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ABSTRACT o g

The purpose of this study was to synthésiie current 1iterature -

concerning characteristics of adult students and to develoﬁ out of.this
i

theoretical framework a practical applicétion.of dominant @heories by

making 3uggestions‘about objectives, content and methodology for teaching
English 30 (academic grade twelve English) to adults.

Over the past decade, an increasingly large number of adult students
have been registering in English 30, a course designed for adolescents
i. the high school academic:stream. The study-d;s inteﬁded to examine ways

adapting this course to make it more appropriate to adult learners.

A review of pertinent literature indicated that factors stemmed from threeé

major areas: physiology, psychology and sociologx. The review of litera-
' ture provided considerable evidence that the blanket application of tradi- ' f
tional secondary education materials and techniques is often inappropriate

for adult students. The distinctive characteristics and learning behavior

of some adults may- include physical declination, underestimation of them-

sélVes as learners, a repetoire of potentially antagonistic expgrience,
réle-conflicg, status-protectiveness, and accumulated disuse of learning
skills, all of which may be counterbalanced by heightened motivation, a
wealth of experience for enrichment of classes, and a concern for immediacy

of application. "

1

In order to create favorable learning conditions for these students,
course opjectives, conFent and methods need to be re-examined in the con-
text of adult educétion‘ratﬁer thgngecondary education in ordér‘to develop

" a program sensitive to the students as well as to the sociéty. This in-
volves a philosophical shift in which tﬁe educational processrbecomes life—
long learning rather than simply preparatory learniqg. The instructor's

role is to facilitate the process.

iv
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Research in adult education, .however, is only Beéinning to scratch

. - . C r} ’
the surface regarding investigation of the variables related to the in-
Structional process. Because of their increasing numbers, itm1§ crucial

to further identify the clientele of Engliéh 30 (adult) for-the purpose

of refining educational objectives and course content as well as for

_determining methodologies which are both effective and efficient. Within

the boundaries of the resulting course, there is scope for fostering the

»

development of‘bofh individual and societal goals.

g
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The ultimate problem of all education is to
coordinate the psychological and social factors.
(John Dewey, 1938)
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CHAPTER I )
THE PROBLEM : \

Background to the Problem

The field of adult education has grown in size and interest during
this century and, in all likelihood, will continue to do so. Changes in
social trends and labor demands, combined with declining student ehrol-

ment have forced an examination oé education for adults. Ninateenth-

beitury parenthood, for example;~was a"lifelioﬂg career in contrast to

the present.day life;ﬁgage trend. Then Tihghqpmbina;ion of a relatively
late marriagé, short life-expectancy and high fertility rate rarely
allowed for an 'empty-nest' stage' (Eriksom, 1978, p.206). In addition
to this, the changed role of women‘in our society,’the pace and direction
of tecﬁnology, the resulting job sgortage with related changes %n the
labor market, and changes iﬁ the“political climate gurround%ng.:Aucation——
all have contributed to increase the number of adult full-time and part-
time learners.

Many institutions have responded to the pressure for expanded educa-
tional opportunities for these new students by relaxing their admissions
policies, by allowing academi- credit for experiential learﬁing and by

increasing their flexibility 'nd accessibility. The Department of Advanced

Education and Manpower has expanded to accommodate those students regis-

tered in non-credit courses in Alberta, but the adults who register in

high school credit courses have remained under the jurisdiction of
Alberta Education, and spécial provisions for them have been primarily

administrative. "Special Provisions for Mature Students'" (Junior-Senior

High School Handbook, 1979-1980) have allowed that mature (adult) students

a3
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desiring credits in English 30, for example, might complete the course in
66.5 hours (half the Grade Twelve allotted credit hours) and if guccess-
ful would pgceive as many as 15 high school credits. 1In addition to this,
oadults would not be bound by any attenaance prescriptions but would be
allowed to write final examinatioris without attending clqsées. These
examinétions dre often duplicates of those administered to regular Grade
Twelve clagses. Adults are expected to meet the performancc leveis re~ !
quir;d from adolescents in_ order to aptéiﬁaﬁiéﬁﬂbéhoél credits, despite
‘Eheir.having the prerequiSiﬁes (English 10 and English 20) waived. The
outline presented t; interested'aduits by the Eve;ing Credit Division of
the County of Strathcona in its 1979 brocgure typified the prosbectivé
course content: "the culmination of the study gflliterature in the high
school areag previously studied--the essay, tﬁe short stéry, the novel,
drama and poetly -~ considered in greater depth.” The mature student,
defined by Alberta Education an& quoted in the same brochure, ;as‘to be

)

19 years of age o;;pver; provided that he gr she had left school®and

L
-

remaineé eut of school for at least eight gonsecutive months." Tﬁis
definition, 9éwe;er is a guideline rather than ; rule, as special status
could be- granted to g 1l7-year-old student if, in the opinion of the princi-
pal, it waskin the student’ s best interest to do so. The number of adult -
students registered in this special plan has increased significantly each
year indicatin® the emergence of a new pattern of formal education——‘
"recurfeng" rather thén consecutive.

The tren; toward a more blended, less linear life plan has begn a
major thrust beﬂind recurrent educétion, a.movement Erikson‘(l97é) called
"the new social reality" (p.l97), which -has had major implications for

educators. BeCause adult education has, become the fastest growing seg—

ment’ in the field of education demands for, courses using a wide range of
~—

" 24
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.};alternative methods, new approaches and flexiblé\stru@tures are increasing.

. One agency coricerned with adult teaching methods the Faculty of

Extension of the University of Alberta, directs ‘a series of non-credit

courSes designed to facilitate the teaching of addlt courses. A leaflet
:published by the Faculty of Extension (1980) states: "Adult learners of

che future will be much more demanding of competence from adult education

practitioners" (1980).

i';i In Alberta, The  Report of the Committee\on Educaticonal Planning

o (Worth, 1972) 0utlined educational objectives consjstent with recurrent

s

'heducation philosophy It presented a humanistic view, >ndorsing lifelong
; : L. vplearning in a flexible structure, 1ndicating that the traditional prepara-
é,“ o ) v“;tonyvfunctién of education in Alberta had to be invalidated and that this L)
;development would be a major contributor to increased social harmony The
obﬁectivéskwere (a) the achievement of greater personal self- fulfillment;

P

‘(b) the developmnnt ‘of the indiVidual s ability to cope with the stresses ®

-

of accelerating change and the greater complexity of soc1ety, (c) the ,///j

attainment of a(better adaptatlon of schooling to the changing needs of

- . (

the labor ma:ket, and (d) the creation of a more adaptable system of per-

sonal freedom with regard to choice between work and study
B

¥ t

K parallel study in Ontario (Wright 1972) during the same year

&

gy

o

stressing the need for ' access " "diversity," ”flexibllity," "transfera-

bility "{"equity,” and ccountability" is an indication that Alberta was

A N M '
. ce not unique, and that the movement toward recurrent education was widespread

This was reflected by the Report of the Task Force on Post -Secondary Edu-
5 B

" cation in Manitdba (1973), the Carnegie Commission on Higher Education in

the Unitﬁd‘States (1973), and The Faure Report of the International Com-

< mission on the Development of Education (Unesco, 1972).

t 1

Rising out of such widespread emphasis on the value of providing

i &, educational opportunities//‘r adult students, however, is controversy

N

* & i Leant
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concerning the aimsg and objectives of education at that level
There is "tension that is set up between the means. versus the ends,
by individuality versus society" (Apps,-1973, P-11) which 1ies at the
heart of educatiod’at all levels. of particular significance to those who
- design and teach Ehglish 30 (adult) is the questlon of whether to address
the problem of teaching a practical communicasions course or a more
liberal literature_course. Exposwre to the philosophy behind the recur-

rent education movement, to research in the field, and to ideas about

In general, adult education has come to be .recognized in llght of ex-
Perience and research as a social, human, and political necessity, 1In

v his introductiod-{o Adult Education as a Field of Study and Practice

(Campbell, 1977), Coolie Verner €xpresses a common concern: "Unfortunately,

@

%more is known about how to educate adults than is, q}: applied by those in

For many adults,'En 1ish 30 ~s:compulsory, mandated by post-secondary
t [

institutions as a prerequisitD for entrance. The diverse needs of adult

stuﬁents have been reflected 1 the attention given to the availabllity
o .
of the course but not in the objectives, the content, or the methodology

The needs, interests, backgrounds and capablllties of adult students are
not necessarilyjthose of adolescents For the most part, adult .English 30
students are mature, part-time students enrolled in a course geared for

@ .
younger, full ~time students. '

-

1

- Purpose of the Study
: V) ) : .
The purpose of this study was to synthesize current literature con-

T
eE



cerning characteristics of adult students and to devglop’ out of this
theoretical framework-a practical application of dominant theories by .
making suggestions about objectives, content, and methodology for teéching

English 30 to adults. S

Significance of the Stud} ‘ ///’\\N

™~ In-view of the revisions currently in progress in Alberta by the

Senior High School English Ad Hoc Curriculum Committee, this study is

intended to increase the attention given to the growing number of adults
. A N

registered in English 30. At a time when many other s?gments of society v

are recognizing the special needs of aduit.students, nb speciaibcurriculum
1s being' presented for English 30 (adult) in Alberta and the appareﬁt‘
assumptiqn is that changes in the material of the curriculum or in the
method of presentation could be accommodated by classroém féachers without -
any special provisions being made. HoweveT, the University of Alberta

offers few formal courses at the undergraduate level for pPreparing teachers

’

of adults. This study, theréfore, directed toward the practitioner, is

seeking out emerging theories about adult learning for the purpose of
. ! .

t

improving educétional Practice.
In 1973, the "Commission,on Non-Traditional Study" was established
with a grant from the Carnégie Corporation of New York. Its mission was

to make recommendations to fulfill the promise of‘recurrent education:

- . this attitude puts the student first and the institution
second, concentrates more on the former's need than the latter's
convenience, encourages diversity of individual opportunity
rather than uniform prescription, and de-emphasizes time, space,
and even course requirements in favor of competence and, where
applicable, performance. (p. xv.) t

!
Y. : , .

]
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DEFINITION OF TERMS -

\

- In becoming acquainted with the literature of this field of study,
one is struck by the variety of terms which describe the field of adult
education, many of which have only subtle distinctions. In addressing
the problem of a lack of a common language Verner (1964) noted:

The principal barrier to the perfection of our conceptual
equipment is that of language. It is nothing short of phenomenal
that so much information about educating adults has been acgumu-
lated in spite of the lack of a common language . . . borrowing
language from elsewhere does not meet the basic need for a -
language specific to{adult education. (p.27)

Attempts have been made in the past ten years to rectify'theléitu—
ation, culminating in a multi-lingual glossary of terms prepared for the
International Bureau of Education at the UNE%CO conference in Paris, 1979.

4

Terminology of Adult Education attempts to describe what have been previ-

ously diverse and various definitions and to give some precision to a lang-

uage to make it more useful, especially on the international level. The

'

editors, however, concluded that '"this terﬁinological uncertainty reflects
reality. Adult education is a field of activity characterized by diversity
and instability. New goals, new forms of action continually appear and

modify the terms" (p.28). The following definitions have been chosen

for the purposes of this paper:

1

Adult is defined by Alberta Education: 19 years of age
or over.
3
Adult education is that education which.is directed to ;hosé,studenfs

\ who are 19 years of age or over.

+ ~
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Andragogy (based on the Greek word 'aner' meaning 'man') is
g
the art and science of helping adults learn.

(Knowles, 1973)

Continuing education is "a system whereby an individual's education

which has been interrupted, is resumed on more or

-

less the same lines to a higher level of achievement."

" ‘ (Houghton, 1972, p.12)

English 30 1s the Grade 12 matriculation course in English in

Alberta. (See Appendices A and B)

2

'\ English 30 (adult) is used to distinguish the. English 30 course for

adults from the English 30 course taught to adoles-

cents. -

Recurrent education is a somewhat broader term than "continuing education,"
incorporating incidental as well as intentional
learning experiences. 'Life itself is a continuous
learning process, but each person needs specific
"opportunities for continuing, purposive and sequential
‘learning in order that he or she may keep abreast of
technical and social change, may equip himself or

- herself for changes in his or her own circumstances

' . . . and may achieve his or her full potential. for
imdividual development." (Terminology of Adult
Education, 1979, p.29) ‘ ‘

~

Methods and Procedures

/o This study was conducted under the guidelines of a type of philo-

sophical research, reflective inquiry, which involved initially an exam-

‘



ination of books, articles and other research in the field of adﬁlt educa-
tion which pertained to‘English 30 (adult). Although many of the findings

~ had implications common to all qdult educators, emphasisvvaS,plaCEd on
providing a conceptual model for English 30 (adult) teachers, based on
thevbpinions of acknowledged leaders as well as the perspe;tiVes of
resegrchers and practitioners.

