTURE CAN AND
CANNOT ACCOMPLISH

In any educational experience, objectives serve to
indicate what that particular activity is secking to
wcomplish, including content components as well as
behavioral aspects,
Thelecture issuggested as one of the most appropriate
leamning{teaching techniques for the behavioral
outcomes of knowledge and valyes, Other more
rppropriate techniques may need to be chosen for the
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behavioral outcomes of undersianding, skill, sttitude,
and interest.

There §s also some evidence in education that strmight
(actual, descriplive, or explanatory material may be
\eacned by direct absorption through the lecture,
whereas principles and concepts muy be best learned
by group-pasticipation learning/teaching techniques,

GUIDELINES FOR CHOOSING
THE LECTURE AND OTHER LEARNING/
TEACHING TECHNIQUES

QUIESTIONS
“Three guiding questions te be wpswered when choosing
the lecture as & learningfieaching technique are: (1)
How does your selection and uss of the Jecture fit into
your understanding of the way people changs and
prow (learning theory)? (2) What position does this
leceure hold in the context of the goals toward which
youare working in the icarning/teschingsitustion? (3)
What immediate and objervable needs, at thiy time,
with these persons, does this lectore meet? -

CRITERIA FOR DECIDING
Additional fsetors which influence the decision of
whether or not to use the lecture include;

(1) The more the instruetor knows about the subject
athaud and the Jess the participants knowsbout it, the
more appropriate the ledturs would be.

()] more knowledge and experience the group
lins with the subject, the more & group participation
technique should be considered In place of the becture,

(3) If the size of the group is over twenty peesons for
any one activity and no sihalies groupings can beused,
the lecture should be considered. !

{4) The lecture can dedl with more facts in a shoner
time than uny other technique,

PURPOSES
The leclute may include any or a3 of the following
purposes:
(1) presenting informption in ay organized way;
{2) identifying or clarifying problems or issues;
{3) motivating, stimulsiing, persuading, and
influencing attitudes of the listeners;
{4) analyzing & controversial issue;
(5) inspiring the audience;
(6) encouraging further study of inguiry,*

LECTURE ENHANCED BY
OTHER TECHNIQUES

PROCESSING INFORMATION

Qne prodlem of today's world is that we have what
University of Missoudi Professor Daryl Hobbs calied
wn “information overload,” This means we have more
information than we kngw how to handie snd how 10
process, Some of the information overload comes
from leciures,

One way o process some of our resl concernsarising
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out of the “overload™ is to engage existing church and
community groups in problem solving.? Here is one
way the jecture son be used in combination with and
enhanced by another technique—problem solving,

LECTURER CALLED A SYMBOLIC HEALER

Most people are involved in some aspect of the
competilive business community.

T is suggested that a speaker may also serve asa
“symbolic hesler 10 reduce the tensions, frustration,
ardd possible feelings of guilt srising inevitably from
the structare of a highly organized, highly specialized
and competitive business community,*$

‘The suggestion that use of the lecture can be enhanced
by uainf it with ather technigues is based squarely on
ihe notion that quatity in adul education is in direcs
proportion 1o the qualily and extent of interaciion,
egoinvolvement, and participation of the persons
involved,

If this suthor were charged with the practical
respoosibility for 2 ons-hour educational meeting on
any theme, subject, or problem which required use of
the lecture, here are three ways he would consider
designing the program.

A lecturey who is knowledgeable on the theme,
subject, or prodlem to be considered would be invited,
He should also be willing (o “roll with the ponches” ot
“froewheel.”

1. Bélore the speaker gave his lectare, the

riicipants would be divided iato pairs, threes, or
groups of four to six, Theay wiuld be asked to generate
questions or identify problerus they would like the
lecturer to talk about, thus outlining his speech—an
“inductive lecture”

2, Before a lecture, the audience could be divided
into four sections to serve as “listening teams.” One
section vould listen 1o the lecture for poims requiring
clarification, one for points of disagreement, snother
for pointsfor elabaration, and another for problems of
practical application, Afterthelecture, sections would
“buze” for a short tlime to pool their thinking about .
pointsthey want eaised and to select a spokespersonto
present the issues to the speaker.

3. Followingalectore, the members of the audience
could be asked to form buzx groups to discuss how
they plan to apply the information o their own
situations. Then a spokesperson would be asked 10
teport from each group.?

CONCLUSION
Uf this artick has offsred one or more usable ideas
and/or tus stimulated the reades’s curjosity to conduct
4 persona) continuing inquiry on the use of the lecture
as A karning/teaching technique with adults, it will
‘have sccomplished the author's avowed purpose,
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| (2) before 4 presentation the
audience can be asked to serve as “listening

teams” according to'the section of the room
they are sitting in—one section to listen to the
presentation for points requiring clarification

*(the clarification tearn), another for points
with whicti they disagree (the rebuttal team),
another for points they wish to have elaborat-
- —ed ont (the elaboration team), and a fourth for
‘problems of practical application they wish the

speaker t0 address (the application tearm).

- After the presentation the tearns are asked to -
7 *buzz” in grotps of foti o five'to pool their-

thinking about the points they want raised. -
following which one member of each: group
gives a summry of its deliberations and the

-

B
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. have s deep commitment to applying
‘... principles of adult leaming in every:,
thing I do—even in one-hour keynote
speeches. Indeed, one.of the miost fre-
quent (and gratfying) comments I geton evaluation - -,
1 sheets of my sessions is, “Malcolm practices what he
i preachest” This makes me both happy and sad——sad *
% thatitshouldbesuch a noteworthy behavior -
1 Myfoundational principle of adult leaming in mak-
.| ing presentations is thal the ledrners be active partici-
%) pants ina process of inquiry; rather than passively recelve
i1 -transmitted content. A second principle s that the process
4 should start with and build on the backgrounds, needs,

o
el

{ experience is that when people have the opportunity to

+ leam by taking sorne injltiative and perceiving the learn- |

! ing in the context of their own life situadons, they will
~+ internalize more quickly, retain more permanently, and .
"+ apply more confidently. And T am convineed that every

" learning experience should result in both some acquist- -

tion of content and some eahancernent-of their self-
directed leaming competencies. '

Theory of Large Meetings .-

"+ These principles also provide the foundation of my spe-
© cial theory of large meetings, which sre a prominent

mide inconferences. The additional basic premise of this

spectal theory is that the educative quality of 2 large

meeting s directly 2 function of the quantity and quality

of imteraction in the meeting, This s to say that the more

" hteraction beaoem e PWM 0hdfbea . .M.’,w,w. o

!texmsof age, gender special interests, occupa-

interests, problems, and concerns of the partictoants, My |

| they are sitting in—one section to listen o the

ad bevee the interaction within and drmong the various - 1}

achieved by bringing representatives of the audience dn
to the platforrm w serve a5 “reaction” or “warchdog”
teams. A reaction team is asked sirnply to listen to the -
presantation and then to give its reactions in a serfes of
statenients o through a panel discussion. A watchdog
team s asked to listen for terminology o concepts it

+ thinks meiibers of the audience may not fully compre-
héid and I Intéctupe the presentation at any time toask ;
- for etariicition. To the extent that the people selected to

‘sexve on the teams are truly representative of
iﬁgmain characteristics of the audience (in
ttions, and geography), to that extent will the
audience psychologically identify with the
interaction on the plaiform. A :
. Interaction among members of the aud-

ence can be promoted in several ways. The

* audiedce can be asked to meet insmall -

groups of from two to five or six without mov-
ing from their seats and perform several func-
tions: (1) Before a presentation, they can be

. vasked 10 take 4 few minutes to pool the ques-

tions ot issues they would like the speakerto .

- address and have qne member summmarize the

outlining the speech
the presenter;{(Z) belore a presentation
ce cary Be tskid 1o seeve as “listening
 teams”™ aocoeding 10 the section of the room

pmwﬁmforpoinmequiringdmifmnon
(the clarification team), anothier for points
ith which they disagree (the rebuttal leam),

< “lelements of a lacge meeting, the greater the learning is ’
jibely to be, second premise of the theory is that there
g.re three areasin which interaction can be influenced:
| 1) the plaform itself; (2) the audience, and (3) the tela-
** Lytonship between the platform and the sudience, Letus
18 xamine the possibilities of each in turn, :
Tnleraction on the platform is at ity lowest point with
a single speaker or film. The amount of interaction can

Y,

- Hilmstrip, or some other visual aid for the speaker o use.
" jjneraction can be increased another nomh by adding,
| eneother person, so that two people are interacting in
. debate, dialogue, or interview. Maximum interaction can
< b achieved by introducing two or more peaple to the -
'} platform for a sympasium, panel discussion, group inter- ;.
| yriew, dramaticskit, or demonstration. o

] . - A PP & wamew wwvame daadt
!  ——

{- edon (theel

 After the presentation the tearos are askedto

..: /be moved up anoich by adding a chalkboard, tlip chart. {3

. .

with whictithey o
another for points they wish to hiave elaborat-
P°i“5 ,m_enm),andafogrthfocg

problems of praciical 5pp
speaker to oddress (the a9

* vhuzz” In grougs o four or five to pool their
thinking about the points they want rafsed,

I

1 fwmmmg‘

: -foﬂmﬁngwhichone member of each-group
gives 2 summary of it deliberaions and the

eleram ok B il |

time runsrout.ov all items are disc 3
ollowing a presentation, the fencecanbe,

: :nskedw»founbmgmupsmdism_sfocq_iew B

minutes how they plan to apply one or more
of the ideas contined in the preseritation,
with the results being summarized by one

< SepletbanOc :
I yatime AoNurber 31

iQctber 1692

SRR

*is atlts first level up from passive with an invitation tothe - -».._“ - R @
- gudience to ask questions of the speaker following the Y easeoe R
 preentation. Asil-higher el f eaction canbe, | Occasionaly sz b

- {Tamo ] Ianowigres add-oxiiBes cotnponentin 55

" 1the design, Which { thintk of as “back-horne
dpplication,” butwhich in the literature &
{ usually referred to as “transfer of training” |
Y ask the participants to reflect for five minutes "¢~
{on theirexperience So far and to select one or -
two ideas they have picked Up that they think. -
they would like to try outin their back-home-*
- situations; Afer five minutes Lask themto - '§
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v &=

form groups of fooi oc five and take wrms
v ﬁﬂ ing to other members of their group
(1) the idea they would like to experiment -
- with; (2) ey would take i aoplyin
- it, and (3) anv obsiacles or resistances they |-

- anticipate encountering In puRng Lito" P

-'g‘q}"uz‘._'«.‘v - e

& Ery feasonable Amount o tme -~
g, Teepending uporthe ime availabl), Lal
‘- thern back to ordec and invite volunteersto
' . “Dresen! their plans o the total audience, After
":ql} each presentation, | invite members of the
:33; audience 1o react to the plan and. particularly, |

o supeest strategies fo deating with the obsta-

: ;lg.andmismnmbudnime' ast five min-
LA utes orso Fadd my gwn ideas aboutstrategles J
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THE MISSING

SELF-DIRECTED
LEARNING:

INGREDIENT
FOR SCHOOL
REFORM

by Fredric G. Posner. Ph.D.
THE PROBLEM

In the simmering context of ed-
ucational reform, many

recipes have been offered. Most
of these include a heavy '

dose of back-to-basics sprinkled with the spices of increased discipline and standardized
testing. Few of the "cooks" have paused to consider a different type of cuisine.

Improving on‘or adding to a conventional dish that is no longer satisfying a hungry public
can only spell failure. The standard recipe remains, in the end, unchanged. .

As an amateur cook and professional educator, I decided to look into new realms of cook-
ery. Initially, I'noticed that, slowly but surely, the ingredients of intrinsic motivation, self-image, and self-
directed learning had crept into the educational philosophy and mission statements of some pub-
lic school systems. These, of course, were still listed secondarily after the main staples of academic
growth and performance. However, just the inclusion of self-directed kinds of goals indicated
an emerging awareness and an increased focus of importance.

Meanwhile, some prominent educators (Combs, 1988; Sizer, 1984) were proposing that we
examine the kind of learning that was being encouraged and developed in the public school system. Some
researchers (Boyer, 1983; Goodlad, 1983) called for an empbhasis to be placed on engaging st-
dents in the learning process through the development of self-directed skills and attitudes. Adding to the
alarm, futurists were warning us that empowered, self-directed learning would be required for a
future marked by accelerated change (Toffler, 1970). Some went so far as to imply that today's high
school graduate might be incapable of handling life's tasks because of a lack of self-direction
(Gibbons, 1976)._ In this light then, the charge to educational systems must include the preparation of stu-
dents for lifelong learning.

As the emphasis on self-directed leaming becomes a major issue for schools, so does the examination
of educational prograins, already in piace, that promote and encourage its development. The
history of open alternative schools indicates that these progressive programs have long advocated self-
direction for learning as a primary goal (Nathan, 1981). Some of the research demonstrated that =~ -

(continued on page 2)
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THE MISSING INGREDIENT FOR SCHOOL REFORM

(continued from page 1)

rraduates of these self-directed schools were
setter able to succeed in college (Aiken,
1942) and other adult life pursuits (Willis,
[961). Additional studies revealed that
‘hese open school graduates generally ap-
sreciated-their high school experience as

i positive and useful foundation for a life of
continuous learning (Hunter, 1985; Na-
than, 1981). These findings seem quite con-
trary to those of other researchers who
estimate that as many as two-thirds of the stu~
dents who graduate from high school feel
alienated and disengaged from their own ed-
‘ucation (Sedlak, Wheeler, Pullin & Cu-

sik, 1986).

Consequently, as a researcher, [ be-
came interested in the phenomena of self-
directed learning as a key ingredient in
the recipe for school reform. But what was
self-directed learning? What did self-
directed leamners look like and how did they
feel about themselves? And what about
these self-directed schools - how did they op-
erate? The answers to these questions
became part and parcel of a research study I
conducted in 1989. The study was de-
signed to investigate self-directed learning
‘among students in an open alternative
high school program (Posner, 1989).

PURPOSE

The intent of this study was to ex-
amine students in an educational environment
that openly promotes self-direction for
learning as its major goal. Also, the study in-
volved a combination of the process (the
actual skills involved in self-directed learn-
ing) and personality (the attitudes and
characteristics of self-directed leamers) ap-
proaches to self-directed learning en-

...futurists were warning us
that empowered, self-
directed learning would be
required for a future
marked by accelerated
change.

compassing the research of Knowles (1975)

and Tough (1971) with that of Gibbons

(1984), Oddi (1987) and Guglielmino (1977).

The study attempted to investigate stu-

dents in different stages of progressin , or

about to be in, a rigorous self-directed

high school program. '
Gibbons and Phillips (1978) pro-

posed that students progress through different

stages of development when they enter a

self-directed program. Some of these transi-

2

tion stages were seen as being "crisis pro-
ducing" in nature where students sudden-

ly realized the intense personal responsibility
of a true self-directed program. Other
stages were viewed as turning points or "mo-
bilization stages” wherein students began

to deal effectively with the self-directed en-
vironment and develop self-directed

skills and attitudes.

This framework, combined with
Steele's (1988) concept of program phases ex-
tending from orientation through comple-
tion, helped to compose the stages used for
this study. Some general questions
emerged: Was there something special about
the students in the advanced stages of a
demanding seif-directed program? What was
the profile of the successful self-directed
leamer?