Slesinger and Stephenson (1934) defined research as ''the manipulation
of things, concepts or symbols for the purpose of generalizing to extend,
correct or verify knowledge whether that knowledge ald in the construction
of a theory or in the practice of an art" (p.330). 1In ofder to obtain
a representative picture of the field, material was drawn from many dis-
ciplines, inciuding highlights from the biologicél,’psycﬂoiogical and
sociological perspectives, together with some‘of the social and environ-
mental issues. '"The challenge in this type éf research," according to

Byrne (1977), "is to achieve objectivity in selecting representatiﬁe

readings from the universe of existing literature on the topic and to
. ahalyze insightfully the opinions and practices expressed in those
readings" (p.128). Several reputable comprehensive research anthologies

were used as initial guidelines, namely Adult Education as a Field of

Study and Practice (Campbell, 1977), Aging and Behaviour (Botwinick, 1978),

and Experimental Studies&;n Adult Learning and Memqu,(Lumsdeg}& Sherron,
Yoo o
. \ :
1975). 1In addition, an examination was conducted of the periodicals and
journals of adult education since 1970 to the present which pertained to

-the field of adult education in-North America, in particular, Canada.

‘difldaed in these were: Adult Education: -A Journal of Research and

Theory (1970-1979), The Directory of Educational Research in Canada

' 1970-1978), and Yearbook of Adult and Continuing Educatidn (1970-1979).

|,
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The research was divided.into two segments: (1) examination of those
studies that had been conducted regarding the characteristics of adult
- learflers which changed as a result of advancing age, (2) consideration
of cossible implications for an academic English course for adults. The
first segment included physiological factors such as hearing and sight;
ps?chological factors, such as intelligence, memory, learg&ng and moti- \
K ‘ vation, and sociological factors such as recurrent education, community
educatien and the impact of technology on education. The second segment
/v included research implications drawn from literature as well as-}ossible
j implications advanced by tue author. These were divided into tumee
aspects of curriculum planning: goals and objectives, conteut, and
methods. The intention was that‘é;actical suggestions for further.re-
search rising out of such a broa% picture would contribute to the unde;:

lying rationale. The result would be a new paradigm built on many facets

of the various theories and hypotheses, leading to insights on which to

design curriculum. This study of adult patterns of learning and develop-

mental characteristiés would provide the basis for suggesting appropriate

R,

teacher response in regard to curriculum materials and corresponding

methodology.

T T YT

Vanat 4

Delimitations

1. Although the literature surveyed was drawn from writers in the

i

United States and Canada, the focus of this study was on English 30

(adult) in Alberta.

~

2, This study was limited to works published in the past decade because
the field of adult education has undergone rapid change atfd growth
and these studies appeared to be more relevant to the present

situation.
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- of which contained extensive bibliographies.

O T

11

3. Studies in the fiéld of English as a Second Language or Adult Basic
Education were excluded because of the differgnt objectives of
such courses and characteristic; of the clientele.

Assumpgions ‘i};

1. Generally there can be found sufficient similarity between the
educational situations in Canada and in the United States, so
that American studies in the field of adult educat;on may be
considered pertinent to the Alberta educational scene.

2. English 30 will continﬁe to be a requirement for entrance to
many post—secondaryvins%?tu;ions.

3. The nu?ber of adult student; registering in English 30 will

continue to increaée. i 1

4. Sound curriculum building should take into consideration the

needs, abilities and aspirations of students.

Limitations
A llmitatlon inevitable in this type of study is the subJectivity

involved not only in the choice of material but also in the ability to

‘read that material insightfully. . The danger lies in misunderstandiqg the’

writing and so erring _the value of the position taken. This risk was
' countered as far as possi. - ny thorough investigation of many perspec-—
tives in the field of adul® ':cation and by a comprehensive study of -

the_iite:ature. Several vnlui=s of integrdted research findings served

e

as guides including: ég;ng anc Behavior (Botwinick, 1978), ‘and
/

Adult Education as a Field of Study and Practice (”ampbell 1977), both

A'second limitation is related tc the problem of translating

»
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generai pripciples;into specific instruftidgnal and éurricular choices.

The problem of tranélating theory into practical applications is compli~
cated in the)present situation by the&féct that information about ;he
natufe of the student population in English 30 (adult) 1is unavailable.

Both Alberta Education and the Departmeqﬁ of Advanced Education and Man-
power informed the investigator that separate records of adults students

in English 30 are not maintained. Therefore, the suggestiong in Chapter 1V
fof adapting the current English 30 course for adults are limited in their
specificity by the generality of the knowledge about the nature of the
intended léarners. These suggestions should be of some value, however,

to those teachers who have neither tréining nér experience in adult edu-
cation, yet are teachiné Engliéh 30 (édult): Although the scope of this
study is broad, an examination of the many aspects of thg paradigm followed
by speculative discussion is meant to be hypothesis-generating rather than -

3

hypothesis-test;ng. o~

£




It is not the education of children that can save

the world from destruction,-it is the education

- of adults.

. (Wells, 1933) .
13



o CHAPTER II
REVIEW OF RELATED LITERATURE
A good part of the current research concerning teaching adglts has
been incorporated in Chapters III and IV, but there are three other aspects
which can pfovide a more complete setting for the thesis. The controversy
o surrounding the assumptions underlying andragogy, recent studies illumi—
nating the condifions cf. part-time students, and closely related research

concerning the teacﬂing of English to adults--all help to provide the //f

context for the present study. /f o
i Andragogy
N : Fundamental to the proponents of andragogy is the contention that

téachingradults differs essentially from ﬁégéhing children. Andragogues >

have adopted the Eurog&gn ferm "andragogy' to distinguish the art ;nd science.

of teaching adults from "pedagogy,' the art and science of teaching children.
Thé chief proponent of andragogyjin North America is Mélcolm Knowles

(1970, 1973) who has presenﬁéd five basic assumptions regarding differences

[ o,

between adults and children. These differences?are in the areas of self-

concept, éxperience, readiness to learn, orientation to learning, and

time-perspective.
Other educators, (Houle, 1972; Elias, 1977) however, reject the

theories of andragogy contending that
teaching adult literacy involves the satie processes and
techniques as teaching child, literacy. The teaching of -
subject matter, skills, values and attitudes employs
the same processes and strategies. Teaching 'logically’
5 ' involved explaining, concluding, inferring, giving
reasons, demonstrating, defining and ‘comparing. These
processes are used with both adults and children. Teaching
o 'strategically' involves motivating) "counselling, evaluating,
N ’ planning, encouraging, disciplining, and questioning. These
" two are appropriate for'®oth children and adults. .

(Elias, .1977, p.ZSi)\\JO
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adults: He criticizes Elias' definitfons of education charging that they

15

In response, McKenzie (1979) maintains that adults and children are
cardinally different by virtue of different modes of being-in~the-world,
that adults and children exhibit different modes of existing, and that

"the existential diffe;énces between adults and children require a
strategic diffgrentiation of educational practice" (p.256). Knowles

(1979) clarifies his position by admitting that pedagogy and andragogy

are not necessarily a dichotomy, but can be viewed on a continuum, and

that, under those circumstances where adults undertake to' learn a body of

totally strange content as totally dependent learners, with very little

: 1 4
previous experience to build on and with low readiness to learn it, "the

assumptions 6f pedagogy would be realistic and pedagogical strategies
&

would be appropriate" (p.52).

Carlson (1979) adds a new dimension in showing that adult education

‘requires some differentiation from the education of children_since the

legal and educational rights of children are different from those of~
do not seem to give rise to the heavy emphasis of Knowles on self-directed
learning. Nor does Paylo Freire's (1970) commitment to dialojue seem to

*

flow from such a theory of education. Secoﬂdly, Carlson outlines the

philosophical understanding and, demands ;rom bractitionefs, "a commitment

to a view ofAman cqnsonan; with the emphasis of andragogy" (p.563).
‘Campbeil (1975) commeniing on the Alberta scene says‘thét certain

strategies in the design of adult learning projects may be more produétive

than others. "In short, adults learn best‘in adult ways'" (p.11). They

are characterized by maturity, "savoir faire," workaday and social

. ‘ .
experience, refined judgment, and value systems tested in practice.

[
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' H Together they form a departure for adult educational
practice. Merely to superimpose in blanket fashion.the -
methodology conventionally applied to the typical student
in the public school system or to the youth in post-

, secondary education 1s to court failure. (p.12)

‘Many ;dult eduéators are recognizing, however, that even if andragogy
is not sufficiently well established in this country to merit a separate
discipline, there are certain differences in the nature of adult students.
and their societal—rqles to support the demand for increased attention to
their needs.

What expectations these students bring to cléssvin regard to the
learning process might also be pertinent to the effectiveness of teaching
strateéies. Several studies have attemptéd to determine the relation-
ship between students' expectations of how a course will be delivered and
their levels of satisfaction., Schroeder (1977) and- McKean (1977) investi-
gated levels of formality in educational settings in relation to, students'
hopes for thé‘learning‘;xperience, agreeing that there'was interactizn
between the amount of formal schpooling of the pérticipanté‘and iheir
expectations about the level of formality in ;he classroom, but that
measures such as student perceptions of satisfaction, the amount of
learning expénienced, consequences of course experiences, and grades that
teachers assigned did not seem much related. Although such studies warn

against making unquaTified agsumptions regarding student input into how

a course is taught, they raise a crucial question regardng the techniques

a v
‘

of andragogy. How is their effectiveness, or lack of it,!relatéd to what

the students expect from the role of the teacher?

Part-Time Learners « ,

Many of the special needs of adult students rise out of their status

. ' i .
as part-time learners. Profiles of average part-time students indicate

3

.
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that they are enrolled in most courses for job-related reasons (Morstain
& Smart, 1974; Phelps, 1?70; Gross.‘l977), but’ there are many other
factors influencing their ﬁotivatibn such as age, socioeconomic status,
and amount of previous education. Waniewicz, in a study entitled

«

Demand for Part-~Time Learning in Ontario, related the interests and needs

“of the part-time student to programming that would minimize any impedi-

g 53 percent of the

ment to learning. He found that, in 1Y74,.an ama
\

.adult population in Ontario were® either leérners or what he called

would-be~learners (wishing to undertake systematic learning) on a. part-

glme basis. Thirty~five percent, of thege students were enrolled fdr the

purpose of achieving personal goals, as opbosed to achieving more préc—

.piEal work;re}ated goals. Financiai concerns also play a large part in

the lives of part~time adult students as a result of discriminatory,

practices  from student aid 'and scholarship plans, tax deductions, and

educational institutions (O'Keefe, 1977; Mills, 1979). However, increabed
responsibilitieg to family and community do ﬁot always have a detrimental
effect on achievemeng, as indicated in the study cohducted by McPherson
(1971) which‘showed 5 positive gorrelation bet%fet higher grades and
being married (but only in males). o

The des%re'for increased learning poténtial often plays a part in
a student's decision to ‘enroll and many adults are characterized as most . -
often using a course as a means toward upward mobility or status. ‘Many
'adﬁlts wish to catch up on lost opportunities or to resume an-education
‘ whicﬁ had, for varioug reasons, been iInterrupted. With responsiﬂilities
‘at home,.aﬁ work, or in the community which competed %or their time and.
e?fort, these students were now-oriented and impatient to reach tHeir

-

" goals.’
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. Assistance in.aiding adult' learners to set and achieve their goals is
considered a high prio?ity in their education. MacKay (1973) warned that
adult students are frequently in desperate need of counseling.. A staff
study conducted at Humber - College in Ontario (1973) also stated that
adults have a greater need for counseling because they are not in a

sequential learning pattern. Counseling for adult lea ers ils highly

important but currently inadequate” Khox, 1979) anp’involves infdrmation-

giving,’assessment, educational anééoccupational.éareer planning, coping'
with related problems, advocacy; referral, and ié%&udes any form of
assistance intended to help students select and pl{n their educative

? mstudies, Or to relate their studies to their leisure (Giene, 1972)

In 1970, "A Brief to the Commission on Post- Secondary Education in
Ontario" (OISE) outlined what it found to be. the major concerns of mature
and part-time students. BeSides encouraging an increase in financial

assistance to these students in Ontario, a move was made to eliminate

traditional barriers and Practices which discouraged or isolated pdrt—time

Students. The "Report of the Task Force on Post- Secondary Education in

Manitoba'" Wright (1973) made specific recommen@ations furthering the _same
trends: that the school day be extended with the school year on a'tmelve-
month basis, and that institutions adapt*their teaching time and ‘course

planning to part-time courses, to work—study combinations to modular:

programs, and to external delivery in order to equalize and integrate
opportunities for adult students,
- - »

Innovations in procedural and structural adaptations by institutions

to meet the needs of these new learners led to innovative systems of

education like off-campus paid work experience (Knowles, 1972), "learning

pavilions," which encouraged independent study and served as a home-base

f
for adult learners (Carnegie Commission 1972), the external degree"

i .
3 . /

\

N\

" A AT s s e e



bg

19

‘based on learning outside an institution (Houle, 1973); "educational

brokering," in a center which functioned as a broker outside Syracuse
(Heffernan\ Macy & Vickers, 1976); and "The Learning Exchange" grounded
in the;;heories of Illich and Reimer where Chicago-based learners con-

trolled their own education through a network of learning eichange of

human resources ahd opportunities, (Squires, 1975). -

fhe Province of Alberta proved to be a leader in Canada by taking
spécific>sreps to accommodate those students who cquld not or chose not
to attend rhe traditional post-secondary institutions. In an effort to
follow the principles and rationale of recurrent education, Athabasca -

’

University was designed\to'meet the needs-of people who were socially or

‘geographically isolatéd. Downey (1974) and Phillips (1979) found that a

substantial number of studeg&f in Alberta benefited from this non-
conventional institution.