Specifically, then, the purpose of the
study was to determine the skills, attitudes
and characteéristics of students which
contribute to the completion of an open al-
ternative high school program. A sec-
ondary purpose was to investigate the re-
lationships among perceived
competence, personal orientation (intrinsic
versus extrinsic) and perceived readiness
for self-directed leaming. The investigation
produced profiles of students in different

- stages of progress in a high school program

designed to encourage and develop self-
direction for learning,

The following questions were studied:’

1. What are the demographic and back-
ground factors that influence levels of
program completion?

2. Do students with high levels of perceived
scholastic competence and global
self-worth have higher levels of program
completion? '

3. Do students with high levels of inuinsic

_ orientation have higher levels of pro-
gram completion? * . .

4. Do students with high levels of per-

" ceived readiness for self-directed leamning
have higher levels of program com-
pletion?

5. Are there significant relationships
among perceived competence, personal
orientation and perceived readiness |
for self-directed learning?

SAMPLE: :

The sample for this study included
149 students from five stages of development
in a public, open altemnative high school
(total population=240). The school clearly
stated that the development of self-
directed leaming was one of its cenral goals
(Steele, 1988).

Steele (1988) noted that students at the
high school must progress through txee
phases on their way to becoming self-directed

learners. Phase One was viewed as an other-
directed stage in which students were .
gradually introduced to experiential and seif-

. directed learning. Phase Two was de-

scribed as a teacher advisor-influenced stage
in which students formed support groups -
fromn among staff and peers. Students in this
phase also learned to develop in-
dividualized educational programs in con-
junction with their advisors.

Finally, in the third phase, students began
to plan and implement personally chal-
lenging projects called Passages. These pro-
jects were, in fact, opportunities for stu-
dents to demonstrate their abilities to use the
self-directed skills they had developed.

The school did not give grades. Therefore,

..the charge to educational
systems must include the
preparation. of students for
lifelong learning.

evaluation of performance was the re-
sponsibility of the leamer dnd his or her sup-
port group,

In their final year, students would have
completed six Passages ranging from a
career exploration to a logical inquiry using
the scientific method. Each student
would then write a narrative surnmary of his
or her growth in the personal, social and
intellectual domains as a transcript of the
open school experience. The Passage
curriculum was based on a rites-of-passage or
"Walkabout” developed by Gibbons in
1974. The intent of this process was to fa-
cilitate the transition from adolescence 1o
aduithood.

It should also be noted that all of the
self-directed skills outlined by Tough (1971)
and Knowles (1975) were required to
complete the rigorous open high school pro-

. It was assumed then that students
who had successfully completed the "Walk-
about” were, in fact, seif-directed from a
process or skills perspective. The next step
was to find out if these same students
would exhibit different attitudes and prefer-
ences than those students at the less de-
veloped.levels of the program.

The stages of development used for
this study were formulated from the three-
phase model (Steele, 1988) as well as
Gibbons and Phillips' (1978) framework for
the transitional stages in a self-directed
program. The stages of development in the
open high school used in this study were
as follows:

Stage 0- Students who had made a choice
to attend the high school in the fol-
lowing school year. These stu-



dents came from conventional
schools as well as the feeder
open junior high school.

tage 1- Students who had completed the
orientation phase of the open school
program but had not completed
a Passage. -

tage 2- Students who had completed
only one Passage.

tage 3- Students who had completed

" two or more Passages but did not in-

tend to graduate that school

. year.
tage 4- Students who had completed or
’ were about to complete the six Pas-
sages and Transcripts and in-
tended to graduate that school year.

AETHODS

Data were collected from a dem-
rgraphic and background information sheet,
he Self-Perception Profile for Ad-
lescents (Harter, 1988), a Scale of Intrinsic
Yersus Extrinsic Otientation in the Class-
oom (Harter, 1980), and the Self-Directed
,;.fx’ming Readiness Scale (Guglielmino,
977).

Self-directed variables investigated
ncluded: preferences for challenging leaming
iituations, independent mastery of leamn-
ng materials and the utilization of one's inter-
:sts and curiosities as motivation to
ean, Independent judgment about what to
1o in order 10 learn and internal criteria
for success or failure were also examined.
Additionally, perceptions of scholastic
:ompetence and global self-worth were as-
jessed in light of their relationship with
self-directed learning in the literature, Final-
ly, an overall measure of perceived readi-
aess for self-directed leaming was analyzed
with an emphasis on responsibility for
one's own learning and a general view of
learning itseif as a joyous, lifelong pur-
suit.,

Data were analyzed by means of one-
way analysis of variance followed by multipie
comparisons in order to detect the differ-
ences in profiles across the stages. The re-
lationships among the study variables
were investigated using Pearson Product Mo-
ment correlational analysis.

RESULTS

The results of the study indicated some
consistent patterns of comparisons
among the five stages of development. Stu-
dents in the two upper stages (stages 3
and 4) displayed significantly more positive
self-directed characteristics and attitudes
than tfiose students in the first three groups.
For example, students who had com-
pleted two or more Passages felt significantly
more positive about their scholastic com-
petence than those students in the lower stag-
es (see Figure 1).

Comparisons of the means for the global
self-worth, motivational self-valuation

/T

7

directed high school pro-
gram and are highly re-
lated to a more intrinsic mo-
tivadonal orientation.

3. Intrinsic motivational com-
ponents that contribute

Sompie Mewn: 294 '
—

2.5-%-

to the completion of a self-
directed program in- :
clude: a preference for chal-
lenging leaming sitza-
tions, independent mastery

o Stage | et 1
Voo R ot L v e

Figure 1. Perceived Scholastic Competence by Stages of

Completion

Sap 3
om: 333

of learning projects and
areliance on one’s curiosity
and interests for motiva-
tion.

4. Positive perceptions of

4
Mer 1

Note: Although subscales scores from the Self-P

means below 2.5, Range = { to 4. .

and self-directed readiness variables followed
very similar patterns. The most dramatic
differences among the stages appeared in the

-areas of preference for challenging leamn-

ing and self-directed learning readiness (see
Figures 2 and 3).

The investigation of background variables
revealed that females from this sample
appeared to be more intrinsically motivated
and self-directed than males. Also, stu-
dents with previous open school experience.
(for example, students who came to the
high school from open junior high schools
versus those from conventional settings)
tended to be more intrinsic, better at self-
evaluation and more positive about their
scholastic cornpetence than their conventional
school counterparts. Even more emphat-
ically, these open school students felt more:
self-directed.

Results of the correlational analysis of the
study variables indicated that all of the
coefficients, with the exception of global self-
worth with preferences for independent.
mastery, were significantly different from
zero at the p< 001 (see table 1). The re-
lationships among perceived scholastic com-
petence, preference for chal-
lenge and self-directed leamning
readiness were particularly

4 ———a
robust,

ption Profile for Adod
(Harter, 1988) may fall below 2.5, nane of the results from this sudy resulted in

Preference for Challenge

one’s global self-worth and a
sense of internal control
over outcomes also contrib-
ute to the completion of
an open high school program.
5. Positive perceptions of one's readiness
for self-directed learning contribute to the
completion of an open altemative
high school program,
6. Educational settings that encourage
the development of self-directed leaming
are characterized by strong support
systems, student and teacher empow-
erment, individualized learmning plans
and an emphasis on a variety of domains.
7. Females who choose to enter or are
enrolled in an open high school perceive
themselves to be more intrinsically
motivated than males from this sample.
Also, students who have entered the
open high school program from open ed-
ucational settings perceive them-
selves as more self-directed than those
students from conventional schools.

DISCUSSION

The focus on self-directed learningasa .
key ingredient in educational reform led
to the investigation of related self-directed
skills, attitudes and characteristics of stu-
dents in an open altemative high school. It

g
CONCLUSIONS £ , / “e
The study concluded that: “Fosrmmror Z
1. The development of self- N ./0/.
directed skills, attitudes g .
and characteristics in an open  § o ] MmrAvsertiani

educational setting ap-
pears to be gradual in the car- 1

ly stages of the program. .
The critical point of develop-
ment occurs when stu-
dents have completed morz
than one seif-directed
project, .

2. Positive perceptions of .
scholastic competence con-
tribute to the completion of a self-

Suge Stnge

0 Stage t 1 Stage Seagud
Mud 257 Meand7)  Mem1i

Meonnz 359 Mo )28

Figure 2, Preference for Challenge by Stages of Completion

Nota: Although subscales Oriencation in
the Classroom (Harter, 1920) may fall below 2.0, nane of cae results from this soady rexulted
in mesns below 20, Reaga = Lto 4, .

acoves frovs A Scule of Intrinsic verwus Excrinsic

(continued on page 4)
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continued from page 3)

as assurmed that students who had success-
1lly progressed irv a rigorous self-
irecred

aif-directod learner would help to de-’
neate the particular kinds of attitudes and
haracteristics we necd to develop and

ncourage among students to effectively en- -

:age them in their own education.

The results of this study indicate that the
tighly competent self-directed learner is
me who has redefined scholastic competence
n seif-directed terms. The pursuit of
yrades and just "playing the game"” are no
onger inportant. The idea that being
;mart i3 being responsible for one’s own
learning appears to be a key factor in the
redefinition process.

Self-directed leamers also need 10
have developed their own kind of self-
directed confidence through the success-
ful completion of demanding personal pro-
jects. As they build this sense of ef-
fectiveness and competence they begin to
desire meeting challenging fearning sit-
uations head-on, They want to be tested and
pushed to their limits. They also learn
how 10 use their natural curiosities and inter-
ests as powerful motivators. Finally,
they leamn to master subjects interdependently
while recognizing the inherent personal,
soclzfial and intellectual aspects of leamning it-
self.

Moreover, the competent self-directed
learner has the confidence to use in-
dependent judgment and internal criteria to
evaluate his or her progress. This ap-
pears to be a very sophisticated self-directed
skill that requires much practice and
guidance. Support systems are critical for
supplying feedback and confirmation.

The tests of seif-direction, therefore, appear
in the form of personal demonstrations of
competence wherein one compares oneself,
not to others, but to one’s own standards

10 -

Samole Mean: 323,64

/O

program were, indeed, competent. - . .,
sH-directed learners. It was hoped that e
1e development of a profile of the successful

. ™ —

Table 1
Pearson Product Moment Correlation Coefficlents for the Five Orientation Factors, Per-
 ceptions of Scholastic Competence, Global Seif-Worth, amd Seif-Directed Learning Readlness
Independent| Percelved | Percetred- Cusiosity Intermal | Independent |SDLRS
| Mastery Global Schetatie | for Learn. Criteris '] Judgment
40, ] Selfe | Competence] ing K : ' .

: } Proference for ) . : R
Challenge L7 ) badd STees F -L76%0 684" 2970 Breee
Independent . . e . .
Mastery 4T 5480 Sgewe K1 hahd A7t S56eee }
Independent ' .
Judgm.n‘ J".'. . .Jll.l .39..' -28". .54...
Internal ' ' . '
Critu’ia _62.0. .54010 _34'.- ) .64"'
Curlosity for B
Lcarnlng _61.‘- 3402- '79.--
Perceived
Scholastic
Competence A3eer 69"
Perceived
Global
Self-worth i 370

SDLRS=Self-Di dl ing Readity
|+ p<.00L. :
tp<03 .,

of excellence. The non-graded, project-

oriented curriculum tends to guide and

strengthen this concept of seif-evaluation.

Another attitude that seems to de-

velop, related to successful self-directed

learning, is a sense of global self-worth -

ot. what consttutes a global judgment of

one's worth as a person. The competent

self-directed learners in this study felt sig-

nificantly more positive about their

worth than those students in the less de-

veloped stages. This confirms that the

relationship berween self-actualization (which

implies a positive view of one’s worth)

and self-direction proposed by Maslow(1954)

and Rogers(1977) can be logically in-

ferred. In fact, global self-worth can be

viewed as an end-product of the develop-

ment of the self-directed learner - a view of
oneself as a competent,
worthwhile person.

-® Another outcome of

this development can be seen in

the concept of a readiness

for self-directed learning. Suc-

cessful self-directed learn-

ers who have effectively dealt

.
.

0 ~
@ - P -

with challenging leaming -
situations feet differently than
their less developed coun-

110

Stage O
Mearc 216.30

Figure 3. Seif-Directed Learning Readiness by Stages of

Completion
MNose: Although subscalet scores from the Self-Dirocted Leaming

(Guglielmino, 1977) may fall betow 210, nane of the results from ihia suudy rosuited in mesne

bedow 210, Raags = 100 to 300,

Stage | Suge 2 Stags ) Stged
Menc 215.08  Men: ZITA7 Mo 24137 Mea: 219348

terparts about learning itself:
The highly developed self-
directed leamner recognizes the
natural joy in learning and
views it as a lifelong pursuit..
Graduation does not signal | . .
the end of learning as it might .
1o the other-directed learner

who has mastered nothing more than the art
of "getting through” school. -

The resuits of this study indicate that
these self-competence, motivational and
attitudinal variables are positively related and
therefore form an excellent composite of
the self-directed learner. What educational
programs can do to promote and encour-

" age these characteristics is evident from the

literature on environments conducive to

the development of self-directed leaming.
Educational settings characterized by

strong support systems (advising), ownership
and empowerment of the learner re-

garding learning itself and a focus on a per-
sonalized, non-graded curriculum tend to
produce self-directed leamners.

But do we really want self-directed
learners? Sure we do! If we concentrate on
the supposed outcomes of our educa-
tional system do we not want students who
love to learn new things, who actually
prefer to be challenged and who honesuly be-
lieve that they will never stop learning?

Do we need people who feel responsible for
and have ownership of their own leam-

ing? Certainly! The quality of life depends -
on it.

Ask the citizens of certain eastern Eu-
ropean countries if they feel that self-
direction is required in a rapidly changing
world of tumbling hierarchies. Obvi-
ously, their self-determination has led them
from an other-directed to an inner-
directed existence. The ability to take control
of one's awn life is no less important to
the high school graduate who faces a world

. (continued on page 8)



(continued from page 7)

students and to do special projects (of which
there is now about a score). :

We established an Administrative Team
with representatives from each team that
meets weekly to work on school issues. We
re-made our Steering Commiitee com-
posed of five parents elected by parents, five
staff elected by staff, our Parent Co-
ordinator and me. We develop policy for the
school. We have established various
other committees to help do the work.of the
“school and to have parents and staff in-
volved together in doing this: Funding, Hir-
ing, Curriculum, and Building and
Grounds.

Democratic Community

To have a public school become a dem-
ocratic:community is difficult. We have
a very diverse group in terms of race and so-
cial class; most parents work and have
their separate home lives; over the years, staff
also have developed their own families
and home lives. We are living in a time of
great selfishness (especially concerning
the middle class) which makes working to-
gether difficult since demands are now
s0 strident. .