¥en years ago, L. Garrett, in his thesis "A Survey“of Adult Education
ih Edﬁonton, Alberta" (1970), stated that, "adult education is.growing
*api&ly and in many directions"A(p.S). Surely a similar study in 1980
would indicate phenomehal growth} but‘that’growth in number and availa-
bility of .courses woulq-not;yet have been equalled by a correspon-

0

ding growth in the research necessary to develop suitable academic courses.

Teaching English to Adults

Studles related to the teaching of high school Engllsh courses to

adults are‘ex¢;EEély rare. Although courses in English as a Second

\

\

Language and Adult Ba81c Education are becoming increa51ngly popular,

this study has not included research in those areas because-of their -

Bl

~different objectives, content and student characteristics. Likewise,

literature on teaching English to college atudents is marginally related,

=4
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but because the sample groups are not typical of English 30 classes,
those studies were not inbiuded. Unfortﬁnately, very few stﬁdies relating
directly towthe topic"a; hand could be found._

Oﬁe §tudy(concerning the factors associated with the completion and
non—comgietion of correspondence courses, including‘English 30 as one of

the most popular courses, identified some reasons for withdrawal, but

‘made no attempt to categorize students‘according to age (Balay, 1978).

- Charlotte S. Schilt (1980) in‘an article entitled "Teaching Engl*un
in Lifelong Learning Programs" in the English Journal identified some of -
the chargcteristics of adﬁlt leérners and some of their aspirations fqr
coursesvin English:

Lifelong education students are uéually more motivated, more

experienced and more widely read than their 18 to 20 year-old
counterparts, and will be less interested in what the instruc-

In the field of w:iting, inte;estinglrésearch was conducted with
49 females enrolled at the Alberta Vocational Centré in Calgary (Mulder,
‘Braur. & Holliday) to investigate the effects of sentencé4combining prac- ’
tice on adult writing. Results indicated that the sentence~-combining
exerciéés used'in thé ;kﬁeriment worked especially well with adults. The
authors*hypothesized.that thé positive results were partially due to low-
threat condi@ions resulting from the lack of specific terminology; that -
the immediate reinforcement aided them‘because adult studénts tend to be
relatively impatient lgarners, cdmmonly requiring some direct benefit;
and’that the sentence-combining materiél could be.easily'individualized
Lo serve as an ihitial positive writing experience. V

In his examinatioq of Englisp‘students, Halladay (1970).. found no

tes
significant differences between age group achievement in grammar or



mprovement of

the enrollment,

Such meaningfy]
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All the world's a stage,
- And all the men and women merely players:
They have their exits and their entrances;
And one man in his time plays many parts,
His acts being seven ages. At the first'the infant,
Mewling and puking in the nurse's arms. .
And then the whining school-boy, with his satchel
And shining morning face, creeping like snail
Unwillingly to school. And then the lover,
Sighing like furnace, with a woeful ballad
Made to his mistress' eyebrow. Then a soldier, -
' Full of strange oaths and bearded like the pard,
Jealous in honour, sudden and quick in quarrel,
Seeking the bubble reputation
Even in the cannon's mouth. And then the justice,
: In fair round belly with good capon lined,
5 With eyes severe and beard of formal cut, a_
v ¢ Full of wise saws and modern instances;
i And so he plays his part. The sixth age shifts
L. : Into the lean and slipper'd pantaloon,
With spectacles on nose and pouch./on side,
His youthful hose, well saved, a world too wide
For his shrunk shank; and his big manly voice,
Turning again toward childish treble, pipes
And whistles in his sound. Last scene of all,
That ends this strange eventful history, -
Is second childishness and mere oblivion,
Sans teeth, sans eyes, sans tastej sans everything.

-(William Shakespeare, 1600)

22
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CHAPTER 1III
FACTORS AFFECTING ADULT LEARNERS
Generally, educators have assﬁmed the study of student characteristics
to be basic to effective teaching. When dealing with aduil students,
ﬁnfortunately, the’edﬁcators',knowledge is oftgg\limited.. The continuous
process of change——ph}siological, psycholoéi¢21 and\gszivtaglgil—— to

: , / :
which an individual is subject through his life as a result of advancing
c :

. . \
chronological age, has oftentimes been regarded as simply deterioratipn

‘ B . : ~
following the attainment of peak development around age twenty. Renewed ™~ _

interéét inuthe potential of the adult student, ho&ever, has forced
educators to examine evidence which, although not providing conclusive
proof to contradict all the old notions, has added both complexity énd
optimism,Aapd chéllenged thelassumption.that the path traveiled by the
mature student is-necessarily downhill.

lad

Physiological Factors

¢
J

Certainly there is a brogressive dgpline in some bodily functiohs,
especially in the two principal channels to the brain--sight and hearing,
Adulps with normal pgysiblogical characteristics depend_more upon vision’
in learning than upon any other.of the senées:

It is estimated that some 85 percent of all learning occurs
through vision; consequently, visual acuity is a matter of
utmost importance for adult education. "Although the life
span of the eye exceeds life expectancy, there is a steady
decrease in the average efficiency of visual functions with
advancing age, even in otherwise healthy eyes. :
(Verner & Davidson, 1971b, p.6)

In their- handbook for teachers, Physiological Factors in Adult

Learning and Instruction, Verner and Davidson detail the changes which

occur in the eye and citelmedical studies as support for their asser-

tions:

23 ' .
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~ ™~ Table 1 / |
) ~ : ESTIMATED ?ﬁRCENTAGE OF THE BOPULATION ,
' WITH"BEFECTIVE V /IrON /
; : - A
. Age ' ///1\\\~#ercent Defective
20 _ ©23
30 39
40 ) ~ . 48 .
50 . ' . ) , 71
60 ' ' 82
70 95
Note: From Physiological Factors in Adult Learning and Instruction

by Verner and Davidson, 1971 p.6.

Similar to their relatively consistent downward progression in vision,
“adults commonly . have declining auditory acuity and auditory discrimination
.as well. They gradually lose their ability to distinguish different
' frequencies, intensity and duration of speech all of which influence
intelligibility:

Physiological changes in hearing affect an.sdult’s ability to

discriminate among the different speed sounds so the greater
i . - the decline in the receptivity of sound, the greater the loss
¥ of power to discriminate; cohsequently, the greater the diffi-

~culty in ¢omprehending speech. (Verner & Davidson, 1971b, p.14)
- Certain sounds mask other sounds causing an oyerload'situation.

o o ¢ o ‘
attention, perceptual discrimination, or the organization of the material.
This condition varies somewhat according.to the environment but,'in extreme
eeses, can produce emotional disturbances such es depression, anxiety or
frustration. In turn, these emotional disturbances contribute to the

- —

inability to discriminate sounds.

Ina study designed to determine the relatlon ip between listening//x\\\\

‘aa‘u’li/

;ability and chronological age, Rossiter (1970) requ red thirty

creatiné eonfusion, especially in the older adulf who is unable to maintain

7

\
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students ranging from 20 to 60 years of age to listen to a tape-recorded
message after which they took a test for recalluof information presented
in that message; Thevauthor concluded'that "those. teaching classes in.
which adult students vary widely in age might be aware that older students
may b2 retaining less from oral presentations of informatiOn than younger.
students" (p.40).

' In)addition to a functional decline.of eye and ear with-increasing
age, other biological disorders increase. Reaction time (the interval of
time that elapses.between Presentation of a stimulus and the response to
it) and movement time (the time which elapses between the point when a.
muscle receives .a stimulus and its eventual movement) are slower The °
data 'on himan sensation other than vision and audition are. more sparse
and lend themselves less well to making generalizations but there are
indicators that with increasing age, gradual alterations in certain
aspects of speech.occur " The rate of speech tends to slow down, and

there is often some hesitation in *finding the‘ 'right" word, especially

If the word desired is one not frequently used; There is also a decrease

in the speed, intensity, and endurance of'many neuro-muscular reactions

(Kidd 1973, p.59). Thus, the decline in visual and auditory acuity or
in strength or flexibility increases the time required to learn or to

perform, but does not necessarily alter an adult's ability to learn.

’"The most pronounced impact of physiological changes upon learning occurs.
(

with respegtyto the element of speed or mental facility rather than power

(Verner & Davidson, 197lb P- l) '

v

Actual vocal capacity, necessary for example in public speaking,

,deteriorates and this along with other speech problems is further com-

‘O

pounded by hearing loss, Other physical annoyances include a loss in

the ability of the body to adapt and compensate for external temperature



N

)
changes (homeostatic adjustment) and a decline in the capacity for physical
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work, depending on age, of course, but which can even vary with the time

of day. . A body of informaﬁion is also developing concern}ng the biological
factors in aging whigp_result from the processes of cells dying, or orgéné
changing composition to increasé‘their fibrous content, 6} cells iunning
out of their program (genetic éetérmiﬂhtion) or the effects of environ-
mental influences (radiation, smoke) and/digease processéé. It~concéfns
the effectg of hardeﬁing of the arterles, decreasing efficienc& of the
circulatory system, fhe réspiratory systemsand the périfiéation system, |
4measuring the functional decline in ﬁhe ability to taste, to smell, to: |
griﬁ. It documents staturc decreases as feet flatten ;nd discs %&athe
spiné compress. It indiéépes that fhe‘brain actually weighs 1ess.£ndb

iess (Botwinick, 1978, chap.2). Age itself appears to present no barrier
to 1earning, but these many physiological problems which accompany the
aging process exépt a significant influénce on thé learner. Inrérder ~
to measure the psychological operétions‘of,édults relatéd to learning,
physical variables need to be recognized andbcontrolied in order to

prevent distortion of the results.

' There are further comblications arisiﬁg from the interrelationships R

' betweentth; students' physical’éonditions, tﬁéir mental states,‘and fhgir

enQirohment. For example,.physiological changes aéSociated with age are’

influenced by the life—stylés of the adults (nutrition,‘enggise, leisure)

A so that among disadéantaged aduifs, the onset of aging occurs earlier in

life. ’What‘proportion of the aging process is‘strictly biolbgical pheho-

menon and how much has a sociologiéai basis is quésﬁionéblé.‘ To iilﬁstrate,

Sheéhy (1976) disCusség.sthies which)liﬂked physical{and emotional con-
‘ v : )

ditions (in monkeys) in which the male hormone level varied in relatién

to his emotional state (p.55). Although the cause and effect relationship

Al e - e
2
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/ . .
was not firmly established, these and other similar studies opened the

door to further inyestigations into the mysteries of the psychosomatic
connections and the oearing,they“haveron humanrperformaqce. |

Remedies for Physical problems associated with aging must be left to
physicians,'but educators can compensate for these problems in a learning
situation. However, teachers mustnfirst recognize the existence of the -
prgblems and be able to identify some of the causes rather" ‘than contri-
bute to- the problems through 111~ conceived teaching practices.\\"Adu’“
educators often unw1ttingly accentuate the di{ficulties arising from he
'physical condition.of the learner by the ways in wﬁich chey manage
1nstruct10n %nd by the conditions established in the learning situation"
(Verner & Davidson, 1971b, p.25).

Psychological Factors

Many distinctions between ghysiological and psychological {nfluences
on learniﬂg.are queeiionablefyecauee of.complex‘ioterrelationsﬁips and
.difficulties With‘meaeurement. Physical oroblemsvoften give‘rise to
emotionai staces,that in turn inhibitAeffective involvement in learnrng.
Strees, for example, found at exceedingly-hiéh levels in. men and,woﬁen'Et
that stage of life raﬁging between ages thiroy-seven to forty, has been
attributed to a normal life srage (Sheehy; i974)@ to-changes in blood -
pressure (Botwinick 1978), and to pressures and clrcumstances in the
social world (Jarvik, Eisdorfer & Blum, 1973). ‘ Despite the causes,
however most studies 'show that learning performances saffer accordlngly
However, this behavior, most 1ike1y a consequence both of changes going
on in the body and external pressures, could be modified or malntained by

» v o

adapting environmental conditions.



28
ﬁf‘

Inteiligence

P ‘

In spIEE of an abundance of research, many questions remain in the
attempt to determine whether or rot intelligence is a function of age.
The problems inherent- in measuring the intelligence of children are in-

creased by more variables when measuring the intelligence of adults.

Herrnstine's article in Atlantic Monthly (Sepchber, 1971) stirred {nterest
by relating intelligence to genetics. New studies a;tempting to determine
the preéominant influenceé on intelligenée at all ages and.levels are
forthcoming. Schaie (1978) found many people funptioned'as well intellec~

”.tually as they didrwhen they were young, but the young bf today.funckion
better than the young of twénty years ago. Jarvik et al. (19735 who
conducted iongiiﬁdinal stuéies, discovered‘a remaékable stability in

- verbal scores if the health of tﬁé subject was maintained. However, the
ievel'of education was found to bé a potent factor in‘intellectual

'_ functioning in later life. 'Botwiniqk (1978), found that the ability to’

solvg problems that bear littlé or not at all on past exberience seemed

to decline in 1atér life, but those abilities that depended on stéred'up

information stéod‘up well.

"Terminal drop," a ;ignificant'deérease i# I.Q; resﬁlting any time '
in later life when the éubject is near death has meant that "differences
© in scores within age groups might thus be a function of‘éurvival proba-
\hility . . ..andidifférences in scores in aée groups might reflect the
increaéihg number of persons with terminal drops'" (Riegel, Riegel &

. Meyer, 1971, p.342). - . , o

‘ These and other varigbles“complicate thbsé studies attempting to.

determine the rélationship between intelligence and age. Does intelli- .

genée decline with age? There. are:two polarized positions, "yes" and |

"nb"._ Recently, a heated exchanged in American Psychologist (Bates &

A



D

i

\

29

Schaie, 1974, 1976; Horne & Donaldson, 1976, 1977) Tndicated that the
question was far from being resolved. \/ '

Botwinick (1978) sees no resolution for the’conbroyers§, not becmuse
different data are examined but bécguse the sgme daté are interpéeted
differently. However, his analysié indicated that an&idecline with age
for many intellectual functions did noL begin until.relativelyllate adult-
hood, 50 or 60 or later, and that these declines tended to be ﬁmali.
"Age—éensitive tests" showiné déclinelwith age measured psychomotor
Jskills, especially those involving speed and perceptive integrative - «
functions. His aging'studies tended Fo_show that’the single most impor-
tant‘elehent in the organi?ation of intelligence was a general ability,
to which the amount of education a pefsoﬁ had - contributed m;re than dié
his age. He also found that iﬁitially more intelligent ﬁéople seemedﬂto

o

retain their intelligence well and that people of higher socioeconomic .

-

backgrounds.performed better on intelligence tests (chap.l3)f

Comprehensive overviews concerning intelligence in adults are to be

found in The I.Q..Controversy (Block & Dworkin, 1976) and Life-Span

Developmental Psychology (Goulet & Bates, 1970)." The latter includes

a chapter on the "Two-Factor Theory of Intelligence' which contends that )

LD ; : )
intelpigence has two components.. The first component is '"fluid," an inborn_

psychoﬁiological cépacity to organize or perceive/ relationships and form

concepts, This is thought to be‘a\fundamental normal intellectual function

-

which develops genetically, a regulated process requiring relatively
~little cultural interventioh.: Included in fhis short—term'me@ory ‘span

is the"ability to g¢hange mental set, to maintain attention and to resist

-

. . 4-/ - . ' o
distraction, as well as to attain intellectual speediness in tasks. This

fluid intelligence, often/tested on the pe- ormance part of the Wechgier

Adult Intelligence Test,\grows to age\twenty, then declines. The ﬁgfcnd

8
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component is "crystallized" intelligence which is based.on intelle¢tual

N
»

capacities nurtured by cultures (s¢hool, home, church, T.V., books,

0
M

travel) and which develops’initially as a function of fluid ability Its N

elements help to form concepts and see relationships This factor is a
systematic way of mentally testing alternatives and hypotheses, measurable
throuéh vocabulary comprehension and general information (The Raven
Progressive Matrices)(pp.b23—466). Goulet suggests that the tqg:factor
theory‘is patticularly significant for adult intelligence because the
older one gets, the remoter the Felationship hetween crystallized and
fluid'intelligencé. He also suégests that fluid intelligence is a neces-
sary but not sufficient condition for crystallized intelligence. ''One of
the most significant breakthroughs in the last twenty years is the recog—
nition than»intelligence is as alterable as othzr human talents" (Cross,
1980, p.lO). Cross reports that of more than 135 traits of intelligence
identified, eighty arehmeasurable. I1f these eighty human talents were®
grOuped into six categories—-academic, decision—mahing, creative, fore-—’

casting, planning, and communications~—90 percent of all students in a

N schol system would be above average in at least one of the talent areas

RV

(p.-11). Such optimism is spreading to. adult education classes where the S

development of human resources,holds promise for students, irrespective of
Y .

a possible decline in single aspects of their intelligence.* If intellic

@

gence canhdecline, pérhaps it can also be rebuilt.

Memory

~of students as they age is in respect to memory.

]
=

Perhaps one of the more apparent differences;in mental functioning

- Just as intelligence is'a function of biological potentigl.
and differential exposure to knowledge and motivation--this .
.differential exists for memory as well--those with higher

|



intellectual function (measured by vocabulary level),
retain memory and capacity (Lumsden & Sherron 1975, p.92)

A test has been developed and.cross-valfdated, using the Wechsler Adult
“ Intelligence Scale, (Grolelueschen & McQuarrie, 1970), which recognizes
that there are at least two types of memory (ehort term and\long term)

~and three processes involved: acquisition (registering, learning),
storage (a chemical basis'traced through the nerves), and retrieval
(recognition and recall). Such studies aid not only in the measurement -
of memory and its: development or deterioration, but serve to suggest aids
that can be used to preserve it.

Botwinick (1978) presents a comprehensive overview of the studies

: conducted about memory‘and discusses remedies-:for lapses He uses the

terms primary memory'" (which is . transient, short term memory), and

"secondary memory" (which is the longer-term, more durable type) quoting

studies by. Cra§k (1977), Saethouse (1976), Gordon and Clark (1974),

Clark and Knowles (1973), Walsh and Jenkins (1973), and Trueman apd Kline

(1972). 1In his summary, he includes the generally accepted ideas about

forgetting' (a) In general memory deteriorates with age; .(b) meaning-

is remembered best; (d) speedeqﬁlearning is generally poor learning,
reidily forgotten, (There is a/arop in efficiency of learning, compared
with the young); (e) probably much,of the decline -is because the material

was not wellwlearned in the first place (chap. 17) . !

) The memory span (the ability to recall ;&Eeries of Jitems) was
found to imcrease up to early,maturityland to show,aat most, a slow
decline thereafter. Lumsden and Sherron (197§§ reported that although
there was an increase in the number of intrusions, age did not markedly

' . o«
. affect ability to perform the required mental operations as 1bng as the’

material tnvolved was familiar. The hypothesis was that relatively poor

\
J

~ g .

ful learning is retained better, (c) material with a pleasant connotation
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performance of older subjects o' a task involving '‘higher mental functions"
may be attributed to their relatively short term memory capacity, par-
ticularly for unfamiliar materiai. TheﬁQSummarized the recent literature
pertinent to memory loss concludingﬁthat although there was'no apparent
deterioration with ;ge'in recognition, in voluntary recall there was a

/ ;
loss of‘almost SOZ‘(p.72), Studies by Goulet and Baetes (1970) on memory

storage and aging raised the questions abpnt‘imperfect acquisition,

interference or retention, and deficient recollection, all of which

findicate\nszﬁiiiections for research about human memory.
w

Learning ‘ . | . _ ,
There is a symbiotic relationship hetween memory and learning which
gives rise t0'difficulties in meaSurement. These difficultiés become
increasingly apparent as researchers attempt to distinguish differences
that appear between adolescents ani adults during the examination of

[y

their learning. For example, 'factors such as housing, and the economic

Rl

and social position of the'tamily deeply affectﬁa chf&é's educational /
performance. This is not less true of adults, it is more true" (Kidd,A
1973, p.11). hlthpugh there is dissension concerning whether the differ-< )
ences due to age are of .degree rather than kind, few would admit that
there are no differences Vhatsoever. ’//
Errors of omission, generaily attributed to increased cautiousness%. | L7
also increase With age. The fear of being wrong prevents many from
fﬁresponding which in turn weakens the‘learning process because it becomes
less active’ Botwinick (1978) concluded that "what may seem like a
/

learning deficit on the part of the elderly may not be that at all. It% _ o

\*.

may be a response or performance characteristic limiting the expression

of what is learned" (p.271). : . _ -
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Rigidity often increases with age. '"Highly specific role prescriptions
concerning appropriate.behavior-and obligations learned and inculcated |
fluring youth and adulthood may turn out to be disfunctional for elderly
persons facing changing social environnents. . " (Lumsden & Sherron,
1975, p.94). The threat of new situations and changing values develops
in adults, in direct pronortion to age, increasing the tendency'towards a
rigid mind-set. The notion that advancing age carries with it the in-
ability to learn new things may have resulted not so much because of a
reduced learning capacity, but because of prior learning and values.
"Retroactive inhibition" or interference, where the learning of the
second thing interferes with the first thing, increases with age
(Botwinick, 1978, p.295). This ohenomenon often interacts with increased
aroussl or anxiety, fatigue or depression to compound its effects. It is
essential to ascertain whether rigidity is really independent of the
ability to learn because many adult students are threatened by tasks,
especially if the material is difficult, and this manifests,itself as
rigid—igpearlng behavior. - When people find learning difficult,Athey may
rely on previous ways of learning, as well, repeatedly trying the same

ineffective wgys of acquiring information rather than doing nothing, or

they may simply drop out.

&

R Kidd (1973) élaced special emphasis on Gagne's theory concerning

variables wh1ch affect learning, discu331ng changes in ability and

: intelligence throughout the life-cycle. On the basis of well-tested

theory end experiment, he discussed both»internal and external elenents
which facilitate and inhibit 1earning and the major inplications for '
teachers. The eight different types of learning that Gagne conceptualized
for children should differ for adults, according to Kidd, in terms of

acquiring basic skills, organizing knowledge and stimulating productive

¢
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thinking. He also pointed'out the need for a wide variety of experienee

which would enhance the individual's capacity for problem solving and
concept-type learning ‘commonly associated with‘cognition. Kidd was not
alone, however, in his recognition of the work of Gagne and the possi-
bilities it held for application to adult learning.‘ Further studies of o
adult cognition were reuiewed by Long, thrary and Ackerman (1979) but
their recommendations were that more research was necessary before
definite'conclusions could be drawn. '"'There must be forthcoming imoroved
materials, procedures, techniques and methodologies which allow for
meaningful cross—age comparisons 0f learning abilities and memory-
functioning efficiency" (Lumsden & Sherron, 1975, p.xiv).

Several studies were more specific in their conclusions, however.

In a study conducted on 43,877 military personnel, test seores were
analyzed in relation to previous formal education and ége (Sharon, 1971)

‘The pattern of the level of acddemic achievement in different disc1p11nes

A h}nged as a function of age. '"Knowledge of humanities, social sc1ences,

(#//;nd history improved w1th age while achievement in mathematics and natural

sciences declined" (p.23l). Many variables come to bear on such a study,
but the results certainly corroborate those from researchers who see a
p051t1ve relationship between learning and material that relates to the
experience of the adult students. Differences between old and young
groups in verbal learning were found to be greater.at faster paces than
at slowerApaces (Lumsden & Sherron, 1975, p;67)L For’older Students
there was,greager likelihood of interference from past hahits with
present learning (perceotion, set, motiyation toward achieyement in
learning tasks and selective memory).and there 1s likely a'relationship
kbetween abstract learning and educational level_and the“value placed‘

on learning (p.90).

2
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~handle considerable complexity in the familiar enviromment (p.72).

\\/\
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Interrelating two hypotheses regarding age deficits in performance”

on learning tasks, Monge (1971) hypothesized that older people did not

know how to learn as well as younger people because their habits of

learning had deteriorated through lack of practice and that adults
generally nad difficulty in concentrating. He suggested that people ﬁho'ﬁ
were more or less continuously engaged in making use of the tools and
techniques of learning should suffer little or no deterioration in
learning set. Likewise, Birren, Schaie & Warner (19775 found that years
of schooling were a more important variable than age.