.So, this is where I am now: living
daily in one small school, trying to make this

And this is what building a
democratic community is

all about: it's about a daily,
on-going, ever-evolving
process of people working to-
gether.

place a great experience for the students and
the staff. We try to keep changing and
growing, avoiding the routinization of our
jobs, our curricula and our structures.
‘We constantly develop new curricula, pro-
grams and structures to meet the chang-
ing needs of our students, staff and society.
We try to do this within our original
vision. How can we keep that vision alive for
the "old" staff and make it live for new
staff, parents and children? Dealing with this
question is also part of our daily struggle.
And this is what building a denocratic
community-is atl about: -it's about a dai-
ly, on-going, ever-evolving process of people
working together. It's about having those
who live and work here do the daily building
together in an organized, comprehensive,
democratic way; it's about a group of quite di-

verse people who have dedicated their lives to
staying together and learning how to live

well together in their work: it is about build-
ing community. : '

A Modet .

A final note: it is amazing to see that
“whole language", "cooperative leams-
ing", heterogenous grouping, "resaructuring”
and all that goes with these ideas have '
become the dominant ideas in education in
the nineties. These are the ideas that
have fired me for 25 years now.

But these ideas have mutated and .
have acquired a bland professionalism and
discreteness that bothers me. For ex-
ample, site-based management is a far cry
from community control. Also, Iseea
school as holistic - not as discrete pieces that
can or cannot be developed. I see
schools or staffs that say that they are em-
powering teachers while others are creat-
ing cooperative learning groups. Few are
looking at all of these picces as necessary

" in creating a good school. Each "piece” - for

_example, leamning in heterogeneous
groups, students being actively involved in
their leaming through concrete materials
and projects, parents and staff sharing de-
cision making, etc. - is an organic part of
a whole. .

Missing Ingredient
(continued from page 4)

that requires more than a perfunctory under-
standing of algebraic formulas or the rote
memorization of historical dates.

"So we have examined the heretofore
missing ingredient in the, stew of educational
reform. We need to use it deliberately
and consistently if we want real change to
take place. Obviously, the old conven-
tional recipes are lacking. Today's taste is for
self-direction and self-determination.

What we really need is a heavy dose of the
characteristics and attitudes of competent

self-directed learners as outlined in this study.

In fact, the future requires it!
Fredric Posner, Ph.D. completéd his doc-
toral work in education at the University of Denver in

1989. He has been a teacher at Jefferson Counsy
Open School for the past seven years.
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Name : Sex « Birthdate .
Date of Testing Location of Testing

ITEMS:

1. I'm looking forward to learning as long as

’m living.
2. lknow what { want to learn. 1 2 3 4 5
3. When | see something that | don't under- ,
© stand, | stay away from it. 1 2 3 4 5
4, I there is something | want to learn, | can

figure out a way to learn it. 1 2 3 4 5
5. love to learn. 1 2 3 4 5
8. It takes me a while to get started on new

projects. s 1 2 3 4 5
2. Ina classroom, | expect the teacher to tell

all class members exactly what todo at all

times. ' 1 2 3 4 5
8. 1believe that thinking about who you are,

where you are, and where you are going

should be a major part of every person’s

education, Ry 1 2 3 4 5
8. [don't work very well on my own, 1 2 3 4 5

SDLRS-A

QUESTIONNAIRE

INSTRUCTIONS: This is a questionnaire designed to gather data on learning preferences and
Attitudes towards learning. After reading each item, please indicate the degree to which you feel that
statement is true of you. Please read each choice carefully and circle the number of the response
which best expresses your feeling, Voo . :

There is no time limit for the quastionnaire. Try not to spend too much time on any one item,
however. Your first reaction to the question will usually be the most accurate.

RESPONSES




10.

11,

It | discover a need for information that

. 1 don‘t have, | know where to go to get it.

1 can fearn things on my own better than

most people.

12,

Even if | have a great idea, | can‘t seem to

*.. _ develop a plan for making it work.

. 13,

In 3 learning experience, | prefer to-take

- part in deciding what will be learned and

14.
'18.

16.

17.

18.

19

20.
21.

23.
24,

how.

Difficult study doesn’t bother me if I'm -

intérested in something.

No one but me Is truly responsible for what
{ learn.

{ can tell whether I'm lesrning something
well or not.

There are so many things | want to learn
that | wish that there were more hours in
a day.

if there is somathing | have decided to
learn, | can find time for it, no matter how
busy | am.

Understanding what | read is a problem
for me.

If | don't learn, it’s not my fault.

1 know when i néed to learn more about
something.

If 1 can understand something well enough
to get a good grade on a test, it doesn’t
bother me if | still have questions about it.
I think libraries are boring places.

The people | admire most are always
learning new things.

«




25.
26,
27,

28.

29.

30.
31.
32.

33.

35.

36.

37.
38.

39,

40.

§ can think of many different wavs to learn
about a new topic.

Itryto relstewhatlam learning tomylong-

‘term goals.

lam capable of learning for myself aimost
anything | might need to know.

1 really enjoy tracking down the answer to

a question,

I don't like dealing with questions where
‘there is not one right answer.

t have a lot of curiosity about things.
I'll be glad when I'm finished learning.

I'm not as interested in learning as some
other paople seem to be.

! don't have any problem with basic study
skills.

| like to try new things, even if I'm not sure
how they will turn out.

| don't like it when people who really know
what they’re doing point out mistakes that
| am making.

I'm good at thinking of unusual ways to
do things.

l like to think about the future,

I'm better than most people are at trying to
find out the things | need to know.

| think of probléms as challenges, not
stopsigns.

| can make myself do what | think | should.




41,
42,

43.
44,
45.

46.

47.

49.

-B1.

62.

63.
54.
55.

56.

67.

68.

I'm happy with the way | investiqate
problems.

| become a leader in group learning

" . sltuations,

| enjoy discussing ideas.
Idon‘t like challenging learning slthations.

T have a strong desire to learn new tﬁinﬁs.

The more | learn, the more exciting the

world becomes.

i.'eaming is fun,

. it's better to stick with the learning

methods that we know will work instead of
always trying new ones,

| want to learn more so that | can keep
growing as a person.

| am responsible for my learning — no on
else is. ‘

Learning how to learn is important to me.

i will never be too old to learn new things.

Constant learning is a bore.
Learning is a tool for life.

| learn several new things on my own each
year.

Learning doesn’t make any difference in

. my life,

1 am an effective learner in the classroom
and on my own.

Learners are leaders,
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di
Administration

The SDLRS (Form A) is self-paced and designed primarily
for use with adults. The scale can be administered
individually or in small or large groups. It is administered
on an untimed basis. Allow the respondents as much time as
they need to complete the scale. Administration usually
requires about 40 minutes. In order to avoid possible
response bias, the raesearcher did not inform respondents of
the name or the exact purpose of the scale. The researcher
read the instruction prior to adhinistration. Iten responses
are recorded on a separate answer sheet which could be scored
by computer.

Scoring System

The researcher calculated the naw scores for each
individual's item values in each response category. Stxronger
preferences were indicated by higher numeric scores. The
strongest preference was represented by the highest numeric
scora, namely 5. The weakest preference was represented by
the lowest numeric score, namely 1. The scoring system
followed the following three steps.

A. Items numbexr 3, 6, 7, 9, 12, 19, 20, 22, 23, 29, 131, 32,

35, 44, 48, 53, and S6 will be Scored in raverse: 1 = s,

. 2=4, 323, 4=2, and 5 = 1.
B. The remaining items will be scored positively: 1 = 1, 2 =
2,3'3,4'4,&!‘1‘.’15'5.

C. Added the total from A and B to obtain the SDLRQ score
(Guglielmino, 1978).



Interpretation
The average score for adults completing the scale is 214

with the standard daviatiori. 25.59 in the USA sample. The
SDLRS measures individual's readiness for self-directaed
learning. Research has suggested that individuals who have
developed high self~directed learning skills tend to perform
better in jobs requiring:

1. A high degree of problem solving ability,

2. A high degree of creativity, and

3. A high degree of changae.

Guglielmino interpraeted individual's SDLRS score as the
" following five levels.

SDLRS scores Readiness level
58-176 Tow

177-201 Balow average

202-226 Average

237-251 Above average

252-290 High

Guglielmino maintained that persons with high SDLRS
Scores usually prefer to determine their learning needs and
Plan and implement their own learning. This does not mean

that he w°111 never choose to be in a structured learning

situation. Thay may well choose traditional courses

-part of learning plan.

as a

Persons with average SDIRS BCOres are

more likely to be successful in more independent situation,

but are not fully comfortable with handling the entire

process of id'ent:ifying their learning needs and blanning and

implementing the learning. Persons with below average SDLRS

scores usually prefer very structured learning options such

as lecture and traditional classroom saettings (Guglielmino,
:1989) . '



About the Cover

To learn is to change. S-O-R, the crux of Dr.
Knowles’ theory, is a formula that explains how that
change occurs in adult learning situations. S stands
for stimulus to a response, O for the one stimulated

and the one responding, and R stands for the
response.

For a detailed explanation of the S-O-R formula,
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An Andragogical Theory of Adult Learning

For more than four decades I have been trying to formulate a theory
of adult learning that takes into account what we know from experi-
ence and research about the unique characteristics of adult learners.
Originally (in Informal Adult Education, 1950), 1 organized my ideas
around the notion that adults learn best in informal, comfortable, flex-
ible, nonthreatening settings. Then, in the mid-1960’s I was exposed
to the term andragogy by a Yugoslavian adult educator who was at-
tending a summer session workshop at Boston University, and it
seemed to me to be a more adequate organizing concept—for it meant,
as T understood it then, the art and science of helping adults learn.

When I first started constructing an andragogical model of educa-
tion I saw it as the antithesis of the pedagogical model. In fact, the
subtitle of the 1970 edition of The Modern Practice of Adult Educatf'on
was “Andragogy Versus Pedagogy.” So, I need to explore the meaning
of pedagogy a bit before elaborating on the meaning of andragogy.

First There Was Pedagogy

“Pedagogy” is derived from the Greek words paid, meaning
“child” (the same stem from which “pediatrics” comes) and agogus,
meaning “leader of.” Thus, pedagogy literally means the art and sci-
ence of teaching children. The pedagogical model of education is a set
of beliefs—indeed, as viewed by many traditional teachers, an ideol-
ogy—based on assumptions about teaching and learning that evolved
between the seventh and twelfth centuries in the monastic and cathe-
dral schools of Europe out of their experience in teaching basic skills
to young boys. As secular schools started being organized in later cen-
turies, and public schools in the nineteenth century, this was the only
model in existence. And so our entire educational enterprise, includ-
ing higher education, was frozen into the pedagogical model. When
adult education began being organized systematically in this country
after World War I, it was the only model teachers of adults had to go
on. As a result, adults have by and large been taught as if they were
children until fairly recently. .

The pedagogical model assigns to the teacher full responsibthy for
making all decisions about what will be learned, how it will be
learned, when it will be learned, and if it has been learned. It is
teacher-directed education, leaving to the learner only the submissive
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role of following a teacher’s instructions. It is thus based on these as-
sumptions about learners:

1. The need to know. Learners only need to know that they must
learn what the teacher teaches if they want to pass and get pro-
moted; they do not need to know how what they learn will ap-~
ply to their lives.

2. The learners self-concept. The teacher’s concept of the learner
is that of a dependent personality; therefore, the learner’s self-
concept eventually becomes that of a dependent personality.

Let me elaborate on this point a bit. I speculate, with growing sup-
port from research [see Bruner, 1961; Erikson, 1950, 1959, 1964;
Getzels and Jackson, 1962; Bower and Hollister, 1967; Cross, 1981;
Iscoe and Stevenson, 1960; Robinson, 1988; Smith, 1982; Stevenson-
Long, 1979; White, 1959] that as individuals mature, their need and
capacity to be self-directing, to utilize their experience in learning, to
identify their own readinesses to learn, and to organize their learning
around life problems, increases steadily from infancy to pre-adoles-
cence, and then increases rapidly during adolescence.

In Figure 3-2 this rate of natural maturation is represented as a
decrease in dependency, as represented by the solid line. Thus,
pedagogical assumptions are realistic—and pedagogy is practiced
appropriately—because of the high degree of dependency during the
first year, but they become decreasingly appropriate in the second,
third, fourth, and so on, years—as represented by the area with the
vertical lines. But it is my observation that the American culture
(home, school, religious institutions, youth agencies, governmental
systems) assumes—and therefore permits—a growth rate that is
much slower, as represented by the broken line. Accordingly,
pedagogy is practiced increasingly inappropriately as represented
by the shaded area between the solid and broken lines. The problem
is that the culture does not nurture the development of the abilities
required for self-direction, while the need to be increasingly self-
directing continues to develop organically. The result is a growing
gap between the need and the ability to be self-directing, and this
produces tension, resistance, resentment, and often rebellion in the
individual.

N
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Figure 3-2. The natural maturation toward self-direction as compared with the
culturally-permitted rate of growth of self-direction.

3. The role of experience. The learner’s expericnce is of little
worth as a resource for learning; the experience that counts is
that of the teacher, the textbook writer, and the audio-visual
aids producer. Therefore, transmittal techniques—lectures, as-
signed readings, etc., are the backbone of pedagogical method-
ology.

4, Refginess to learn. Learners become ready to learn what the
teacher tells them they must learn if they want to pass and get
promoted. :

5. Orientation to learning. Learners have a subject-centered ori-
entation to learning; they sce learning as acquiring subject-
matter content. Therefore, learning experiences are organized
according to the logic of the subject-matter content.

6. Motivation. Learners are motivated to learn by external .

motivators—grades, the teachers’ approval or disapproval, pa-
rental pressures.
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And Then Came Andragogy

Before describing the andragogical assumptions about learners and
learning, it is helpful to look at what we mean by “adult.” As I see it,
there are four definitions of “adult.” First, the biological definition:
we become adult biologically when we reach the age at which we can
reproduce—which at our latitude is in early adolescence. Second, the
legal definition: we become adult legally when we reach the age at
which the law says we can vote, get a driver’s license, marry without
consent, and the like. Third, the social definition: we become adult
socially when we start performing adult roles, such as the role of full-
time worker, spouse, parent, voting citizen, and the like. Finally, the
psychological definition: we become adult psychologically when we
arrive at a self-concept of being responsible for our own lives, of being
self-directing. From the viewpoint of learning, it is the psychological
definition that is most crucial. But it seems to me that the process of
gaining a self-concept of self-directedness starts early in life (I was
almost completely self-directing in learning to use my leisure time by
age five) and grows cumulatively as we become biologically mature,
start performing adult-like roles (I was a magazine salesman and pa-
per-route entrepreneur in high school), and take increasing responsi-
bility for making our own decisions. So we become adult by degree as
we move through childhood and adolescence, and the rate of increase
by degree is probably accelerated if we live in homes, study in
schools, and participate in youth organizations that foster our taking
increasing responsibilities. But most of us probably do not have full-
fledged self-concepts of self-directedness until we leave school or col-
lege, get a full-time job, marry, and start a family.
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TEACHING ADULTS AND NON-TRADITIONAL STUDENTS
IN VOCATIONAL EDUCATIONAL PROGRAMS
Dr. Mary K. Cooper; Dr. John A. Henschke; Dr. E. Paulette Isaac

Adult Vocational Education
Conceptual Framework

ANDRAGOGY: The Art and Science of Helping Adults Learn

Assumptions:

Concept of the learner — As adults, we have a deep psychological need to be self-directing—to
be perceived by others and treated by others as able to take responsibility for ourselves. When we find
ourselves in situations where we feel others imposing their wills on us without our participation in
making decisions that affect us, we feel resentment and resistance. Educators of adult learners need to
know and use the strategies that have been developed for helping adults to make a quick transition from
seeing themselves as being dependent learners to becoming self-directed learners.

Role of the learner’s experience — Adults enter into an educational activity with a greater
volume and a different quality of experience than youths. The greater volume is obvious—the longer we
live, the more experience we accumulate. The difference in quality of experience arises from the different
roles adults and young people perform.

This difference in experience affects the planning and conducting of an educational activity. It
means that adults are themselves the richest learning resource for one another for many kinds of learning.
Hence, the greater emphasis in adult education is on such techniques as group discussion, simulation
exercises, laboratory experiences, field experiences, problem-solving projects, and interactive media.

The differences in experience also assume greater heterogeneity in groups of adults. The range of
experience in a group of adults of various ages will be greater than with a group of same-aged youths.
Consequently, adult education emphasizes individualized learning plans, such as learning contracts.

Readiness to learn — Adults become ready to learn when they experience a need to know or be
able to do something to perform more effectively in some aspect of their lives. Among the chief sources
of readiness are the developmental tasks associated with moving from one stage of development to
another. Any change—marriage, the birth of children, the loss of a job, divorce, the death of a friend or
relative, or a change of residence—can trigger a readiness to learn. But we don’t need to wait for
readiness to develop naturally. We can induce readiness by exposing learners to more effective role
models, engaging them in career planning, and providing them with diagnostic experiences to assess the
gaps between where they are now and where they want and need to be in terms of their personal
competencies.

Orientation to learning — Because adults are motivated to learn after they experience a need,
they enter an educational activity with a life-, task-, or problem-centered orientation to learning. The
chief implication of this assumption is the importance of organizing learning experiences (i.e., the
curriculum) around life situations, rather than according to subject-maiter units. For example, instead of
calling courses Composition I, II, III, they might be labeled as Writing Better Business Letters, Writing
for Pleasure and Profit, and Improving Your Professional Communications in an adult education program.
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Motivation to learn — Although the andragogical model acknowledges that adults will respond to
some external motivators—for example, a chance for promotion, a change of jobs, or a change in
technology-—it proposes that the more potent motivators are internal—such benefits as self-esteem,
recognition by peers, better quality of life, greater self-confidence, self-actualization, and so on. Adults
may not be motivated to learn what
we have to teach them. Consequently, educators of adults need to focus their efforts around how their
subject matter relates to the internal motivators of adult learners that we just mentioned.
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Why learn something — Adults have a need to know a reason that makes sense to them, as to
why they should learn some particular thing—why they need to learn the subject matter the teacher has to
teach them. Adults will expend considerable time and energy exploring what the benefits may be of their
learning something, and what the costs may be of their not learning it before they are willing to invest
time and energy in learning it. Therefore one of the first tasks of the educator of adults is to develop a
“need to know” in the learners—to make a case for the value in their life performance of their learning
what we have to offer. At the minimum, this case should be made through testimony from the experience
of the teacher [who needs to become increasingly a facilitator of learning] or a successful practitioner; at
the maximum, by providing real or simulated experiences through which the learners experience the
benefits of knowing and the costs of not knowing. It is seldom convincing for them to be told by
someone [like the professor] that it would be good for them.

There is a growing body of knowledge about how adults learn and a body of technology for
facilitating learning, and this is changing the role of teacher/professor and requiring that he or she know
things few professors/teachers know and probably none of his or her associates knows. In working with
adult learners in educational contexts the professor must know, believe in and be skillful with
andragogy—the art and science of helping adults learn—and how it differs from pedagogy—the art and
science of teaching youth...This is the mark of a professional.

Teaching Technologies

Preparing the learners for the program/course — A most common introduction to the
participants is sharing the purpose, objectives, meeting time and place, potential benefits, the participatory
nature of the learning design so the adult learners develop some realistic expectations about how they will
be involved, and things to think about such as what special needs, questions, topics, and problems they
hope will be dealt with.

The first question an andragog asks in constructing a process design, therefore, is “What
procedures should I use to help prepare the adult learners to become actively involved in
this course and to meet their expectations?”

Setting the climate — A climate conducive to learning is a prerequisite for effective learning.
Two aspects of climate are important: physical and psychological.

Physical climate — The typical classroom setup, with chairs in rows and a lectern in
front, is probably the one least conducive to learning that the fertile human brain could invent. It
announces to anyone entering the room that the name of the game here is one-way transmission—the
proper role for the students is to sit and listen to the professor. The effective educator of adults makes a
point of getting to the classroom well before the learners arrive. If it is set up like a traditional classroom,
consider moving the lectern to a corner and rearrange the chairs in one large circle or several small
circles. If tables are available, place five or six at a table. A bright and cheerful classroom is a must.
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Psychological climate — Important as physical climate is, psychological climate is even
more important. The following characteristics create a psychological climate conducive to

learning:

A climate of mutual respect. Adults are more open to learning when they feel
respected. If they feel that they are being talked down to, ignored, or regarded as
incapable, or that their experience is not being valued, then their energy is spent
dealing with these feelings at the expense of learning.

A climate of collaboration. Because of their earlier school experiences where
competition for grades and the professor’s / teacher’s favor was the norm, adults
tend to enter into any educational activity with rivalry toward fellow learners.
Because peers are often the richest resources for learning, this competitiveness
makes these resources inaccessible. There are climate-setting exercises that cam
be used to open courses which put the learners in to a sharing relationship from
the beginning for this reason.

A climate of mutual trust. People learn more from those they trust than from
those they aren’t sure they can trust. And here

educators of adults [ones who seek to help adults learn] put in

a position of teacher of adults, are at a disadvantage. Students in

schools learn at an early age to regard teachers [and professors] with suspicion
until teachers / professors prove themselves to be trustworthy. Why? For one
thing, they have power over students; they are authorized to give grades, to
determine who passes or fails, and they hand out punishments and rewards. For
another thing, the institutions in which they work present them as authority
figures. Professors will do well to present themselves as a human being rather
than as an authority figure, to trust the people they work with and to gain their
trust.

A climate of support. People learn better when they feel supported rather than
judged or threatened. Teachers of adult learners try to convey their desire to be
supportive by demonstrating their acceptance of them with an unqualified
positive regard, empathizing with their problems or worries, and defining their
role as that of helper. It will help for professors to organize the learners into
peer-support groups and coach them on how to support one another.

A climate of openness and authenticity. When people feel free to say what
they really think and feel, they are more willing to examine new ideas and risk
new behaviors than when they feel defensive. If professors demonstrate
openness and authenticity in their own behavior, this will be a model that the
adult learner will want to adopt.

A climate of pleasure / fun. Learning should be one of the most pleasant and
gratifying experiences in life; it is, after all, the way people can achieve their full
potential. Learning should be an adventure, spiced with the excitement of
discovery. It should be fun. Dullness is the unacceptable part of the adult
learners’ previous educational experience, and the professor will improve the
learning climate by making a lot of use of spontaneous [not canned] humor.

A climate of humanness. Learning is a very human activity. The more people
feel they are being treated as human beings, the more they are likely to learn.
This means providing for human comfort—good lighting and ventilation,
comfortable chairs, availability of refreshments, frequent breaks, and the like. It
also means providing a caring, accepting, respecting, and helping social
atmosphere.
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The second question an andragog asks in constructing a process design is “What
procedures should I use with this particular group to bring these climatic conditions into
being?”

Involving learners in mutual planning — The andragogical process model emphasizes learners
sharing the responsibility for planning learning activities with the facilitator. There is a basic law of
human nature at work here: People tend to feel committed to any decision in proportion to the extent to
which they have participated in making it. The reverse is even more true: People tend to feel
uncommitted to the extent they feel that the decision or activity is being imposed on them without their
having a chance to influence it.

The professor will increase learner commitment if they make clear they are coming in with a
process plan—a set of procedures for involving them in determining the content of their study. Learners
need the security of knowing that the professor has a plan, but even this process plan is open to their
influence. It may be well to use teams of participants, with each team having responsibility for planning
one unit of the course.

The third question the andragog answers in developing a process model,
therefore, is “What procedures will I use to involve the learners in planning?”

Diagnosing their own learning needs — At the very simplest level, learners can share in small
groups what they perceive their needs and interests to be regarding the acquisition of knowledge,
understanding, skill, attitude, value and interest in a given content area of the course. One member of
each group can volunteer to summarize the results of this discussion. This way, the learners will at least
enter into the learning experience with some awareness of what they would like to get out of it. A
learning need is not a need unless perceived so by the learner. It is possible to induce a deeper and more
specific level of awareness by having learners engage in some of the new body of technology being
developed for facilitating this process, with emphasis on such self-diagnostic procedures as in simulation
exercises, assessment techniques, competency-based rating scales, and videotape feedback.

So the fourth set of questions the andrgog asks in constructing a process design is “What
procedures will I use in helping the participants diagnose their own learning needs?”

Translating the learning needs into objectives — Having diagnosed their learning needs,
participants now face the task of translating them into learning objectives—positive statements of
directions of growth. Some kinds of learning [such as identifying criteria for various steps in
accomplishing a particular task] lend themselves to objectives stated as terminal behaviors that can be
observed and measured. Others [such as decision-making ability] are so complex that they are better
stated in terms of direction of improvement.

The fifth question the andragog asks is “What procedures can I use for
helping involve the adult learner in translating their learning needs into learning
objectives?”

Designing a pattern of learning experiences — Having formulated the learning objectives, the
professor and the adult learner then have the mutual task of designing a plan for achieving them. This
plan will include identifying the resources most relevant to each objective and the most effective
strategies for utilizing these resources. Such a plan is likely to include a mix of total group experiences
[including input by the professor], and subgroup [learning-teaching team] experiences, and individual
learning projects. A key criterion for assessing the excellence of such a design is, “how deeply are the
learners involved in the mutual process of designing a pattern of learning experiences?
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So the sixth question the andragog asks is “What procedures can I use for involving the
learners with me in designing a pattern of learning experiences?”

Helping adult learners manage and carry out their learning plans ~ Learning contracts are a
most effective way to help learners structure and conduct their learning. Students [adult learners] contract
with the professor to meet the requirements of the university courses in which they are enrolled.
[Incidentally, even though there may be a number of nonnegotiable requirements in university courses,
the means by which learners accomplish the required objectives can be highly individualized.] Students
going out on a field experience, such as a practicum or internship, will contract with the professor and the
field supervisor, Contracts may also be specify how the learner is going to continue to learn on their own.
Learning contracts are also used for continuing personal and professional development.

The seventh question that andragog asks is “What procedures can I use to make certain the
learners are full engaged and involved with me in managing and carrying out their learning
plan?”

Evaluating the extent to which the learners have achieved their objectives — In many
situations institutional policies require some sort of “objective” (quantitative) measure of learning
outcomes. However, the recent trend in evaluation research has been to place increasing emphasis on
“subjective” (qualitative) evaluation—finding out what is really happening inside the learners and how
differently they are performing in life. In any case, the andragogical model requires that the learners be
actively involved in the process of evaluating their learning outcomes.

The eighth question, therefore, that the androgog asks is “What procedures can [ use to
involve the learners responsibly in evaluating the accomplishment of their learning
objectives and meeting the course requirements?”

By answering these eight sets of questions, the professor [the facilitator of adult vocational learning]
emerges with a process design—a set of procedures for facilitating the acquisition of the course
content by the adult learner.
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‘Teaching ‘a'nd Learning in the FEighties:
The Paradigm Shifts

by Herman Niebuhr, Jr.

“‘Coherence’’ — a balanced way of life — is a species requirement,
Mr. Niebuhr argues. But the agencies that once provided it have been disintegrating.
It is time to reconceptualize the human learning system. '
Niebuhr identifies some promising strategies and ventures.

American education is in the throes
of what Thomas Kuhn has called
a “‘paradigm shift.”’! The old model of
education that served us for a century is
now inadequate, and a better model must
be built. Despite the uncertainties, an-
xieties, and turbulence of this **paradigm
shift,’’ the necessary adjustments are
modest and feasible, building on the pres-
ent infrastructure. .

Until modern times the primary agen-
cies of instruction were the family, the
local community, and the church or syna-
gogue. These institutions tended to have a
common agenda that dictated personal
and social roles and behavior and gave life

“erence. Since indoctrination was the

:ning mode, choices were limited. But .

with the advent of the school and univer-
sity, indoctrination began to give way 1o
intentional learning, laying the founda-
tion for criticism, understanding, inven-
tion, and new dimensions of freedom and
choice. The family, the community, and
the church remained as primary sources of

instruction on roles, attitudes, and values.

But domination of the human learning
system by these traditional institutions
was waning.

This was due in part to the rise of
new instructional agencies and sources of
knowledge: popular literature, newspa-
pers and magazines, popular theater,
movies and radio, and expanded travel
opportunities. Service professions aiso
proliferated, providing instruction that
duplicated or supplanted that provided
previously by traditional institutions.
With "the recent advent of television, the
peer group, and the workplace as active
instructional agencies, change within the
human learning system has accelerated.
Clearly, the power of traditional insti-
tutions to educate has been substantially
eroded.

If this kaleidoscopic view of the com-
olex and dynamic character of the human

arning system rings true, certain con-

Jsions are inevitable:

__® The long domination of the human
learning system by traditional institutions
has ended. No agency or cluster of agen-
cies dominates the system today. Indeed,

it is fragmented and in disarray.

o While many of the modern instruc-
tional agencies mimic the traditional in
their reliance on indoctrination, inten-
tional and self-directed learning is clearly
on the rise.

e With the decline of traditional insti-
tutions has come a ner loss of instruction
and learning, especially in the areas of
rolés and values. The significance of this
loss is neither fully understood nor widely
appreciated.

¢ The basis for personal coherence and
balance is diminished. When young peo-
ple in the Sixties began to talk about *‘get-
ting it together,’* they were referring to a
new human problem.

Walter Lippmann has written incisively
about the need for personal and social
coherence:

They [the American people] have
found, ! submit. that as they are eman-
cipated from established authority they
are not successfully equipped to deal
with the problems of American society
and of their private lives. They are left
with the feeling that there is a vacuum
within them, a vacuum where there were
the signs and guideposts of an ancestral
order, where there used to. be ec-
clesiastical and civil authority, where
there was certainty, custom, usage and
social stawus, and a fixed way of lifc.
One of the great phenomiena of the
human condition in the modern age is
the dissolution of the ancestral order,
the erosion of established authority;
and, having lost the light and the lead-
ing, the guidance and the support, the
discipline that the ancestral order pro-
vided, modern men are haunted by a
feeling of being lost and adrift, without
purpose and meaning in the conduct of
their lives.?

In my view, the need for coherence is a
species requirement. If the contemporary
human learning system does not provide
an adequate basis for the development of

. a coherent and balanced way of life for

millions of people, we are facing a
relatively unique situation in  human
history.

Viewed more positively, however, the

decline of traditional indoctrination
means greater freedom and choice. We
have always enjoyed considerable free-
dom and choice in the intellectual, po-
litical, and work-related aspects of living.
New freedom in almost all other aspects
of living is now a reality.