Emotional and attitudinai factors, then, are partly responsibl;‘for
the decrease in performance that appears in later years. Increasing
cautiOusness associated with increasing age combined with the other
attitudinal factors led ‘Howell (1971) to conclude that, "the high-ievel
of error committed by old compared with young is suggestive not of age
deficits, but of‘special difficulty for the old in dealing with relatively
unfamiliar‘and leas meaningful stimuli but that the older adult can

Just as environmental stimulation is a factor in the development of
cognitive ability, "cognitive decline like cognitive developnent is
conditioned'to some extent on the nature and intensity’of environmental

stimulation" (Owens, 1959, p.334). Patterns ofiliving and socioeconomic

‘success influence Iearning, it seems, at any age level, but crossing all

economic and social stratifications, is the strongly substantiated notion

_ that age brings with it a mafked sloﬁing down of performance in a wide

~ variety of tasks. There is evidence, hoyever, that reduction in the

;o
speed of reaction and in learning is not as marked when it- involves

familiar or repetitive situations or when the subject anticipates the

stimuli (Lumsden & Sherron, 1975, p.91).

i
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Motivation

Although intelligence is necessary for achievement and success, it
is not a sufficient condition. eMotivation of adult etudents is a
significant factor; their reasons for participation are an important
starting peint for any research‘on adult education. "It is important to
conduct needs—diagnosis prior to designing and implementing a‘learning
experience in ordLr to ensure compatibility" (Boshier, 1976, p.24). But
in comparison to rasearch in intelligence, researeh in the‘field of
morivation is relatively new. .Contributing to its momentum, however,
are disagreements concerning whether the basis of human motivation is
intrinsicz extrinsic or a combination of the two. | g

é.H. Maslow (1970) conceived his theory of motivation on the hier-
archical deveiopment of needs where the lower, more primitive needs
(physiological, safety, belongingness, esteem) had to be sufficiently
gratifred before the seCOnd—ievei growth needs (cognitive, aeethetic,
"selfractualizatrgn) could emerge. These gro&th needs were plainly |
blearned continuously motivatihg and more individuélized but their
satisfaction produced pleasure and health and a desire for more learning.
Although these needs were insatiable, they could produce a feeling of well-
being,through total use of personal potential, leading to a balance |
between various conflicts, a heightened pereeption of realdity and a more S
creative individual. ) :

&

Houle (1972) in his attempts to develop an appropriate measuring’
instrument to determine the motlvation level of adult participants
found three distinct categories: goal-oriented (learners with clear
cut opjectives)! activity-oriented (joiners whe wished social COn%aCt)

and learning—eriented (students who seek knowledge). Inaccuracies in .

measurement erose, however, from difficulties presented by the complexity

o R et
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of hotivation and from discrepancies between what people said and what
fhey did. Nonetheless, Houle had trémendous impact in his fiéld,'fOCUa—
ing attention on the need for inéreaéed research iﬁ adult education’
based on normal rather than psychologically troubled students. He pér-
ceived a continuum of nat;ral developmental stages, each interwoven,
universal to human nature, but increasingly obscured by the complexities
of aging and socialization. |

Using Houle's typology, Shéffield (1974) prepared a list of fifty-
eight reasons why adults say they participated in adult claséeé. He
further catégorized them in five ways: 1earning—orientation (knowledge
fqr its oﬁh sake); desire-activity orientation (social, intef—pgrsonal,

often no connection to course content); personal goal orientation (clear-

cut personal objhctive); éocietal—goal orientation (social or community-

centered objectives); and need—activ%ty orientation (introspection, or
: |
" intra-personal meaning which may have no necessary connection to the

announced purpose of the cqurse).

“;Fuggher attémptslét iﬁentifying needs were made by Paul Burge#s
(1971) who testgd 1,046 adult learners who responded to an instrument
deﬁeloﬁed'by the éuthdr. The results were factor anaiyzed and séven

1

groups of reasons for enrolling in adult education class%s-were identi-

L

" fied: the désire to know, to feach a personal, social or a religious
goal,.tq escape; to’ take part in an activitf, and ;6 comply with formal
requirements. | |

_ At thevUniver51ty of British Columbia, Roger Boshier (1971 1972
1973, l976 1977) conducted many studies concerning adult motivation and
ound that most" adults are goal-orien&ated (to the extent to.;hich their

lower needs have been satisfied). He translated Maslow s deficiency and

growth needs into "life~chance" and "life-space'" needs, at opposite ends

o
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of a continuum. His hypothesis distinguished between the 1ife-chanée

needs (which were short-term, often based on external expectations of a

-

social-worker or employer or some other authority, and which ceased once

the goal was reached or the deficiency remedied) and the life-space needs
(where education was pert of a continuous manifestatior of self-actuali-

zing behaviors where, as gratification continu I, motivation increased).
The participants in the -second category had a history of part cipation

s and their self-actualization process was a more dynéaic, continuing

Al

i—\\ pybcess than what Maslow described. Boshier found that motives for

. - - “ )
participation changed with age and maturation and often as a function of
education and socio-economic status. - He further analyzed motivation in

J ’

his attempts to discover why students quit attending before completion

"

of a cours?. This led to a "Dtopbut'Prediction Scale" for the purpose
_ of predicting and diagnoéing dropouts.

Using Boshier's typology, Erikson (;978) found that life-space
mo;ivation reached a peak in middle‘adulthood.and then, depending on the
pensén's social and pSychqlogical circumstances, could turn more to a .
1ife—chance.orientation: He attributed this to either the "Disengagemeﬁt
Theory“lof;fhe.participant or to innate biological or psYchdlogicél
: _ _ .
decline. However, he'also found thét‘adhlté participating in adult
education were'usually anlelite group, in termé‘ofygducatioh ana socio-
economic status, so the results were distofted.

B Dicki@son'(i§§l) deQeloped inStrumgnts-to measure motives for
attendance, dogumentiﬁg seVerél;interesfiné'results: .young participants

were signifiﬁantly less inclined to be enrolled ngauserf cognitive

. interest than;oldér parficipants andeere more inclined to be enrollgd‘

because of external expectations; those participants with the lowest

form of education qualifications were more inclined to be'enrolled for

38
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profgssional advancement thén were Qell—educated people; and women had

slightly different motivation from men in respect to job-preparation.

A"Ankaimqst univéréél finding in studies of éérticipation is that partici;

pants haﬁeva higher level of education than noh-participants" (Dickinson
| ,

& Verner, 1979, p.143). '

Focussing on the “intellec;ive"'and "non—iﬁéellective" factors of
adult students enrolled in tﬁe‘Féculty of EduCa;ion,'in a recent Alberta
study (Wilgosh, Kimmis & Clarke, 1979) the prediction and correlatiop’
'datavSuggésted that factors involved in the academic performance for adult -
male and female students were different. "Consis * wi.h earlier re-
search, (Luﬁnenborg, 1977) the best predictor of univers.ty academic
succe;s for womeh appeafs to be previous academic success. .For mén it
appears to be possible that'motivational factors are of prime importance
(Wilgosh'et al. p.Sé). Whereas previous research had suggested that. the
e@ucaﬁionalvlevel of the respondent waé the most impdrﬁantvsiﬁgle factor
iﬁfiuen;ing pérticipation, Dickinson (1971).found in a stud§ conducted
with 510 ﬁarriéd male boﬁseboid heads resident i;:British quﬁﬁbia, fhat
the years_of'school c;mpleted by thevwife may aléo bé an important factor.
‘Ihe questions offmotivaiion}and participationvwere the‘only aréa qf concern

* that resulted in differences based on sex of participants. Several books

dealing spécifically with the psychological motivation of women have

become popular.in the paéﬁ ten years, including but can you type?

(Vickers & Adam, 1977) and Some Action of Her Own (Astin, 1976). In an

attempt to docﬁment’a type of soclological motivation in'transition.and
in order to gain better understanding of the characteristics and goals‘

of women who participatéd,fsﬁch books provide insiéht into ‘what the

’ poésibilities of curriculum goals and materiélsqgould be for adult

classes. 'We need to know, on the broadest possible scale, not only'whp

3
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progpective students are and what they want to study and why, but also
hhow much time they can and uill pPut into the #ffort."

Recent studies emphasiZing'deVelopmental stages that continue
throughout an entire life span have extended an idea that is commonplace
in both elementary and secondary education. Although Piaget and other
educational psychologists thought'it necessary to-measure and describe>
behavioral stages in children1 observation of stages in adult behavior
has only recently become respectable. These stages are thought to be
specific periods of personal development through which all human beings
must pass, and which together form a common pattern underlying all human
lives. An early researcher, Robert Havighurst . (1973) insisted that
‘adulthood had its transition points and its crises, its developmental
-periods in almost as complete a senée as childhood and adolescence.
Each developmental stage if not completed, leads tqﬁpnhappiness in the:
individual disapproval'by society and difficulty with later tasks. As
APiaget found when he studied children, Havighurst concluded that it was
necessary to combine societal encouragement with individual readiness
The theory of ages and stages has tremendous implications for teachers

of adults.

/

Recently, further studies have served to corroborate this theory'

vThe Person: 'His and Her Development Throughout the Life Cycle, (Ledz

¢.

1976) and Life Span Developmental Psychology. Normative Life Crises,
e

(Dantan & Ginsberg, 1975) typify ‘the more academic quantitativeiresearch

being conducted in the field, while Passages (Sheehy, 1976) and |

i

~ The Seasons of A Man's Life: (Levinson 1978), although still describing

developmental stages as origins of motivation, are more popularized
‘verSions of a subject that is becoming increasingly studied. Levinson
for example, presented the life-stages and transition periods of 40

40
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men, aged 15 to 55. Human motivation, he stated, was dependent on a
combination of social factors (class, religion, ethnicity, family,
political system, occupational structure) and one's self (the part that
1s lived-out versus the part that is suppressed or submerged).' He.
acknowledged as useful Carl Jung's use of the term "individuation''-—-a
developmental process through which.a person becomes more uniquely
individual
: In successive periods of development, as this process
\ goes on, the person forms a clearer,; undary between
. self and world. He forms a strongft tense of who he
\ls and what he wants, .and a more real! stic, sophisticated"
@ Qiew of the world. . . allowing him to be more independent
and self- generating (p.195)" -
Levinson s theory developed around his belief that the life

structure evolved through a relatively orderly sequence during the adult

" years, essentially the same for all men QQ'the study. These stages con-

sisted of a series of alternating stable ("structure-building") periods
and transitional ("structure-changing') periods--periods which shape the

course of adult psychosocial development.

= ‘ ' <

Sociological Factors

Adult education benefits from research in a number of disciplines

'including physiology and psychology, but sociology too -has enormous

<

implications for educational practice. Especially difficult, howev.r,

is the problem of isolating social issues from the others because of . e

complexity of their interrelationships. _Stress in adult students, for

\

example, has been linked not only to physiological and psychological
faCtorsi but to the influence of rapid advances in knowledge and tech-~
nology. These, in association with other numerous clusters of societal

changes (population, marketable skills, geographic mobility, and compulsory
,‘x‘{ ~N .
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, . ’ o)

retirement), placed demands oﬁ'society to regard continued learning as a //)>

necessiF-Qfor life. These changgs have destroyed certain sociological

P -
Py .

mythg} biases and)stereotyping about agé and ability, expandingkthe -
Spportunities for adult students to explore new possi}ilfties‘for educatiog
and allowing them to practice with se1f¥iﬁitiated‘learning. Three

existing trends in society which pave served to increése the quantity of
adult education, are the pfessing'socialln;ed for recurrent education, for .
community gducation and fér technological education. It remains for

educators to ‘examine the implications of these trends for the purpose of

improving the quality of education.’

Recurrent Education

In recent times, the complex, rapidly-changing nature of modern life
has made continuous learning a maior t”“ustvand‘adult education has become
[

a social movément to atcommodate tihat need. In an effort to pinpoint the

social forces underlying the re.ent upswing in the number of available >/

adult courses, Cross (1978) devised four categories: s

(a) National pressure for expanded educational oppoftunitiés
vhich has resulted in learning no longer being tied to a
physical location;

.(b) a combination of decreased emphasis on the credentials
of the educational provider and increased emphasis on
credentials of the learner (academic credit for experien-
\ tial learning); : -

&

_(e) a necessity for and pleaSure.from iifelong iearning;
(d) a shift in life-plan &ue to job shortages, | : ' : -
: Educétion is no longer a preparation for life, it is life. "A
fortqitous confluence ,of externa] circumstances has helped to accelerate

the trend" (Cross & Florio, 1978, p.vii). No.longer is the educational

system simply prépafation for living dominated by age progression. -

Fihipei A v meenst -
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¥
T. Byrne (1980) of the University of Alber%a in an unpublished paper

-

entitled "Recurrent Education," said

&

There will be a shift in focus so that what was formerly

viewed as a remedial process, compensatory, . . . will be

replaced by a learning environment which is an optimal

disposal of knowledge, resources and learning facilities

for the maxjimum benefit of soclety.
As the access to education becomes universal, the convention7l belief
that most learning takes place during youth will be replaced by the view
that learning has life—long duration This: implies the alternation of
education with othet activities including work, leisure and retirement,
in accordance with what.is possible and what is desired. One of the
crucial problems however, is that of the relationship between societal

and educational objectives and unless the two viewpoints harmonize to a

certain extent, tHe objectives of recurrent education cannot be reached.

Community Schools
—f\\ R 5
A second social thrust is the community school: movement.

‘

"Historically the focus was on the individual's needs, but recently. it has
shifted to the community s, whose problems are _more than’andldifferent
from the totality of the problems of the individual" (McMahon 1972, p. 26) »;
Where formerly emphasis was either remedial or cultural and later _ ?
business or professional, today there is emphasis on community needs uith
the underlying assumption that social forces, in turn, reflectvand shape
personal needs. Recently Dr. Staples (f980) announced that, "In Alberta
we may soon begin encouraging the initiation and devélopment of. »community
schools" (p.l6). Many facets of the community will have input to deter-
mine what community schools should teach.-

" The components of community schools involve and concern adults as

well as youth in designing programs for their own use. By maximizing

SIS e R A e
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“the use of community facilities, equal involvement activities are provided

for students of all ages, not just recreational‘and vocational, but

academic;; Thejkey"to relevance of the programs is a systematic identi—

fication of needs through surveys, community. studies, checklists,

interviews, questionnaires, suggestion boxe§—- in fact the use of all -

available data. The voluntary nature of most adult participation in the

community school hampers strictly prescriptive determination of needs. é4
McMahon (1970) reviewed. the various issues connected to the definition

of community needs: concepts of educators, sponsors, clients; relation-,

«

ships between needs and desires; the balance between what he calls sur-

vival and self-fulfillment. ‘"Need may be defined dramatically in terms
of twin thrusts of valueerelated pressured within the community aad the
individual" (p. 25) Is a mutual agreement between the educational
planner and his clients always possible° The main thrust of adult
education, according to McMahon, is concentrated on the community's needs

>rather than on the individual's needs and onvsocial[purposesftather than

>

personal ones. He states that in the long run,the”common good is the

individual good as well, and that a "meeting of the minds" to determine

the program isg possible.

— 2
i . '

Many challenge this assumption. We do read, in the words”
and between the lines, that the techniques of the adult
educator can be used to train, educate and/or manipulate
adults by a variety of special interest groups to support
some policies and oppose others not on the basis of self-
interest and advantage but usually to lend support to the
status quo regardless of whether such .Policies serve the
public interest. (London 1973, p.65)

[ T

Others who question the relationship between education and other parts ¢

- of the social system require the educator to examine these emerging

educational possibilities before setting policies. 7

P e e



Technolo ical Education . d

"Technological change spurf{ and interacts witn change" (Coutts,
Clarke & Horowitz, 1975, p.9). But to derive concepts.about the future
of education based on soclal trends is a difficult matter vputurologists

A . . -

point out that the socialhconsequences of technological ch?nge present
’complexities and'difficulties of considerable magnitude" (p.d). Toffler
(1970) outlines more aspects of the use of t echnology saying that we will
witness the virtual disappearance of the fsolid 0ld durable leather
Binding

With vast libraries of data available toO him via computerized

jnformation retrieval systems, ¥ with his own rapes and video .

units, bhis own language 1aboratory and his own electronically

equipped study carrel, he will be freed’ for much of the time

of the restrictions and unpleasantness that dogged him in
the lockstep classroom. (p.275) ‘ Co :

Consistent with the attention being devoted to education as\a form
of social service, 3 number of specific studies have been concerned with
technological advances and their effects on education. Niemi (1971)
documented the effects of vi‘eo as 3 means of community development
in Rosedale - A White ﬁan' ﬁeservation. Rosedale, 2 small town fgur
miles from Drumheller, was used for & case study with'highly visible
.results Here the technology of the media was used deliberately as a
means of education for the purpose of social reform resulting in improved
»
standards of living'which could pe directly attributed to the efforts of
the research team.
Other jssues and media types were dealt with by ohlige? (1975) in
Media and Adult Learning and Johansen (1978) in Electronic Education
in which they advocate the use of teleconferenc1ng, among other-types,

in postsecondary organizations. Milnthorp (1979) cqnducted a study :

about the CBC program: wpeople Talking Back" in which he analyzed~ the

2l /
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use of the media for adult education.v McGechaen (1971) reviewed the role
of the National Film Board m adult education in British Columbia, and
later, (1977) the Tole of television ‘in tHe same province Carlson (1974)
studied "Telev1sion and the Educational Relationship" in Canadian open
adult learning systems and Waniewicz (1972) addressed the UNES 0O
Conference with 2 baper entitled, "Broadcasting for Adult Education."
Although there was disagreement about the value of these vehicles for
teaching adults, all agreed that the technology of communication was

becoming increasingly‘important and powerful, and‘that the educated

country not only would have to understand and use technology but would” _—

O- 5

: —;Ifsr .
‘need to understand the effects that the media had on culture and the e

" individual. Perhaps Dickinson (1979) best summarizes what society

v . A

requires from teachers of adults: an understanding of social change;
a’ sound philosophy of social organization, and an ap?reciation of the

relationéhip of adult education to the EOcial order. Adult education is

<@

not only a product of the sociological basis and therefore respon51b1e
to’ soc1ety, but is a means of developlng a framework within which students

view themselves and -their social .problems. "A healthy and democratlc

-~

society must bear in mind that although not all can make social policy,

all. may judge it" (Block & Dworkin, 1976, p 15) R o

The stage hag been set, then, for a synthesis of the data from various.

5 for the,purpose of applying that knowledge to a specific
Pl , .
circumstance. Research concerning physiological, psychological and

sociological factors involved in an English 30 (adult)- class, all of -~

which have bearing on curriculum development for that class, is in its

- infancy. However,/we have come to the‘realization that aging is a multi-

iy

faceted phenomenon. Alfhough it pccur independently at the > various

3

biological, psychological and ocial levels, these componen%ﬁg?enerally}P



3

/ 4
interact. Examination of this broad structure might stimulate‘;he in-

depth research necessary to determine more specific data on which to

base curriculum and instruction for adult learners. °
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As things are . .-. mankind is by no means agreed
about the things to be taught whether we look to
virtue or the best 1ife. Neither is it clear whether
education is more concerned with .intelléctual or moral
virtue. The éxisting_practice is perplexing: no one

. knowing on what principle we should proceed--~
should the useful in life, or should virtue, or should
the higher knowledge be the aim of our training; all

. #jree opinions have been entertained. Again about

- the means there is no agreement: for different persons,
starting with different ideas about the nature of virtue, -
naturally disagree about the practice of it.

ps .

(Aristotle, ¢.310 B.C.) {



CHAPTER 1V
- POSSIBLE“IMPLICATIONS FOR ENGLISH 30 (ADULT)
The goals and objectives of any educational process must be a

function of the problems‘of the learners and the needs relevant to thoée

. problems. Simultaneously, there exists in this framework the necessity
for analyzing’the overall purposes for 1earningvéﬁy ;;rtiqular subject
matter, or indeed for education at ali. These purposes must ;eflect‘then,
not only those values deriving from individualﬁ, but from organizations
and communities as yell. Synchronizaf;on of demands of ;hé students,
the subject matter, and‘the society sets.guidelines yhich promotes not
only tﬁe quality of the educ;tional process, but also its usefulness. Maiﬁ—
taining the relevahce between the learners and the course processes and l
goals‘in a c0ur5g ;uch as English 30 involveé'aesthetic as well as prag-
maéic considerations. Although unanimity and cégéensus have never'exisfed

' J

'in the field of educational foundafions, a major shift in emphasis has
occurred in_the past aecéde, making possible general statements concerning
goéis for an adult course.in the humanities. This necéssifates some_back—’
trécking from the pfesent situation which aSSumés that théy’coiﬁéide,
exactly with those of a course for adolescents. The purpose of Chapter
IV is not to dictate irrefutabégrconclusions riging out of a study of ghe
charactéristi;é of the clientele éo much as to dis%pss aﬁd suggest

certain péssibilities in aims and objectives, content, and methods in

 light of the research that has been conducted in the field.

“Goals and Objectives

Al

The educational philosophy of the society at large plays an

importaﬁt part in determining the goals of education at any level. There

49
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~in his powef to make amd remake, to create and recreate, faith in his -

has been a decided swing fro; the liberal, romantic sentiment of the
early ﬁart of the Seventiés,yto a more pfacficalf)basic\type of education;
Ten years agé in Aiberta as well as the rest of North America, the exis-
tentiai stress on tﬁe individual and individual freedom>with responsi~
bility tp oneself forlgoal—setting and decision—making marked much ed;;
cational thought. Rather than education existing primarily as an agenéy
for society, to set up and perpeguate a cultural heritage or to prepare
students to live in a democratic community, education supposedly existed
for Ehe individual as "an instrument for encouraging mgximum individual
choice and autonomy" (Apps, 1973, p.23). It depended heavily on the
students' own éxperience. Three prominent educators represented these
"Third Force'" humanists in the_Seventies ~~- Maslow, Illich and Freire.
The social and political climate wyas syﬁpathecic, reaffirming their

_ o . _
respect for the dignity of all humans, faith in man'E capacity to make

—

" decisions and the belief that a pluralistic society was. good:

In 1970,4the doctrine of Paulo Freire (Pedagogy-of the Oppressed)
was translated into English and its impact was far-reaching not simply as
political doctrine but in its recommendations for how igéividual potential
and freedom could be achieved:

Problem-posing education affirms men as beings in the process

of becoming--as unfimished, uncompleted beings in and with

~ a likewise unfinished Eeality Indeed, in contrast to other
animals who are unfinished . . . they are aware of their 1in-
completion. The unfinished character of men and the trans-

formational character ‘of reality necessitate that education be
an ongoing activity. (p.72)

The dialogue that Freire advocaﬁed required'inteﬁse faith - in man, faith
9
vocation to become "moré fully human" (p.79). Implicit in this teach-

ing was the belief that each student desires to know and to take an

~active role in shaping his society.
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The same.assumptions pnderlie the statements of»Brian Staples (1980)
(Executive Secretary of the Inter;departmental Community School Committee
of Alberta Education) regarding human beings as cooperators. "Not only
are they able to work cooperatively with other human beings but cooper;
ation is essential to their well—being—fcollectively as a society and as
individuals" (p.lé). The teachings of Freire advocated education
as a solution to'the injustices of modern societw but London (1972)
accused modern adult education of being essentially.a middle-class
activity which serves the better educated rather then everyone equally.
He fglt that the elite, the,advantaged;'and'thé powerful controlled our
society, maintaining the‘stetus Quo through paternalistic education, the
mass’media, and myths which allow them to dominate the decision-making.

Armstrong (1977) expressed the belief'that the Freire philosophy
has been basic to Canadian adult education. In‘elaborating this idea,
she compared the thoughts of Coady (the,Antigonish Movement) and Freire:
"The theme of social freedom and justice through reflective self-awareness
andiactive participation within‘a changing and changeéble environment is
basic to both"»(p.lj.