However, as Erich Fromm suggested
almost 40 years ago, freedom and choice
are burdens.} Unless the individual is
given the tools to exploit such opportuni-
ties, the burden may become onerous.
Historically, the school and college, the
teacher and professor, have provided the
tools, guidance, and support for in-
dividuals to make the most of their intel-
lectual and vocational choices. But no
mainstream institution as yet provides the
tools, guidance, and support that will help
the individual capitalize on newer dimen-
sions of choice or succeed at the com-
prehensive task of organizing a balanced
and coherent strategy of living.

The human learning system paradigm -

of the past century implicitly assumed that
the traditional agencies were still vital and
effective, providing the basis for personal
coherence through instruction in many
aspects of living. Hence there was no need

- for educators (or anyone else) to under-

stand, monitor, or seek to guide the
human learning system at the level of the
system. lanovation, creativity, and in-
vention all took place at the level of the in-
stitution, be it school, college, media, or
human service. However, this assumption
is no longer sound, leaving us with two
alternatives. If we do nothing, we face the
likelihood of further personal and social
fragmentation. If we accept the challenge
of strengthening the present model, we
can perhaps open a new range of human
and societal possibilities.

Two.Constructs, Three Tasks

Two constructs are necessary in order
to improve the human learning sys-
tem paradigm:

1. It is time to conceptualize, compre-
hend, and make the human learning sys-
tem an object of policy and program.
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“I pr?i’pose that self-directed development be used
to describe the individual’s learning tasks in achieving a
coherent and balanced strategy or theory of living.”’

2. It is also time to conceptualize,

comprehend, and specify in broader yet

. more explicit terms the individual’s role
and responsibility within the human learn-
ing system. | propose that self-directed de-
velopment be used to describe the indi-
vidual's learning tasks in achieving a co-
herent and balanced strategy or theory of
living.

The construct of the human learning
system is a useful reminder to all the in-
stitutions and professions in the system
that they are part of a larger societal proc-
ess. The construct of self-directed de-
velopment is a useful reminder to indi-

viduals of their personal responsibjlity in.

the process of constructing and living
their lives.

Three tasks flow from
structs:

® Educating the citizenry on self-
directed development. Most people under-
stand neither the human and social condi-
tions 1 have described nor the personal

".obligation to engaze in a wider range of
‘self-directed developmental tasks than
they presently do. With the decline of tra-
dition-based learnings, it is not surprising
that many of us feel that something is
missing in the society and in our lives,
None of the institutions now included in
the human learning system helps individ-

- uals learn the full array of tasks the social
condition requires. Hence a substantial
public awareness effort should be or-
ganized. It can begin almost anywhere —
with a teacher, a school, a college, a tele-
vision station, a book — and at any level:
community, state, or national.

* Adjusting institutional processes to
support self-directed development. Al
least three specific adjustments might oc-
cur in any of the institutions within the
human learning system. The first is to
continually reinforce the requirements of

" self-directed development, reminding the
individual of both the frame and the com-

“iponents of lifelong development. Second,

- linstitutions must adjust their curricula
jand related activities to support the self-
-directed quest. Subject matter can no
longer be presented in its own right; it
1must relate to the developmental process.
jMuch of this already goes on at the pre-
'school or elementary level; it is generally
Imissing, however, at the secondary or
}highcr education level. New roles must be
1

these con-

created for the new instructional sources,
and the traditional institutions must
undergo renewal as effective instructional
agencies. Third, institutions must provide
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a new kind of life guidance service; this
might be modeled on mentoring, which
has blossomed almost spontaneously. We
are witnessing a resurgence of caring for
the development of others without the
professional paraphernalia of the human
services. If we can sharpen and promote a
nonprofessional, informal, and contex-
tual guidance service between teacher and
student, supervisor and employee, friend
and friend, parent and child, we will be
well on the way to the new paradigm.

¢ Developing institutional coalitions to
synergize the process at the local level.
The shared agendas of traditional institu-
tions in the human learning system pro-
vided a social environment that fostered
personal definition and coherence. If we
are to move beyond the fragmentation
and disarray of the present human learn-
ing system, the modern institutions that
compose it must work together, develop
common agendas, and synergize their ef-
forts for the common objective of devel-
oping and supporting human beings. K-12
and higher educators could start by work-
ing together at the local level. But the con-
temporary human learning system also in-
cludes the media, especially television. All

other human development agencies, tradi- .

tional and modern, can and ought to take
part in such local coalitions. The focus on
school, college, and public television for
carly leadership is based on their power,
organization, and susceptibility to or-
ganized change strategies. Moreover, each
of these institutions is in deep trouble and
must find new and vital tasks to halt what
otherwise will be continuing and acceler-
ating decline.

How. to Begin

I homas Kuhn's description of para-
digm shift suggests that an old

theory is never replaced by criticism alone,
A better model must be proposed. My
present formulation and other statements
of new models in various stages of gesta-
tion (e.g., the Club of Rome report) pro-
vide a beginning.

A dissemination strategy and process is
the second requirement. This issue of the
Kappan is part of such a strategy. A
school principal or superintendent, a dean
of a college of education, a university
president, a public television station, or all
the above, working cooperatively, can im-
plement such a strategy at the local, re-
gional, state, or national level. The third

step is to organize prototype projects to
demonstrate the better paradigm. Several
of us in Pennsylvania are developing such
prototypes involving K-12 education,
higher education, and public television as
the initial cooperating institutions. The
most advanced is the Coalition for Life-
long Educational Opportunities (CLEO)
in metropolitan Philadelphia, a coopera-
tive venture of 48 colleges and universi-
ties. The first stage of CLEQ is operation-
al: the cooperative marketing of new de-
velopment-oriented services for adults,
The second stage, just beginning, is coali-
tion building with K-12 education, resi-
dential communities, business” and in-
dustry, and regional public telecommuni-
cations institutions.

The American people and their educa-
tional and human development institu-
tions are approaching a moment of dis-
continuity. But the simple notion that all
such institutions are part of a larger
system of human learning and develop-
ment points the way to strengthening the
learning/development process, renewing
institutional vitality along the way. All the
involved professions and institutions can
begin to fill the leadership void. However,
K-12 education, higher education, and
public television and related telecommuni-
cations agencies. have both a special op-
portunity and an obligation to take the in-
itiative in bringing about a strengthened
human learning system. Unless this chal-
lenge is met, educators can expect con-
tinuing decline and the probability that
competitive institutions' — largely busi-

ness corporations — will assume a domi- |

nant role in the education and develop-
ment of the citizenry by the year 2000.

I. Thomas S. Kuhn, The Structure of Scientific
Revolutions (Chicago: University of Chicago Press,
1970).

2. Walter Lippmann, “The University,'" New Re-
public, 28 May 1966, pp. 17-20.

3. Erich Fromm, Escape from Freedom (New York:
Rinehart and Company, 194)).

4, James Bowkin, Mahdi Eimandjra, and Mircea
Malitza, No Limits to Learning: Bridging the Human
Gap (London: Pergamon Press, 1979). 0O
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Fostering Self-Direction

Arthur W. Combs .

Schools which do not produce self-directed citizens have failed everyone
—the student, the profession, and the socicty they are designed to scrve.
The goals of modern cducation cannot be achieved without self-direction.
We have created a world in which there is no longer a common body of
information which everyone must have. The information explosion has
blasted for all time the notion that we can feed all students the same dict.
Instead, we have to adopt a cafeteria principle in which we help cach
student select what he most needs to fulfill his potentialitics. This calls
for student cooperation and acceptance of major responsibility for his
own learning.

As Earl Kelley has suggested, the goal of education in the modern
world must be the production of increasing uniquencss. This cannot be
achieved in autocratic atmospheres where all decisions are made by the
tenchers and administration while students are reduced to passive follow-
crs of the established patterns. Authoritarian schools are as out of date
in the world we live in as the horse and buggy. Such schools cannot hope
to achieve our purposes. Worse yet, their cxistence will almost certainly
defeat us. '

The world we live in demands sclf-starting, self-directing citizens
capable of independent action. The world is changing so fast we cannot
hope to teach cach person what he will need to know in twenty years.
Our oaly hope to meet the demands of the future is the production of
intelligent, independent people. Even our military establishment, histor-
ically the most authoritarian of all, has long since discovered that fact.
[ or twenty years the armed forces have been steadily increasing the de-

Reprinted from Educational Leadership, 1966, 23, 373-387, by permission of
the author and the publisher.
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gree of responsibility and initiative it expects of even its lowest echelous:

The modern war machine cannot be run by automatons. It must be run
by thinking men,

Much of the curriculum of our current schools is predicated on a con-
cept of learning conceived as the acquisition of right answers and many
of our practices mirror this belicf. Almost anyone can pick them out.
Here are a few which occur to me:

Preoccupation with right answers; insistence upon conformity; cookh-
book approaches to learning; overconcern for rules and regulations; pre-
occupation with materials and things instead of people; the solitary ap-
proach to learning; the delusion that mistakes are sinful; emphns‘is on
memory rather than learning; cmphasis on grades rather than understand-
ing and content details rather than principles.

Meanwhile, psychologists are telling us that learning is a personal
matter; individual and unique. It is not controlled by the teacher. It.can
only be accomplished with the cooperation and involvement of the stu-
dent in the process. Providing students with information is not enough.
People rarcly misbehave because they do not know any better. The of-
fectiveness of learning snust be measured in behavior change: whether
students behuve differently as a consequence of their learning eaperi-
ence. This requires active participation by the student. So learning itseli is
dependent upon the capacity for sclf-direction.

TOWARD SELF-DIRECTION

What is necded of us? How can we produce students who are more self-
directed? '

1. WE Neep To BeLiveE Tins Is IMPORTANT

If we do not think sclf-direction is important, this will not get donc.
People are too pressed these days to pay much attention to things that
are not important. Everyone does what seems to him to be crucial and
urpent. It seems self-evident that independence and sclf-direction ure
necessary for our kind of world. Why then has self-direction been given
such inadequate attention? {t is strange we should have to convince our-
selves of its importance.

Unfortunately, because a matter is self-evident is no guarantee that
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people will really put it into practice. 1t must somchow be brought i.nto
clear figure in the forefront of our striving if it is.u') affect bchuvml:.
Everyone knows it is important to vote, too, yct millions regularly fail
10 vote. To be cffective as an objective, cach of us must hold the goal
of self-direction clear in our thinking and high in our values whenever
we are engaged in planning or teaching of any kind.

This is often not easy to do because sclf-direction is onc of those goals
which everyone is supposed to be working for. As a rcsull: almost no one
regards it as urgent! For each person, his own special duties are so mlfch
cl;urcr, so much more pressing and his derclictions so much more glaring
if he fails to produce. ‘The goals we hold in common do not rcc'lound 50
immediately to our credit or discredit. They are therefore sct aside while
we devote our energies to the things that really matter to us.

To begin doing something about sclf-direction we must, thercfore, be-
vin by declaring its importance; not as a lofty sentiment, but as an ab.so-
lute essential. It must be given a_place of greater concern than subject
matter itself, for a very simple reason: It is far more important lh:lt.l sub-
ject matter. Without sclf-direction no content matters much. It is no'l,
cnough that it be published in the handbook as a “Goal o.f> Educaupn.

Each of us at every level must ask himself: Do 1 really think sclf-direc-
tion is important and what am 1 doing about it?

2. TrusT IN THE HUMAN ORGANISM

Many of us grew up in a tradition which conceived of man as basicz_xlly
evil and certain to revert to bestial ways if someone did not control him.
Madern psychologists tell us this view is no longer tcna.ble. lfr.om cvery-
thing we can observe in humans and animals the basic striving 91‘ lh_c
organisin is incxorably toward health both physical a.nd mental. It is this
growth principle on which doctors and psychotherapists dc.pcnd to l.nnk‘c
the person well again. If an organism is frec to do so—it can, will, it
must move in positive ways. The organism is not our cnemy. It wants
the same things we do, the achievement of adequacy. Yet alas, how few
believe this and how timid we are to trust our students with self-direction.

A recent best selling book, Summerhill, by A. S. Neill has fascinated
many educators. In it Neill describes the absolute trust he placed in the
children under his care. Many teachers are shocked by his unorthodox
proccdures and the extreme behavior of some of the c.:hih.!rcn. But
whether one approves of Neill's school or not, the thing which impressed
me most was this: Here was a man who dared to trust children far be-
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Arthur W. Combs

yond what most of us would be willing to risk. Yet, all the things we are
so afraid might happen if we did give them such freedom, never hup-
pened! For forty years the school continued to turn out happy, cilective
citizens as well as, or better than, its competitors. It is time we give up
fearing the human organism and learn to trust and use its built-in drives
toward sclf-fulfillment. After all, the organism has had to be pretty tough
to survive what we have done to it through the ages.

Responsibility and sclf-dircction are learned. They must be acquired
from experiences, from being given opportunities to be sclf-directing

and responsible. You cannot learn to be self-directing if no one permits

you to try. Human capacitics are strengthened by use but atrophy with
disuse. If young people are going to learn self-direction, then it must be
through being given many opportunities to exercise such scli-direction
throughout the years they are in school. Someonc has observed that our
schools are opcrated on a directly contrary principle. Children are al-
lowed more freedom of choice and self-direction in kindergarten (when
they arc presumably least able to handle it) and each year thercafter
are givcx_) less and less, until, by the time they reach collcge, they arc per-
mitted practically no choice at all! This overdraws the casc, to be sure,
but there is enough truth in the statement to make onc uncomfortable.
If we are to produce independent, sclf-starting people we must do a great
deal more to produce the kinds of experiences which will lead to these
ends.

3. THE EXPERIMENTAL ATTITUDE

If we are going to provide young people with increased opportunity for
self-direction, we must do it with our eycs open expecting them to make
mistakes. This is not casy, for the importance of “being right” is in our
blood. Education is built on right answers. Wrong ones are regarded as
failures to be avoided like the plaguc. Unfortunatcly, such attitudes stand
squarcly in the way of progress toward self-direction and independence.

People too fearful of mistakes cannot risk trying. Without trying, sclf-
dircction, creativity and independence cannot be discovered. To be so
afraid of mistakes that we kill the desire to try is a tragedy. Autonomy,
independence and creativity are the products of being willing to look and
cager to try. If we discourage these clements we do so at our peril. In
the world we live in, victory is reserved only for the courageous and in-
ventive. It is possible we may lose the game by making mistakes. We
will not even get in the game if we are afraid to try.
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Eaperimentation and innovation must be encouraged cverywherc in
our schools, in teachers as well as students. Each of us nceds to be en-
paged in a continuous process of trying something new. The kind of cx-
perimentation which will make the difference to education in the long
run is not that produced by the professional rescarcher with the aid of
viant computers but by the everyday changes in goals and processcs
brought about by the individual teacher in the classroom.

To achicve this, teachers need to be frecd of pressures and details by
the administration for the exercise of self-dircction and creativity. In
addition, cach of us must accept the challenge and sct about a systematic
wearch for the barriers we place in the path of self-dircction for oursclves,
our colleagues and our students. This should suggest all kinds of places
for experimentation where we can begin the encouragement of scif-di-
rection. One of the nice things about sclf-direction is that it docs not
have to be taught. 1t only needs to be encouraged and set {ree to operate.

3. Tug ProvisioN oF OPPORTUNITY

The basic principle is clear. To produce more sclf-dirccted people it is
necessary 1o give more opportunity to practice sclf-dircction. This means
sume of us must be willing to give up our traditional prerogatives 1o
mihe all the decisions. Education must be scen, not as providing right
answers, but as confrontation with problems; not imaginary play prob-
lems cither, but real ones in which decisions count.

Experiences calling for decision, independence and scli-direction must

be the daily dict of children, including such little decisions as what kinds
of headings and margins a paper should have and big oncs like the
courses to be taken next year. They must also include decisions about
goals, techniqgues, time, people, moncy, meals, rules, and subject matier.

If we are to achieve the objective of greater self-direction, I scc no
alternative to the fuller acceptance of students into partnership in the
ducative endeavor. Our modern goal for education, “the optimal de-
velopment of the individual,” cannot be achicved without this. Such an
aim requircs participation of the student and his wholchcarted coopera-
tion in the process. This is not likely to be accomplished unless students
have the feeling they matter and their decisions count. Few of us are
deeply committed to tasks imposcd upon us; and students arc not much
diticrent. Scl-direction is learned from cxperience. What better, more
memngful experience could be provided than participation in the de-
cisions about one’s own life and learning?
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‘The basic belicf of democracy is that when people are free they
find their own best ways. Though all of us profess our acceptance of this
credo, it is distressing how few of us dare to put it to work, Whatever
limits the capacity of our young people to accept both the challenge and
the responsibilitics of that belicf is destructive to all of us. It is time we
put this belief to work and to expression in the education of our young as
though we really meant it.
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OF ADULT EDUCATORS

Modeling the
Preparation of Adult
Educators

8y John A. Henschke

hen we say “adult educators,”
we oy ficlicate a broader
range of individuals than one

= wonld think upon first consid-
eration, If adult educators are people who “help aduits
learn,” then their ranks must include: (1) leaders in
voluntary assaciations; (2) executives, training offi-
cers, supervisors and foremen in corporations; (3)
teachers, administrators and group leaders in various
educational institutions; and (4) progeam directors,
writers and editors in educational areas of mass
media; as well as (5) professional adult educators who
have been prepared specifically for this vocation and
make it their permanent career,

Other than those in the last group, most of the
“adult educators” mentioned above have had little or
no formal instruction to prepare them to “help adults
learn.” Some may have attended a preparatory work-
shop designed to help them understand how to teach
adults. Others may have studied a book such as Robin-
son's Iniroduction to Helping Adulls Learn and
Change ot Renner’s Insiructor’s Survival Kit, or any
of a number of quick learn-as-you-go guides,

Available to all “adult educators” are graduate
courses and formal master's and doctoral programs in
adult education. There ase also programs of preservice

training for adult educators: training for part-time
instructional stalf. paraprofessional instructons of
adults el vohunteers: and continuing education in
the professions. There is training in organizations:
training of consultants; training in business and
industry; and teaining of human resources develop-
ment specialists, All of these approiches festure ong or
more persons who conduct preparatory activities with
emerging educators of aduls,

The Modeling Principle

Each of the above mentioned approaches to adult
education has 2 unigue validity. Yet I have observed, in
almost a quarter of a century of preparing adult edu-
cators to help adults learn, that the validity of teaching
ultimately derives from a single element: modeling.

Modeling, according to the dictionary, means pro-
viding an example worthy of imitation, a standard by
which g thing can be measured. For an educator, that
means exemplifying the lessons being taught. It
means walking what you talk, not “Do as [ say, not as
Ido.” '

If we look to ancient times, we may find Moses as a
model prophet and law giver, Confucius as a model
thinker, Abraham as 4 mode! of faith, Socrates as a
model questioner, Jesus Christ as a model of forgiving
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love, and Tullius Cicero as 2 mode of elo-
quent oratory. Their personal influence is
still pervasive in our time.

If we review the history of our nation, we
may find George Washington to be 2 model
of prudence, integrity and patriotism;
Thomas Jefferson to be a modet of learned-
ness; Teddy Roosevelt 1o be a modet of
courage, and Abraham Lincoln to be a
model of honesty and justice. And we can
see how their modeling of these virtues has
helped shape the world we live in—-as clear-
ly as we cin see their images carved into Mt.
Rushmore,

As adult educators, we are models, Stu-
dents learn more from our actions than our
words. They want to see if our actions match
our words. With this in mind, if we believe
that adults fearn in a certain way, then it
follows that we take it upon ourselves to
model the conduct and attitude that demon-
strate and support what we're trying to teach
them,

A guiding principle and statement in the
University of Missouri-St. Louis, School of
Education is: “If T am not modeling what |
am teaching, 1 am teaching something
else.” One could also say: “If [ am modeling
what [ am teaching, T am teaching what 1
am modeling,” This principle is much like
that of the Zaddik Rabbi, who says the per-
sonality of the teacher takes the place of the
teaching—she or he is the teaching, For us,
whose task is to help other adults learn, it
means risking being ourselves, trusting our
feelings and acting on them, thereby engag-
ing « like commitment from our students.

An Outline for Modeling

There are certain ingredients that go into
the making of a model. Understanding each
of these ingredients can help us in our prac-
tice of modeling in the preparation of adult
educators.

Andragogy. One ingredient is the theory
of andragogy—the art and science of help-
ing adults learn. Its primary principle s the
desire, potential and ability for self-directed-
ness on the part of the leamer. Other princi-
ples include: perceiving the learner’s

12 A Adult Learning

experience as a resource for learning, seeing
developmental tasks of social roles as cru-
cial in activating the need and readiness for
learning, learners need 2 situation-centered
or problem-centered orientation to learning,
understanding that motivation of adult
learners is internal rather than merely
external, and learners need a valid reason
why they need to learn something to appre-
ciate its importance.

As adult educators, we are models.
Students learn more from our

actions than our words. They want to
see if our actions match our words.

[ experienced these principles of andra-
gogy in my studies at Boston University with
Malcolm Knowles, who popularized the the-
ory in the United States and has now passed
the torch of leadership (modeling) in adult
education to our generation. I've heard peo-
ple say that Malcolm provided a set of
injunctions from which we will gain benefit
if we follow them, and that If 2 teacher has
some notion of what Knowles is talking
about, hoth learner and teacher will greatly
benefit in a learning situation.

1 have implemented these principles of
andragogy in my own teaching of adult
education and in working with master's and
doctoral students at University of Missouri-
St. Louis, Teaching the way I was taught has
worked well for me, as I have seen many
adult educators blossom and fourish in
their research and practice,

Eduard Lindeman said that andragogy is
the true method by which adults keep them-

-selves intelligent about the modern world,

and that its use would make a qualitative
difference in the life of our time, He further

€2

asserted the practical nature of andragogy:

theory becomes fact, and words become

responsible acts and accountable deeds.

Attitude. A second ingredient s attitude,
Someone said that if andragogy is used only
as a method for conducting leaming activi-
ties, it may become mechanical and lose its
dynamism. Andragogy is more than mere
method; it is an attitude of mind and heart,
and it becomes a transforming power and
positive influence in modeling the prepara-
tion of adult educators. An attitude of caring
for the learner as a valuable, unique person,
and of helping the leaner to accomplish his
or her educational goals, is essential for an
addult educator: it is like the warp and woof
of an exquisitely beautiful cloth weaving,

Gongruence. A third ingredient is con-
gruence, by nathematics, if two numbers
give the sime remgtinder when divided by
given value, they are said to be congruent.
tn adult education, if we apply our andra-
gogical principles consistently, we will
achieve congrnence with learners in the
form of & mutual agreentent of voluntary
conformity. For that to happen, we must
Iatve conggruence between theory and prac-
tice, even though we may think that's not
very scholarly. Congruence of theory and
practice need to be like two geometric fig-
ures exactly superimposed on one another,
or like an architectural plan for 4 building
and the actuai building,

Trust, A fourth ingredient is trust, To be
effective, an adult educator needs to have
trust in the ability and potential of learners
(emerging adult educators) to understand
the learning process and make the right
choices. Trust takes the form of:

*  Purposefully communicating to learn-
ers that they are each uniquely impor-
tant;

*  Believing learners know what their
goals, dreams and realities are like;

»  Expressing confidence that learners

- will develop the skills they need;

e Prizing the learners to learn what is

needed;

Feeling learners' need to be aware of

and communicate their thoughts and

feelings;



*  Enabling learners to evaluate their
own progress in learning;

¢ Hearing learners indicate what their
learning needs are;

¢ Engaging learners in clarifying their
own aspirations;

*  Developing a supportive relationship
with learners;

s Experiencing unconditional positive
regard for leamncrs; and

¢ Respecting the dignity and integrity of
learners,

The adult educator must initiate trust
with learners. If he or she effectively models
the principles of adult education, learners
have i golden opportunity to become great
adult educntors themselves, I trusted, the
Jearners may learn something, which other-
wise, they would have lewrned less well,
meore slowly, or notat all. A lack of trust
seriousty bampers the learning process,

The adult educator must
initiate trust with learners.

Building blocks

I like to encourage emerging adult edu-
cators to focus on five building blocks: (1)
beliefs and notions about adults us learners;
(2) perceptions concerning the qualities of
effective teachers/facilitators; (3) phases and
sequences of learning process (theory of
how learning takes place); (4) teaching tips
and Jearning technigues; and, (5) imple-
mentation of the prepared plan. Model-
ing—andragogy, altitude, congruence, and
trust——while using these huilding blocks,
helps to move the preparation of adult edu-
cators full circle from concept to veality.

Summary

You may wish to incorporate other ingre-
dients as part of modeling the preparation
of adult educators—based on your experi-
ence, someone else’s experience, or an inter-
esting theory you've heard, In any case, my
observations teli me that the aforemen-
tioned ingredients—andragogy, attitude,
congruence, and trust—are basic consider-
ations. | have found that it is possible to be
yourself and to be congruent in a university
setting without sucrificing academic quality
or rigor. [ have found this to be true in vary-
ing time-frames within non-academic set-
tings as well, meaning that all people who
“help adults learn”—not just professional
adult educators—can use the modeling
principle in the preparation of adult educa-
1o,

Lagree with an adult educator friend of
mine who sitid that if we model this thing
we are talking about, we are going to get it
right yel,
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Components (Acﬁ#lty Units) of Learning-Design Models

A learning-desion model is shaped by the arrangement of various types of activity
units—the building blocks of educational architecture—in a pattern prescribed by the
theme or process of the model. In keeping with the architectural analogy, this ap-
proach to the designing of learning is akin to the architectural doctrine that “form
follows function.” '

The following six types of activity units ave available to model designers:

1. General sessions. Meetings of all participants as a whole, with a variety of patterns of

platform presentation and audience participation as described under “Large Meetings”

in Chapter 8, :

2. Small groups of various sizes and for a variety of purposes, including: "
~Topicul discussion groups: groups organized for the purpose of reacting to,
testing the meaning of, or sharing ideas about informational inputs from reading
or speakers on given topics; '
~Laboratory groups: groups organized for the purpose of analyzing group behav-
* jor, experimenting with new behavior, and sharing feedback regarding the efs
fects of various behaviors; ’
~Special-interest groups: groups organized according to categories of interests of
participants for the purpose of sharing experiences and exploring common con-
cerns;

~Problem-solving groups: groups organized to develop solutions to procedural or
substantive problems of concern to the total assembly; :

~Planning_groups: groups organized to develop plans for activities within the
design or for back-home application;

- Instructional groups: groups organized to receive instruction through the ser-

vices of resource experts in specialized areas of knowledge, understanding, or
skill;

~Inquiry groups: groups organized to search out information and report their
findings to the total assembly; -

—Evoluation groups: groups organized for the purpose of developing proposals

for evaluating the results of the activity for the approval of the total assembly

and perhaps executing the approved plans;

—Skill practice groups: groups organized for the purpose of practicing specified
categories of skills; S

—Consultative groups: groups organized for the purpose of giving consultative
help to one another; .

~ ~Operational groups: groups organized for the purpose of carrying responsibil-
ities for the operation of the activity, such as room arrangements, refreshments,
materials preparation, equipment operation, etc.;

— Leamning-teaching teams: groups which take responsibility for learning all they
can about a content unit and sharing what they have learned with the total
assembly;, ‘ ‘

~Dyads: two-person groups organized to share experiences, coach each other,
plan strategies, or help each-other in any other way;

- Triads: three-person groups organized for mutually helpful purposes;

wBuzzs groups: randomly organized groups of three or four persons that meet ina
general assembly to pool problems, ideas, or reactions and report them through
a spokesman to the assembly. 4

3. Indicidual consultation, counseling, or directed study: in which the services of re-
source persons are made available to individual participants for personalized help,

4. Reading;: the scheduling of special times (between meetings) for reading handout
materials or a selection of references.

$, Recreation, worship, or meditation: periods of time set aside for socialization, reli-
gious activity, or creative solitude.

6. Preparatory activity: things the participants are invited to do before the learning
activity starts, such as reading, self-analysis, data collection, etc,

|
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Figure 13-2: Apprdpriate Teaching Techniques for Defined Objectives

, Knowledge/ )

Teaching Technlques - Awareness Understanding Skills/Behaviour  Values/Prioritles Attitudes

Assigned Reading X X

Brainstorming X

Buzz Groups X X X

Case Studies X X

Circle Responses . "X X’ _ : X X

Contracts . X

Demonstration/Practice o X X

Discussion X X X X
" | Experiments X X X

Field Trips X X

Field Projects X X X

Games/Simulations X X

Leaming Log X X X

Lecture X X X

Media X

Panel X X

Programed Instruction X X

Role Play X X X

Student Teaching: X X X X X

Values Clarification ‘ . ‘ X

Workshop - X X X ' X

Source: Renner, 1980a: McLagan, 1978a; Frowin, 1976a
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Participants Should Be Actively Involved

The instructor of adults is a facilitator in the learing
process and needs to create a learning environment that
~ encourages interaction between the participants and the
material to be learned. In order to do this, you should keep
the following aspects in mind: ,
{1) Actively involve participants in the learning by

{(a) discussing the course objectives and content with
the learners—make appropriate changes as re-
quired;

(b) including in each lesson an activity involving the
leamers;

(c) selecting teaching techniques that encourage
participation, such as question-and-answer dis-
cussion, role playing, practice, etc.

(2) Create a comfortable, informal environment by
(a) being on a first-name basis with parlicipants;
(b) arranging seating to enhance interaction (e.g., a
horseshoe arrangement);

(c) using materials, demonstrations, examples, etc.,
to which adults can identify and relate.

(3) Provide positive reinforcement. Adults like to know
they are doing well just as much as do children.
Continually take opportunities 1o positively reinforce
the participants as a group and individually.

(4) Allow participants to demonstrate and/or exhibit what
they have done. Use the learners as instructional

resources, capitalizing on their unique skllls and -

. experiences.

(1) Match the teaching technique to the learning outcome.

Example: A lecture may be a useful technique when
the learning outcome (objective) involves the
acquisition of new information. Your purpose, then, is
to convey information quickly and efficiently,
Facilitating a discussion, however, would be more
appropriate where you want to bring out the
participants’ expenences in-order to develop a novel
solution to a given problem.

(2) Match the teaching technique to the Iearning
capabilities/needs of the group.

Example: Videotaped material may present a new
concept more efiectively than a lecture and a hand-out
'because of the “visual” impact, whereby the learners
can actually see what is happening.