Like Paulo Freire,rCarl Rogers and others, Ivan'lllich (1970) criti;
cized the school,systen for perpetuating Eigher than eliminating class
differences. He»proposed."deschooling society" altogether He enVisaged
“netwprks' where people would become independent, self-fulfilling actors
with more equal access to educational resources, breaking the monopoly
which schools presently hold over marketable knowledge. People would
compete rore on desire ‘and ebility and less on how they were labelled

~ and controlled and allocated by institutions. Like others of his school

of thought he accused teachers of confusing teaching with learning

f\)Fauludy (1974) agreed, "that such confusion- can arise," in



societies which have come to confuse science with technology, fact?

finding with the truth, and data with wisdom; which have come to equate

meaning with consumption and civ1lization with comfort" (p.36). Dialogue

between teachers and students, fundamental to teachings of Freire and

I1lich, would equalize the role of policy-makers, teachers and students,
'

eliminating or at least minimizing the rights any one has to prescribe

' someone else's educational needs. Baum (1978) summarized this humanistic

-

v-philosophy of adult education by outdining its tenets: the belief (a) in

experience, (b) in dialogue and conversation, (c) in the presupposition
. that truth is multiple, and (d) that the teacher is the facilitator, and

(e) that education'is concerned with the total growth of the person..
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In retrospect, 1970 was notable for the‘publication of several books... -~

which added impetus to this movement: Not. only Pedagogy of the Oppressed

(Freire) and Deschooling Society (Illich) had impact for educators, but

The Modern Practice of Adult Education (Knowles) Motivation and Person—

____z (Maslow),vThe Greening of America (Reich) and Future Shock ‘
(Toffler) Since then, a discernable shift in emphasis i; educational

philosophy has taken place, with the needs of the social community taking
précedence. Sensitive to this shift”in the values in society and to the

: resulting objectives of education'”ﬁeffler (1980) takes his diagnosis

further by focusing on the directions in which the forces described in

Future Shock (1970) have taken civilization. Institutions, he claims,
w

must be multipurpose and multifaceted in response to pressures.thatvthey
J

be responsible not only financially and environmentally, but morally -.a
|

fundamental paradigm shift to responsibility for providing solutions
for social pollution:_ ' - _ . | N
7 Finally, as Second Wave Civilization wanes and its value system

-ghatters, a fifth pressure arises, affecting all institutions...‘._.
This is heightened moral pressure. (p.15) :

w
Ity
e
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This attitude is indicative of pressure from many areas of society to set

new_standards'for education where the development of the individual

__potential can be accomplished in a more structuréd,framework, aimed at

Abenefitipg not only the individual but the society. This allows the

institutions greater authority in es;ablishing‘certaiﬁ minimﬁm standards

.

and requirements. John Godfrey (1979), President of King's College

in Halifax, suggests ridding the system of the "palpable nonsense' of the

Seventies:

: . | .

‘We need to restore the notions .of competition, hard work and
excellence in education: we must forget the age of the students
and apply the same demanding standards to all those who wish

to learn. A tougher curriculum? Most certainly! Better edu-
cated people? Without a doubt! (p.2) ‘

In his terms the key survival skill to "unlock the treasure trove of

' prosperity"'and social progress is'education. ‘Considerable public support

accompanies the movement towards a tough, competitivé_education system,

" a backlash perhaps to the freer, relaxed attitudes of late. This is

reflected in I}ggwmagazine,vin fHelp! Teaéher Can't Teach." (June, 1980):
"Educatioh has become a tormented field where afmiés pf theorists clash,
frequently using language that is.unintelligib;e-tb the layman. Faddish
fhgories sweep the professioﬁ, changing standards,_techﬂi@pes, proceere;“

S ‘ , | o _
(p.52). Amid the cries for the return of departmental examinations, for

accountability of teachers and'admihistratgrs and for back;to—basics

education, the voices of Third Force ﬁumanists can still be heard from

" such prominent educators as Knowles and Houle who admonish teachers to

start with the students and their needs when setting objegtives.
Péerhaps the fragmentary nature-of adulp education is indeed the

essence of it. It might be unnecessaryvand‘indeed; détrimental, to

. . . ~ | L . v -
attempt uniformity and consensus. “Each of us,' wrote Yerold Apps (1973),

."must be allowed to‘possess two or three-phildsgihies at'the same time. ...
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for the purpose, I presume, of saving our thought from the deadly formality

>

-of consistency" (p.27). Even if the broader educational philosophy of the

. ¢ i . .
times cannot be entirely reflected in the objectives of English 30 (adult),

the public emphasis on practicality and utility in educatignal aims must

_Surely be-considered important. The other objectives considered essential

v

by institutions ‘and educators include assisting the students to improve
their communications skills; ailding them in informational retrieval
methods, leading them to awareness'of:the value and beauty to be found

in literature, and developing their potential as individuals and as
citizens. Yet in the instance of English 30 (adult), the outline of
objectives must be considered incomplete as the attitudes, abilities ‘and
needs of the students seem to have been neglected. The objectives of any
educational activities must relate to the rest of the lives of those in-

volved, but’ the English 30 prOgram and instructionar objectives presently

’implemented in this Province have been derived from the traditions and

characteristics of high school students.

Generally, adult students are distinguishable from adolescent students

in view of their. expanded experience and wisdomjétheir being better -informed,

their rigidity (old habits, attitudes a4 convictions are sometimes firm}y

entrenched), ‘their lack of confidence and self-esteem (at least ini—

‘tially), their readiness to learn, and their more immediate time-perspec—

tive. In order to accommodate these differences, the objectives of

English 30 (adult) differ(hot so much in kind, as in emphasis. The re-~

zsulting course showld depart from the balanced approach advocated by the

Department of Educati ' by being heavily weighted to compensate for def-

iciencies in he academic backgrounds of the students, especially for
threir lack of writing skills. Although the scope of the course recog—

nizes that the objectives must be humanistic rather thad technical,

e
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liberal education rather than training, emphasis must reflect the expressed
needs of the students, and these are most often career~related.
Many adults are either returning to school after a long absence,.or

have failed English 30 in the high school program. In either case, they

“need to regain and build self-confidence in their roles as students. This

is a primary objective. By understanding the transitions of adulthood
and by exploring the methods of fostering their personal growth, students

will increase their potential for success in the course, specifically,

-3

and their lives, generally. A closely4re1ated objective is that of stu-

dents becoming better equipped-to cope with changes in their lives, social,
political, economic and technical in a world that is predicated on the

belief that the educated person will have some degree of self—sufficiency

. and responsibility

| o f
A second major obfective pertinent to adult students is that they J

become.reorientated to the school enviromment. Not only a supportive

- teacher, knowledgeable about the characteristics of the students, and a

climate adapted to their needs, but ﬁhe acquisition of specific study

skills w1ll enable the students to develop their potential. In many

cases, their learning habits are; at best, rusty and . ‘they require addi—

tional help in learning how to study, organize information and write exams.
Since more education must be accomplished in less time, a third

obJective requires adults to take a greater responsibility for their own’

learning They must be versed in the skills of information retrieval

‘often beginning at the level that high school students, accustomed to

using libraries and catalogues, take for granted. Rudimentary knowledge

!

concerning%efficient access to information can make the difference between

suecess and. failure for students who, despite high motivation are.. limited

by time constraints and fear of failure.
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The fourth objective requires that students develop their analytical

othinking through the .study of logic, persuasion, and argument npt only for
self—actualization but for preparing them to solve community problems.
’Traditionally, education has been concerned with passing on the culture of
the society it serves, but adult students are in the unique position of
being simultaneously policy—makers and recipients of policy in their dual
roles as citizens and students Their understanding of community structure
andjfﬁz‘dynamics of its operation will ideally coincide with increased ex-
pertise in problem-solving to produce solutions to soc¢ial problems. All
this adds up to the growing awareness that the individual's responsibility

~

to society does not rest once he has accomplished his personal objectives

“

and once he can communicate on a level agreed on by the institution. The

_humanities are "the custodians of the ‘tradition of wisdom" (Capps, —1978, p.3).

-‘bThe 1earners adJustment to life S personal,'social and economic problems
can guide them to the realization that their potential for development holds

‘them ansvwerable for improving their world. .

The remaining obJectives are, closely related to those of English 30

'(adolescent) as outlined by the Outline of ObJectives, Alberta Educatiodn:
the improvement in the communication processes (writing, Speaking, reading,
viewing, listening, and non—verbal), and the increased appreciation of

'literature through exposure to its-many-forms. Most often, however, stu-

: dents registering in\English 30 (adult) express dissatisfaction with their .
inability to write, indicating where, in their view, the emphasis should
lie. A complete statement of objectives and course outline for the current

course are included in Appendix A and B.

| These educational objectives are highly ideological in nature,
couched in the unde;/ying psychological assumptions and~susceptible

-to prevailing ideologies of society. Consequently it‘is,essentialito
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view their nature as dynamic concepts, requiring recurrent examination®

and revision.

Content
The content of the course 1s significant and shodldlbe'appropriate (

to the population for which it is being designed in order to achieve the

teachers are as*weIi; ntly teach adult English 30 classes in

the evenings and high schoo ; qﬁlish 30 §aasses in the daytime. Faced -

with an evening class made up of students of diverse.ages, backgrounds,

educational levels and reasons for registering, the teacher must adapt

|

to half the time, a course .that was originally designed to f111 133 ’ °
credit hours. The underlying rationale supposes that adults are more

capable of working on their own time and can work more quickly than can

LN
v

adolescents. However, studies about adult learning indicate that adults

a _—y

Q%Ee more, not less, time. Condensing-a course designed for twice the
N ‘ , .
allotted time allows scant opportunity for adapting the subject mat-

prd

ter of the curriculum to the learners' diverse abilities,Tinte:ests and -
- cultural backgrounds (recommended at the Tri-University Conference on

The Role of a Teacher, 1979). If the length of the course were extended,

Ty

. 1 .
however, many of the present studentsvwould be forced to withdraw, because
their time’is at a premium. It seems highly unlikely that these students .

would attend at all if . they were ‘required to spend twice the length of

c

institutional time in class. Consequently, the curfent practice‘of merely
- concentrating the course content seems less desirable than'choosing new

" materials ghat could be more compatib§;vyith the values.and maturity levels

of the students. .
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Thé;gecond provision for mature students allows them tovtake academic
courses in high school at whichever level they wish, as they may have the
prerequisites, English 10 and English 20, waived. This too presepts a pro-
blem in'English 30 (adult) as the course materials‘are,‘ior the most part,
based on the expectation that students have mastered skills and knowledge
of the prerequisites How easy it 1is for teachers to be led into confusion
in the at%in;t‘to provide the essentials of all three courses in 66.?
hours, wildly'supplxing work sheets of definitions and supplementallbiggra~ .
phies of aqthors. The pacing of the material in English 30 (adult) requires
that thelteacher not panic, storning the confused students with paper, but
rather bliminate the trivia, the excessive detail, the lnxury of minute ahd

'

elite technicalities Bruner (1973)'says it well in The Relevance of

_Education: "knowredge should transcend functional fixedness and ego-

centric limitations saving the student from that most common blight on

human thinking: cldtter” (p. xii) . This view argues against charity -

. toward irrelevant detail. "It is not harmless; it is lethal'™ (p.123).

* Beside§ a'need f economy, 'the approach to addlt education will be ‘

——

via .the route of si ations, not subjects” (McMahon, 1970, p.82). It

seems logical sinc ,students do not always have the necessary background

: information conce ing genres in literature, and since students have

countless times demonstrated greater efficiency in learning when the
material {s closely related to. their experience and since learning is
often proportionate to the extent to which these programs are geared to”

-the real-life problems and interests and needs of the students, that the

- subJect matter be organized- around themes. Although most of the required

“knowledge can .be systematically integratedfi?to -the thematic approach,
much of the original confusion and thraut of the situvation eould be re~

\

duced or ~even eliminated. Thematie investigation 1ies at the heart of

[
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- suitable to.an adultfclgggéthan to a hiéh-schoolAclass;' Stone Angel <

e v
Freirefsndialogue: "Problem~-posing education affirms men as being In the

process of becoming~~ae unfinished, incomplete beings in and with a like-

wise unfinished reality. . ." (p.72).

t

Once relevant themes have been chosen (even though the actual’
materials are limited by the peripheral nature of the adult class and *

by the limited budget, as well as by the limits set by the Curriculum

5

Committee concerning what i§\considered appropriate literature for adoles-

. »

cents), the available books could be chosen on the basis of class exper—

ience and interest. These should take precedence over what the teacheéi?~

LN

is accustomed to teaching, or what is convenient for the day-time classes.

v

With the eiception of one study (McLoughlin, 1971) which could detect no
‘ . , 1 , et

correlation between gtudent participation in curriculum design and achieveJ

‘ment students are seen to perform better and more willingly when given

a voice in planning the subject matter and directinﬁ some of‘the emphasis

(Knowles 1973; .Verner, 197la) The students, however often have a highly

- . 9

omplicated set of expectations and a great deal of experience against

whisgh to check what they see—-but herein lies danger of distortion as

_to clérify their thoughts, discuss their worries‘anﬁ\untangle’their -

o

deliberations (Miller, l970) so the onus is 6n the teacher to make the = .

materials as relevant as possible to the concerms of the'students;'iﬁ4ﬂ
o : - . ' -
creasinéntheir chance for individual involvement and ‘capitalifing on the

o

lpossibilities of transfer from stored knpwledgepnnd skills.. :Coinciden-

tally, some of the existing novels in the present curéiculum seem more
¢ . } . o c .o

(RRE A o

.by Margaret Lawrence, toutbes on a theme which'has a centain immediacy

\for matuxe students, that of aging parents and the problems of coping

wiEh\géath in the family. Fruits of the Earth by Grove, likewise .