(3) Select teaching techniques that you feel most
comfortable in using. Attempt new techniques only as
you become more confident in your role as the
instructor.

(4) Use a variety of teaching techniques in order to make
the teaching/learning process more interesting for the
participants.

(5) Whenever possible, use teaching techniques that will
aclively involve the group members.

Finalizing Your Choice of Teaching .
Techniques

Once you have a good profile of the learning event you
candecide on the most effective teaching techniques to use.

Guidelines to help you select the most appropriate teaching -

techniques are listed below:

Evaluating the Different Techniques

Each of the techniques outlined in Figure 13-2 should be
assessed for its advantages and disadvantages in light of
what you know about the learners and the.intent of the
lesson. . :

Asslgned Reading

Adult learners have a wide variety of educatconal back-
grounds, experience, cumrent situations and aspirations.
One way of accommodating these variations is to suggest
or assign reading to be completed on an individual basis to
supplement what the instructor can cover with the group.
This allows those with greater interest in a subject the
opportunity to pursue further reading whereas others may
choose to opt out of such outside work. Current news arlicles
or research material interject topical issues into a subject,
making the material more relevant to the group.

Reading material that sheds greater light on a concept
must be at an appropriate reading level and must also be
readily accessible to participants. The purpose of the read-
ing assignment should be clearly outlined, then followed up
with the group through discussion. Clarification of issues and
implications s alsa essential. _

/A disadvantage of assigning reading outside of class is
that many adults do not have, or are unwilling to commit,
additional personal time to do extra reading. Consequently,
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as the instructor you cannot rely on this form of instruction
when the information is a prerequisite to what will be covered
with the total group.

Brainstorming

The goal of brainstorming Is to generate as many ideas

or solutions to a problem as possible within a given time

“frame (Leypoldt, 1976a). Generally, as the group offers
ideas, they are recorded on a flipchart or blackboard, as one

idea may spark another. Initially, no criticism of anyone’s

idea is allowed. Sometimes an idea may sound crazy but it

" could be the beginning of a practical solution. The emphasis
is on creativity and quantity. Once several solutions or ideas

have been put forward, they can be analyzed critically by the .

total group or a smaller committee, and a practical solution
can be determined.

Another version of this activity is “idea charting” where
group members individually record their ideas onto small
cards or pieces of paper—with each thought on a separate
card. The leader then categorizes the cards and places them
on a wall or bulletin board for group review. This is a good
technigue for obtaining group input into planning course
content as it is readily apparent when several participants
are interested. in-similar subject matter. Whereas verbal
brainstorming often inhibits less vocal group members, idea
charting discourages a monopoly on the idea exchange and
each individual has the opportunity to contribute. Both brain-
storming and idea charting are excellent techniques for
bringing out creativity in both large and smali groups.

Buzz Groups

Buzz groups are useful in facilitating discussion in large
groups. The main group is divided into subgroups consisting
of three to six people for a brief period to discuss a topic or
solve a problem. An individual may be selected to record the
discussion and report back to the main group. People often
participate more readily in small groups, allowing partici-
pants to relate their own experiences to classroom theory.

in using this techniqus, the leader should make the purpose-

of the buzz group clear, preferably by writing down the
problem or issue to be solved. As instructor, you are then
free to float between groups to determine progress or assist
if needed. This technique can be useful as a warm-up activity
to get people acquainted with each other in smaller groups
and to list expectations of a session. It can also be a valuable
evaluation tool if buzz groups are asked to identify strengths
and weaknesses of a presentation or course. While individ-
uals may be reluctant to offer honest criticism directly to the
instructor, a spokesperson for each group may be more at
ease inreporting comments if he speaks on behalf of agroup
(Renner, 1980c).

The buzz group is most useful for situations which call for
quick reaction to a simple assignment. It is also much better
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at identifying problems than at solving them (Potter and
Anderson, 1966a).

Case Studies

Through case studies, information regarding a real-life
situation can be presented in written form to group mem-
bers, who in turn can analyze various aspects of the problem
and offer solutions. This approach is useful on an individual
or group basis in that each group member can analyze the
case study, followed by group discussion. The case can also
be dealt with in small groups, with the solutions recorded
and reported back to the main group.

Case studies help participants develop critical thinking
skills. The participants learn how to analyze a situation,

~ prescribe a sound and workable solution, and understand

the basic problems involved. This is also a useful evaluation
technique for the instructor to assess how well students can
apply new information. However, a drawback to the
approach is that people often have difficulty transferring this
approach to their own real-life situation because such deci-
sion-making is not usually based on a carefully designed
case nor is the input of other “critical minds” available to
assist in the solution (Potter and Anderson, 1965b).

Circle Response (or Small Circles of
Knowledge)

This technique is useful with a group of twelve or fewer

. participants, giving all people in the group an opportunity to

contribute thoughts and ideas to a subject that has been
previously presented, or to obtain input on a new issue
(Renner, 1980d). Participants should sit in a circle facing
each other so that all can be heard. The leader should state
a question or issue to the group, and pose it in such a way .
that it cannot be answered “Yes” or “No.” Each person then
briefly states his or her position, feelings, or opinions. With
larger groups, this same technique can be used by dividing
the main group into subgroups. A recorder should be
appointed in the latter case and should report back to the
main group. With this technique, participants may not skip
their turn or contribute until it is their turn. No one is allowed
to criticize anyone’s contribution.

For this technique to be successful, all group members
must feel comfortable contributing.

Contracts

A learning contract is a simple but explicit agreement
specifying and ratifying mutual expectations between two
people (or one person and a group of learners) (Renner,
1980c). lts value lies in its formality, in that contracted
learning or behaviour is then considered important, fair, and
possible. Behaviour change required in weight loss pro-
grams or money management are areas where contracts
can be particularly useful. The contract must specify:
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(1) The goals to be accomplished.
(2) Agreed-upon steps to reach the goals.
(3) The time frame in which the goal will be achieved.

(4) Mutually agreed-upon consequences or penalty of not
achieving the goal.

Both parties between whom the contract is made must
sign and date the contract.

A contract places a great deal of responsibility on the
learner but has the advantage of clearly defined expecta-
tions.

Demonstration/Practice

For learning that involves skill development, demonstra-
tion and practice are essential. A step-by-step demonstra-
tion allows participants to directly observe how to carry out
a new skill. Demonstrations can enhance learning since two
senses are involved as observers watch and listen.

To enhance the effectiveness of a demonstration, careful
planning will ensure that all needed materials are on hand,
that sufficient time, space, and equipment are available, and
that physical arrangements permit all group members to see
and hear well.

.For the demonstration to be effective, participants must
have the opportunity to practice the new skill and receive
feedback on their performance very soon after a demonstra-
tion. Key steps should also be provided in written form to aid
the learners in following the new procedure on their own.

Discussion

Discussion is a technique to cooperatively pool knowl-
edge, ideas, and opinions about a subject in order to leamn
new information or to solve a problem (Stephens and Rod-
erick, 1971a). For best results, discussion groups should be
limited to no more than six people. This allows for maximum
participation—in groups larger than this some people will not
participate (Reeder, 1963). Similar to the buzz group, dis-
cussion groups need a leader, a recorder, a well-phrased
question or problem to tackle, and a report back to the main
group, Unlike the buzz group, more In-depth response is
expected; consequently a longer period of time is generally
required.

In deciding whether to use discussion as a teaching
strateqy, consider these points (Potter and Anderson,
1966¢):

(1) Isthe problem or issue of real significance to the group
and is it controversial? Problems that relate to health,
interpersonal relationships, farming practices, and
social issues materially affect people’s lives and are
therefore meaningful subjects for discussion.

(2) Is the problem suited to the group? Age, sex,
educational level, experience, and training are a few
factors to consider here.

(3) Is the problem adaptive to reflective thinking? If there
is no need to explore possible solutions or if everyone
agrees on the information, there is little need to discuss
it. Likewise, if participants possess no previous .
knowledge of the subject matter, it is pointless to
expect them to learn from each other by pooling their
knowledge and ideas.

_ {4) Is there sufficient time to effectively handle the issue?

ifinadequate time is available, no real solutions can be
put forward and ‘the group wiil develop a sense of
frustration at not accomplishing anything.

Effective discussion requires adequate preparation, per-
haps even more than other teaching strategies. The physical
set-up in the room must be considered as well as the group
interaction and its effect on learning (Stephens and Roder-
ick, 1971b). By considering the possible points of view that
might be raised during discussion, the effective leader can
decide in advance how to best encourage fair consideration
of each point, perhaps by posing appropriate questions.

Experiments

Experimentation is useful as a follow-up for demonstra-
tions or as a method to discover a solution to a problem
(Spitze, 1970a).

Depending on the nature of the experiment, a wide
variety of equipment may be necessary and a great deal of
time needed in order io obtain results. Experimentation
should always be followed by discussion, interpretation of
results and correction of any misconceptions developed.

Field Trips

A useful technique to enable learners to observe first
hand a process, procedure, or event Is the field trip.
in making advance preparation for the field trip, the leader

‘should clearly describe the purpose to the tour guide to

ensure that observations provided are appropriate.

The group should be given a clear understanding in
advance of what they are to.observe. Advance reading may
be appropriate and aid in preparation of potential questions.
Each participant should be encouraged to jot down pertinent
facts about the trip for later discussion and interpretation.
Use of cameras and tape recorders should be encouraged -
too.

The limitation of field trips is often group size; too many
people in a group make observations difficult, and explana-
tions unwieldly. The additional time and expense incurred
for field trips may aiso make it an impractlcal teaching
strategy.

Field Project

When a class is too large to participate in a field trip or
when time is a constraint, field projects may be more appro-
priate. This allows for a number of places to be visited by
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various class members who report back on their experi-
ences, thus increasing the opportunity to leam from others
in the class. Group members may also choose their own site
to visit, providing more flexibility in the learning experience.
They can also visit the site at their own leisure, thus saving
class time.

Games and Simulations

One of the most successful, action-oriented teaching

- techniques is the use of simulations and games (NAPCAE,

- 1972a). Simulations and games are experiential exer-
cises—their use Is based on the theory that we learn differ-
ently (and perhaps more) from doing than from being told
{Zilmer and Zilmer, 1982a). When participants also have fun
in an educational setting, {earning is enhanced even more.
Depending on the way the games are structured, they can
be used to stimulate interest, to apply knowledge, to gain
information, to analyze situations and to make judgments.
(Spitze, 1969). Games are self-judging; players can gauge
their own success and the teacher is no longer the critic
(NAPCAE, 1972b).

Some adults, however, have difficulty seeing the educa-
tional usefulness of simulations or games: The success of
simulations and games depends on the educational goals,
the introduction to the activity, the experience of the activity,
and the subsequent discussion of the experience and its

- application to real life (Zilmer and Zilmer, 1982b; Boocock

and Schild, 1968). In judging games as a teaching tech-
nique, one might consider the following questions (Spitze,
1970b):

(1) How will the adult learners respond to learning through
games? Will they perceive this as a valid way to learn?
Introduction of the game objectives must be very
clearly outlined.

(2) How much time is available to play the game? Is a
detailed explanation of rules and procedures required
or can players get into the game quickly? Is the amount
of time needed to play reasonable, given the amount
of learning that will take place?

(3) Is the subject matter preserved? In other words, is
there any misinformation porirayed?

(4) Isthe game flexible enough to be adaptable to different
learning abilities and situations?

(5) Does winning require knowledge rather than luck?

(6) Is competition friendly and does it foster good
" relationships among learners?

(7) Does the game help develop skills and knowledge,
improve attitudes to learning; and clarify values? In
other words, does it fit in with your objectives?

Computer-assisted learning, is actually a form of simula-
tion that has proved to be both fascinating to the public and
effective. Computers are useful as a teaching strategy in
three main areas. First, they can help people make deci-

sions by providing a wide variety of possible alternatives for
productive planning in agriculture or family living. Second,
they are extremely useful in information storage and
retrieval, and third, if properly used they can help people
learn new things at their own pace in a classroom setting, at
home or in the regional Extension Office (Douce, 1979).
Disadvantages sometimes exist in the equipment needed,

_its cost, or the compatibility between equipment and soft-

ware. Depending on the program, Canadian-oriented soft-
ware may not be available and personnel may not be
adequately trained. :

Three simulation packages, FutureSnm, StrainSim and
CattleSim, have been developed by Alberta Agriculture to
teach marketing options. Other computer software pro-
grams in financial management and production manage-
ment, while not designed strictly as simulation exercises,
provide opportunities for business analysis of “what if” sce- .
narios. These can be used very effectively by Extension in
one-to-one teaching situations.

Learning Log

A leaming log can help learners keep track of their
experiences in the course or workshop and perhaps apply
these experiences to their personal lives (Renner, 1980f).

- Material recorded in the log can be kept private or individuals

may be encouraged to share their comments with the entire
group. Entries may include impressions, experiences, dis-
coveries, and questions that arise as the course progresses.

Lecture

The lecture is likely the teaching technique with which
adults are most familiar. Unfortunately, it can be one of the.
least effective ways of providing information. Material may
lend itself to a lecture format if your main concern is to
provide information that is short retention only or where the
group is too large to use other techniques.

Fortunately, there are ways of making lecture material .
more meaningful and interactive, so that the learners are not
simply passive note-takers (Renner, 1980g). 4

Provide a road map or outline to indicate to your listeners
where you are going, how you are going to get there, and
how long it will take. The listener can then anticipate events
and prepare for a change in pace or techniques.

Follow alogical sequence, relating familiar information to
new material. Include examples from the audience’s per-
sonal experiences, readings, or previous discussion.

Provide well-organized handouts or written outlines con-
sisting of the key points you will cover. Leave space on these
handouts for participants to add their own details.

Use other techniques along with the lecture to maintain
interest and attention: change pace, move about the room,
use gestures to emphasize important points, change your
style from questioning to problem solving tasks, from discus-
sions in buzz groups to demonstrations.
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Use appropriate visual aids such as overhead transpar-
encles, slides, and films. .
Train yourself to speak from key points rather than read-

ing verbatim from a prepared text. If you are simply goingto -

read to the class what you have written in front of you,
perhaps it would be just as well to hand out your lecture
notes and cancel the class!

Media

News articles, radio spots, television programs and quar-
terly magazines are often not viewed as teaching strategies
in the same way as lectures, discussions and so on. Yet they

are techniques for reaching a large number of people in their

homes so that they can learn on their own time. Their use
often means reaching people who never attend Extension
courses or meetings, such as young homemakers with
children who cannot make babysitting arrangements, the
elderly or handicapped who may be homebound, or individ-
uvals with lack of transportation.

Two evaluation studies conducted in Manitoba illustrated
the effectiveness of a weekly television program and of a
quarterly news bulletin at providing new knowledge to home-
makers (Manitoba Department of Agriculture evaluations,
unpublished, 1982).

In a telephone survey, of the 294 respondents who had
seen the television program “Take Time,” 192 (65%) said
they had learned from the program. Of the 192 people who
felt they had learned something, 134 (70%) were able to
state 1-4 examples of what they had learned, Forty-four

people (23%) who said they learned from the program were -

able to cite 1-3 examples of practice change.

Surveyed readers of the quarterly news bulletin “Around
Home In Ten” are learning new information. Ninety-five
percent (211) stated that they learned new information from
reading the quarterly. Seventy-three percent (154) of those
who learned new information gave 1-4 examples of what
they had learned. Eighty-one percent (159) of those who
learned new information stated they had changed some of
their homemaking practices. Sixty-one- percent (102) of
those were able to cite 1~3 examples of practice change.

When television or radio media are used as an Extension
teaching technique, adequate publicity is important to
ensure that the intended viewing or listening audience is
informed of the timing. Often the educator does not have any
influence on the playing time which is one of the disadvan-
tages of this technique. .

Combining home study courses with television media is
a practical adaptation of this teaching approach.

Panel

Panel discussions have the advantage of bringing sev-
eral “experts” 1o a group to present a variety of viewpoints
on a selected issue. It is necessary to meet with panel
members in advance to discuss the topic and the types of

information that you want discussed. Audience involvement
can also be achieved by providing for buzz groups to gen-
erate questions of the panelists or to direct audience-to-
panel interaction. If this latter step is not taken, panets can
be very dry events.

- Programmed Instruction

The idea of programmed instruction may summon up in
one's mind a picture of salivating dogs or pecking pigeons
responding to repetitive learning tasks stimulated by a ring-
ing bell or flashing light. However, programmed instruction
does have many benefits in the adult teaching environment.

Material designed in programmed format is organized

“into short progressive steps graded in difficulty so that the

learner is motivated to continue because of success gained
in each step. Confidence is a most important aspect of
learning. The reinforcement and encouragement provided
through programmed learning motivate the learner to con-

- tinue (Stephens and Roderick, 1971c).

Because learners work at the material on their own, they
can begin at a place suited to their knowledge and skills and
proceed at their'own pace. The individual not only deter-
mines the speed of progression but is also actively involved
in recording answers or checking from a group of possible
answers. Ample evidence confirms the value of such active
involvement in learning.

Immediate feedback afforded by this technique has the
benefit of correcting wrong concepts and reinforcing accu-
racy.

On the negative side, some learners find this technique
boring. There are also limited materials available in pro-
grammed instruction format and these may be designed at
an inappropriate reading level.

" Role Playing

" Role playing Is a variation on simulation. It is a dramati-
zation of a situation to show reactions and behaviour. Gen-
erally there is no rehearsing and all lines are composed on
the spot. It is especially useful in examining attitudes and
interpersonal relationships. It encourages active involve-
ment of participants and its novelty often draws comments
from those who are less vocal in the group. It is best used
in situations where a problem is clear-cut rather than com-
plex.

The major steps involved in staging a role-play situation
are defining the problem and establishing the situation,
determining the roles to be played, casting the characters,
briefing participants, acting out the scene, and discussing
and analyzing the outcome (Stephens and Roderick, -
1971d). '

Poor role playing and unsuitable players can actually
destroy the learning intent. Role playing should never be
used where anxiety or fear would develop in the group.
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Peer Teaching

As mentioned previously, adult learners bring a wide
range of knowledge and expertise to the classroom which
can be used to teach others in the group. This is particularly
useful in a skill development program where more advanced
- learners can be teamed with the less experienced, on a
. one-to-one or small group basis. This technique also
strengthens the participants’ esteem by publicly recognizing
theur skills and knowledge.

Values Clarification

The technique of values clarification deals with making
choices, weighing the consequences, experimenting, and
perhaps making new choices (Engs and Wantz, 1978). For
example, a couple with a joint bank account must be able to
discuss and agree upon how their money should be spent.
This means making choices and identifying goals, together.
Otherwise, little satisfaction will be obtained from their
money. An educator can facilitate this identification of values
and goals and can also provide the factual information from
which sound decisions can be made. Critical to the success
of a values clarification exercise is a non-judgmental, “psy-
chologically safe” environment.

Workshop

The goal of a workshop approach to learning is to gain
information through experience and sharing. It usually con-
sists of common interest groups who, under direction of a
leader, participate in leaming activities such as demonstra-
tion, problem-solving, discussion, and experimentation. In
short, it combines many of the previously discussed teach-
ing strategies to meet the needs of the interest group.

Extension Handbook
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1. Book Report -

49 WAYS TO TEACH IN GROUPS
_ By Martha M. Leypoldt
Jucscn Press, vealley Forge, Pe.

Definiticn

( 1967)

Goals

One person summerizes and inter-
prets the thouchts of an author,

¢ ¢3in dinformation

Ersinstorming

=

2.

The leader gresents problems G

the memcere of ihe croup, who In
renly suggest sclutlens to-the
oroblem. The suogcestions are re-
cordecd on a chslkboard or nemsprint

as the group menbers offer them in

| rapic succession, allowing no cocm-

ments of criticisms. After the
1ist is completed, the suggester
solutions are evaluated by the
croup or & committee.

To secare many pcs-
sible solutions to
a problem :

%Tsdzz Grouos

R croup is divided up into sudb-
groups of form three to six perscns
each for a brief period of time,

'to discuss an assigned topic or to

solve & precblem, A representative
is sometimes selected form each
subgroup to report its findings
to the group. .

T0 Gain inToImaion;
to solve a:problsm
or discuss an issue.

Ju.Case Study

Information regarding a real life
situstiun is presented to the group

‘members, who analyze all the as-<

pects of the probtlem and offer a

‘solution. C

To analyze and sclve
a problem.

5.Chain-Reaction
Fcrum

quizzer, .a heckler,

A group is divicded into sutbcroups
which are assigned sspects of &
mzjor controversial problem to be
discussed. Each subgroup sppcinis a
] and & sum- -
marizer. “Questions. fcrmulatec by -

each supgroup are then presented to |

panel memoers by the hecklers and -
quizzers. At-the conclusion of the
session, the summarizers give a
brief summery of the findings of
ttedir greup' assigned arees.

To corsider a usste-
matic presentaticn
of a controversial
issuesto seek 2 sol-.
uticn for the issce.

5.Circle-response

The leaders prcpose a gquestion to
members of a3 group sezted in a cizr-
cle. Each person, in turn, -expres-
ses his resgonse. No one is allcwed
tc speak a second time until all
have had a turn. :

to-contritute opin-

licns on a prblem or

issue facing a group;
to consider the o-
pinions expressed by

lcthers.

7 .Colloguy

Three or four persoss from a gIcup
present varicus aspects of a pro-
blem to three or four resource
persons who tespnd tc them. ’

To secure information|.
from experts on the
rcblem or issue un-
ce- censideration,
throuch guesticnirg
by representatives of

the lsrcer goroun.
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L -3¢

Goals

8.Couple Buzzers |A group is divided into ccuples

o . | for a short period of time to
discuss an assigned topic or to
sovle a problem, One member of
each couple is chosen to be its
psokesman and present the findings
to the entire group. When the
group is large, only those who
desire to report are asked to do
SO.V .

Tc 2iscuss a topic
or tc solve a pro-
tlen.

9.Debate Forum- Speakers who have opposing views
on a controversial subject are
given equal time to present the
reasons for their beliefs. fol-
lowed by a free and open discus-
sion of the issue by the entire
croup. ‘

To secure opposing
views of a contro-
versial issue; to
take part in group

| reaction to the pre-

sentation.

10. Demonsiration-|One or more Persons show a gfoup

ro demonstrate the results of spe-
cific procedures oT conduct. Op-
portunity is given to the group
members to practice the opera-
tions or procedures.

Work Group how to carry on certain operations-

To watch or listen
to an operation or
procedures and to

have opportunity to

practice it.

ll.béptn Bible Each individual writes a Bible
Encounter ~ |verse or passsge in his own '
words, not using any of the words

other members of the entire group,
lor of @ subgroup, -and they quest-
ion him about its meaning. Each
lindividual then answers the qurst-
ion,"1f I took this passage SeI-
iously what would I ahve to do?"
The answers are shared with the.
other aroup members.

in the Bible text. Hsheares it with

To search one's own

1life in relation to

the teachings of the
Bible.

12.expanding Panel |An exploratory discussicn of a
: opic is given by & panel. Then

the entire group forms a circle

and continues the discussion.

To explore an area

- |of irterest yb gain-

ing the ideas of ex-
perts and amking
these meaningful to

lone's. own exserience:

13.r1eld icip [The group visits praces to
observe firsthand sources of -
infromation.

|To gain firsthand

exgeriences with a
place of interest or

ctiect.

}A.Film Talk Back | fiim (mction picture or film-

: ~ lst=ips) is follewed by s time of
ree, open discussion by the grcup
members.

To secure infcrmation

about a. subject of

interest to the group

to discuss resctions
to the information.
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Definition

T ~ 35

Gcels

15.Gzllery Conver-
sation

&r art gallery atmospnere is creat-
ed by displaying one or mere paint-
ings or sculptures about a partic-
ular theme, to which a group re-.
sponds by discussing the meanings

which various members find in these.

To ungerstand what
the artists or sculp-
tors are trying to
say through the mec-
ium of art.

16.Grour Discus-
sion

iwith a trained leader to discuss

- la topic of mutual interest.

A group of persons meet together

adn deliberate cooperatively on

- ro express opinions

- lother aroup members.

on a topic of
est; to learn from

inter- |

land gain informaticn |

17.Group Dfawihg

|shared with the entire group. In

A group is divided into subgroups,
each of which determines some com-"
mon ideas about the sssigned tcpic;
these are expressed through a draw-
ing by one of the members of the
subgroun. Later the drawings are

a vecy small group, the entire.
membership. can work together on
the project. » :

To express ideas
creatively through.
art. -

18.Group Response
Team

linterrupt a speaker. or TesOUICE

Seversl group representatives

Derson at appropriate times for
immeciate clarification of issues.

To gain information
=nd to clarify issues

19.Group Woitng

" |the orject.

A group is divided into subgroups,
ezch of which determines some com-
mon odeas about an assigned tcpic;
these are then expressed throuch a

pcem,litany, oI other creative writ<

ing. Each subgroup works as a tesm
in preparing their contributions:
which are later shared with other
groups. In a very smell group, the
entire group can work together on

To express igeas
through creative
writing. :

"0.Inductive Sibie
Study

{auther saying it?""Wheré is the
lauthor saying it?7""To whom is the

|crawn from these findings and an °

A direct discovery of the meaning.
of a biblical passage is accomp-
lished by discussing the questions,
nyhat is the author saying?""Why is
the suthor saying it2""Wwhen is.the.

author saying it?""How is the au-
thor saying it?" Conclusions are

answer founc to the question,
mwhat does this mean to me?"

TG determine what the

Bible passage means -

through a study of .=
resources, anc to ce-
termine -how.this will
affect our lives.

21.Interview Forum

Ceinions ang facts are given spon-
tarecusly by an expert in response
to questions from the leader; this
is followed by free, cpen discus-
sion among the entire group.

{3 specific topic and

70 gein information
from an expert about

to respond to this -
information.
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Definition

Boals

1 presentationis

22 . Lecture A prepared ora *Ta'gain information.
civen by a ouslified persen. '
53.Lecture forum | A speech is followes immediately To gain information

by active participation in a free,
open discussion invclving group
members. :

and to clarify issuesl

24, 1stening Teams

subgroups, each of which listens te

R group is divided into several

something or somebcdy with a dif-
ferent question in mind. Later the
ideas are shared with the entire
Qroup.

To secure infcrmaticn| .
or new. ideas through
participation that is
idrected. to specific
purposes.

J25.Music Forum

A group lisiens to instrumental
music and then responds to it by
discussing the meanings of the -:.:
moods and atmospheres that it cre-
ates. Or a group listens to choral
music and follows this experience
by discussing the meaning of the
moods and thier significance to
each individual.

1 sion. .

To respond to music

| through group partic-] = -

ipation and  discus= .’

56 .Panel

|asicned topic before a group.

Several persons with specific
knowledge informally discuss an

1 from a group of ex-

o gain information

perts. _

27 .Parel Forum

A panel is followeg immediately by
free and open discussion among the
entire group.

To gain informastion
from a group-of ex-
perts, and to react
to their contribuz - .
tions.

" F8.Flay-Reacing -

: Talk-,-BECkb )

A play which presents a relevant
problem is read to the group.
Active audience participation in
free, open discussicn follows.

To discuss a problem
or issue.

429}Questions and

Answers

Members of & group and the leader .
ask questicns of each othe. Or a
group is presented with a list of
guestions on & given topic,from . -
which they can ask those in which
theyhave interest. a

To gain information
and clarify issues.

3'}.Reaction Panel

Resource persons or representative
members of & group hold & panel .-
discussion before the group mem-
bers,reacting to a speech,ysm-
posium,or film, _

-and_clarify issues.

To galn information

21 .Resesrcn and
Report

A problem or issue is presented to
the group. Research assignments are
made and the resaerchers report
their findings st a subsecuent ::
meeting (or at the close of the

“To gain infcrmation

through research.

meeting).
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Definitior )

ﬂ..-

F probler situziio
dividuals identifying with the
characters.This is followec by
discussion of the
ed. The following steps are nec-
‘essary: Determine the exact cir-
cumstances of the problem situa-
tion; cast the players who in turn
plan the method of presentation;
act out the situation; stop the
action at a climatic moment;ana-
lyze and discuss the role-play;
and evaiuate the results.

r
ed out, with emphosis placec on ind

Goals :
is briefly &z 7o sclve & problem
ang tc have oppocTr-
tunity to enter in-
& to the feelings of
problem present- | others.

-133.Screened SpeecH

which select special areas of con-

speaker, who addresses himself to
“their ouestions through 2 speech,

The group. is divideC 1ntC SUDCTOUPS

cern. They presentthese to the -.

To gain information
accerding to the in-
terest of a group.

" 34.5eminaT

| ship of an expert.

A group of persons convenes for
research study under the leader-

To ga.h information
through study and
discussion, :

155 . Sezmor Forum

A sermon is followec by discussion

cussion of the topic.

in small groups. These small groups
then join together for further dis-

To respond to a pes-
ter's sermon in order
to clarify issues and
expand knowledae.

asoects of & nroblem or issue.

26 .,Symposium A series of speeches is given by To gain information
: ‘as many speakers as ther are as- from a group of ex-
. ‘pects of a problem or issue. perts.
37.Symposium Dia- | An expert or resource person Ie- 7o gain infremation
log acts to a series of ‘speechss given | from a group of ex
by as many speakers as there are perts. o

‘ 38.Sympcsium f oTum

A sympasium is held, followec by
‘informel. discussion by the entire
group. ' .

70 gain information

from a group of ex- |
perts and to have op-
portunity to clarify
the issues..

39.work-Groups

Agroup is Civided intc subgroups

to accomplish a given task or tasks

7o accomplish & task
Lot tasks through ©

wrking together as al
CTOUD . 3

A0 Workshorp

R group of persons with with com-
mon interest gather togsther,
under the leadership of several
experts, to eplore one or more
specific aspects of a topic. Sub-
groups are formed for the purpose
of hearing speeches, seeing demOn-
strations, discussing various
aspects of the topic,studying,
_?orking,practicing, ancd evaluat-
na.

7o gain informaticn
ithrough experience
znd shering inferme-

tion.




Build a No

« How would you remember this it

e During the learning session:

* Enter the item into a notebook [or folder]

 In a way that makes most sense to you
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As a Result of This Session, ‘
1 Will '