- ! N - o .
) . N : . ) . N - v . ' ’ - *
.. R N . . . .- -
. v . ~- -
: . P [N - .

N . Do

. -l i .o
well as enrichment/ Students commonly have the desire to talk things over,

.
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appeals to those Ygﬁ have been vauainted with the isolation and motiva-
\ i -tion of prairie pioneers. There is perhaps more empathy for Willie Loman

of Death of a Salesman (Miller) in an adult class who can‘'understand his

«

‘.t
ty

failure and frustration. Yet often this expertise held by 'the mature .

.

audience is lost in the flurry to teach’ ‘them dramatic terms and techniques.

-

Perhaps prov1d1ng adult students with new materialsuwould lessen the ten-

dency to compare them with the classes of adolescents on the level of

literary vocabulary. Just as unréasonable would beithe‘expectatiog of o ;
. : » q
equal le :1s of experience, maturity and understanding from teenagers.

Doubts concerning the effectiveness of schools to teach the basic
communicgﬂbbns processes are surfacing In the face®o £ the accusat'ions"»___‘f_\_J

: that writing is becoming a lost art and many who enter post—secondary

institutions are still functionally 11literate, new emphasis is being

placed on‘the development of language’skills. Howtdevastating it must be o ;

to face‘a long term paper (assigned early in the class) requlring the,

f&‘; B .
i *’engggapers nor "points of yiew". Oftén this would.be
3

Qf;acompa;iAgnyof points of view in two short stories when one is acquainted
U :

‘ents' experi—

~;‘-&h:ese students, for'fnstance lack confidence in themselves because early
A% , N :

. N . .




-ponsibilibies. Because of this, they lack time for reading, preparing
, , - ' -
papers and studying. They are responsib}e for family 1ife, often with

some negative implications arising'from resistance to their school atten-
. : . . N

/ » v dance from family jmembers. They are usually employed but attend Galasses .

. . E LY . ~
/ 7 on a voluntary basis; their.formal 'schooling lacks continuity; and, they S
- ‘”» ’

are often for various reasons resistant to too much directdion (Porter, 1970). °
e ' L R
These common problems require a g in the role of English teacher who,

although accustoned to discussing ideas nd values, ways of overcoming ;

alienation, restoring humanity, developing the ability to make wise choices
: -

and finding a’ life worth 1iVing, is unused to dealing with mature students P v

on their own .lével. Students who are concurrently voters, consumers, tax-

-

payers, parents, and employees;do not havevall.the”same reasons for learning

- as do their children. This fact must have direct‘bearing on the selsetion.“

- ' and organization of content. } ' > E ' =3

[ - " . )
\ .
T : > - N\ ®

Methods N R

- N . .
r‘ - = V'J-

* . Even total acceptance of desirable goals and?selectionlof adequate

© : . R - N . ‘ .." ‘
\ _ content would not automatically dictate practical classroom procedures. ° .

There are- considerable and valid differences between the
enterprise devoted to the large and necessary task of sdcial-:"~ -
.. 1zing.the young and that which pays attention.to the learn%ng . ’ - 3
" needs of the, world of adults; differences in purpose, scop@! ' o E
%ﬁ“@ &*«égiqtensity, andvavailable tesou¥ces, and consequently, wid )
: fferences in the appropriateness of the methods. _ . i
(ﬂiller, 197G° P. 8) T - »;w~ } , : .

s
fé‘

. .." v ‘ g‘ : L " ;. . i
ST F Adults are noticeably keener students than adolescents so the teacher
N e o

4

;-able to cﬁannel rather than inspire this motiva;ion. ln fact;.pre-
'viously cite&:gtudies indicaée that the desireito learn is too high in

,fi‘ _ some naturef;tudents ohstructing rather than facilitating learning. ‘Cgf'-' - Lo
“;;)ui Considerahly‘more has been done in studying effective teaching methodology g
:’," - when dealing with adult students than in investigating suitable materials |

o
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~of adult students for counseling. The consequences of such research have

-

for their level, however. Much of the exdsting research concerns itself

with stress and stress—reduction, t -perception, and the special needs

. been that the role of the teacher is shifting--becoming increasingly more

supportive, less directing. Although there are no available ntatistics

] . L]

. 'ﬁi on the average age, or the age range of students inﬁEnglish 30 evening
-

N ~

classes, if the reﬁbits of rqsearch in” closely—relaéid fields is applicable,

Id» "

each olass pfobablﬁ?includes a mgch more heterogeneous group of students -
N

‘kwifh respecg'fo agé and background ‘than the teacher would otherwise en-

counter; fhus,,tpe need for counseling on an individual basis is important

.

The older the-qtudents are in the class, the more acute the need for coun-

L

: seling will likely be. 'Highly specific role prescriptions concerning

appropriate behavior and obligations learned and 1nculcated during youth

and adulthood may turn out to be disfunctional for elderly persons facing -
(23 ' N
the changing social environments that are concomitant w1th urban liv1ng, ;

‘increased residential ‘mobility, and changing values" (Lumsden & Sherron,

1975, p.94). Additional aid is offered by Goldberg (1980) in her review
. . o

. . / .. 3
of the literature concerning counseling the adult learner and by -Rossman

2

“and Bam‘iﬁg‘ (1978). . I | - o

Often the students require f{bm the tedgﬁ;r counseling’on 1earning

_.

how to learn._ Since maﬂy students have been away from school for a

number of years, and otherg;have been in school recently, but have failed,

most are in need of ‘the. kngSledge and.skills essential _toglearn effectively.

,9 e,

. "The bettér educated sdbject has learned how to learntand has a set that

3

encourages association to novel stimuli—-withou?fan orientation to problem

solving, individuals may teqd to evade the analysis of the logical com~

poﬁentf of problﬁ?s and to /proceed on the basis of what thex think is ins

i,

. volved resulting in maladjgstment and low morale" (Birren & Schaie 1977

hd . - v -
. 5

-

sl . A

e

- b
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pP.64). Many leaders in adult education (%ough, 1979; Smith and Haver~

kamp, 1977; Houle, 1976; Knowles, 1972) have stressed the importance of

learning how to learn and,have made contributicns to the understanding /p#

and ir;wlementation of this vita. conr “pT. : S " {?
It is not only important that e teacher understand the nature o

learner and the learning process, but that the learners be made awarf of

the process too. The students' loss-of confidence in their ability and.

fear of failure make it essential that the teacher provide reassurance

in the form of emotional and gractical support. Self —esteem can be - E

developed (Brown 1979) and utilized in heuristic, life—experience,

SRR LRI Y [ A

K] -3
learning, leading students to 1nvestigate a subJect further for themselves o
L2 211 «
¢ 3
(Griffin, 1979).- The a@iect of aging on learning can be reduced when an o d
2 v @ :
adult’ educator helps the adult learner to understand the nature of his r. ”2

difficulty and ways of overcoming interference with learning. However,
since most English 30 teachers are educated in the ways of the secondary -
: student not the adult student, several resources ma& serve as aids:

Hueltsch" ”Learning to Learn in Adulthood" (1974), Charland' s A New. Look

-at Lifelong Learning (1976), and Bloom 8 Human Characteristics-and §Ehool | g

e S

. Learning (1976). Returning students who want to- sharpenﬂiheir study skills f
-and who, in. a brbader sense, want to.learn how to learn better will.find - -g

Practical advice in Study Skills for Those. Adults Returning to School ‘ ~ g

'(Apps 1978), a text pertinent to- English students because it deals. ex—‘
tensively with imprcving communication skills and reading ability.

3The educational environment is especially important for adults and
this demands that the teacher shift the focus of attention from t;ans-
. mitting content to- providing a setting rich ‘in resources needed for \
various kinds of inquiry Knowles (1974) sees a contradiction in much

of the adul€>educational practice'
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~'ment in which adults live and work, means that expOSure to new and sophisti-

'are encountering literary devices for the first time in their lives. Such

- wide discrépancieg within a single class, the positive results should of f—-

64

On the oge hand because of its marginality in the educational
establishmen it has striven for academic respectability by

_ hold: g on t;TtSe many curricular and methodological trappings
of tr&ditional echanistic schooling. On the other hand, because
its survival has depended upon its satisfying the real develop—
mental needs of voluntary adult learners, it has almost surrep~
titiously~-and often with a sense of guilt——adapted bits and
pieces of its curriculum and methodology to the organismic
model (p/301)

The organismic model referred to requires Jthat adult learners actively
participate in their ~own c:ntinuoua dfvelopment in flexible 1earning situ— g.
ations Hopefully this process moves the learners from dependency on ‘the .
system and the teacher to;:rd self-directedness. But this is a gradnals
process,‘requiring that scarce'commodity, "time"'. Optimally, such ah.épproach

i

K

“ro

W
[s(' -

fosters creative problem-solving skills, independent think%ng and bold VA

imagination, enhancing students selfhood by allowing them to become more
fully functioning people in a fast changing world where information quickly

becomes obsolete. Even though much of the material in an Hgglish course

" does not become" obsolete, the pace of - change in the technoloﬂ.!‘i environ-

~ cated means of learning is worthwhile in assisting students to keep abreast

of changes. Computer—assisted Instruction at this level would provide this
needed assistance and, at the same time, compensate for individual differ-
ences in learning speeds and background knowledge. Some participative

learning would be- especially helpful in remedial grammar, spelling and Tv )
mechanics of language by providing an interesting and efficient means of

: P ' i
supplying essential material in areas such as Efetry,,where many students ‘ ' ‘

vehicles of instruction as PLATO and\TELEDON are only a beginning and where

they will take us is impossible to say However, it is(an exciting prospect
_A. ¢

to contemplate, Because the benefits of individualized learning allow for

Y §

N
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4 ; _
set the drawbacks such as the exceedingly high cost of development and the

/

dependence on instructional technology unfamiliar to many English teachers.

~
Meanwhile students would gain assurance and experience in the use of tech-

g

nological information retrieval,
Audio-visual aids, another form of technology, can also play-an
important role in the classroom. However, whereas these aids are often ‘

used for motivation in the secondan%ggyhggl, they serve a different func- -

tion in the adult class, that of broadening the students’ experience as well’

as teaching them material.v Furthermore, though they may add richness and

variety to a lesson, in view of the research that reveals the necessity at

=

this level for simplification of approach audio—visual aids must be iﬁ'

PR

cluded with more caution in adult classes. Background noise and unnecessary
confusion should be kept at a minimum since- adults take longer to learn‘
material and already have less time in which to do it, Films, filmstrips

and video materials, therefore, should be used with discretion. This is

o

-

espec1ally s0. in the first classes where lessons must be conducted in a

-~

relaxed, straight~ forward manner where students can proceed at’ their own

speed in order to help alleviate their stress——a very real and detrimental

»

' problem for students.

o b Y

‘\A ‘second way to assist in the area of stress—reduction is by placing
a ~

s

emgh&dis on the physical and psychological surroundings in the classroom.

.

In séﬁé égatances thts is difficult because of the peripheral nature and

. second—class status 1 tu the evening classes in some schools. Even
Et .

£y
T y

-recognéiion d& the importﬁnte of learning environment is helpful Not

“ 1

onIy’accommodation to declipipgj?h?sical health of adults but also the
vt

w

reductibn of threat to ‘them’ could be achieved through the establishment v

et

of an open, positive and supportive climate.l Attention to small details

rJ
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such as lighting and the reduction of competing noise could be helpful. 2

" Q:I

”Teachefsfﬁhbjfalk and write:ciearly, who avoid busy work, who are well- :
organized, who make time aliowances in the form of few deadlines and _ ;
‘shorter lesson assignments and whose.flenibility.is inoreaseq by the |
knowledge that the students needs and problems are concrete and demanding, - oo
. ' immediate_andﬁpersistent, will likely find théir efforts rewarded by‘more.

relaxed and productive classes (Langerman, 1974). There are those who will

argue that these techniques work‘at every level of schooling, but ‘that is

'y

RO PRI ILTI0 SRS P

not the question. It is not that their value £& denied for the younger

! age brackets, but that the role of environment grows in importance for

mature students who often have been away from the classroom for years.
-, . ) . . N . L ) N \)

PO IORY:

A compensatory setting for adult students_must increase in priority. With

the exception,of schools established principally for adult students (AlHErtaA

\

Vocational Centre, NAIT, GranthcEwan Collegeﬁ%&tc.) the present practice
» o ) o ‘:Jﬁu o

contradicts this theory, o L » 7~§5 ‘ S '_*2~ .
: ' ? s . ‘ ; e
. The anniety that is aroused by a problem-solving task inithejclégg;f.

k'\' - : . - . . - . . . . c- e
2¢J. ~ .room depends upon other face‘s of the class as well. Bachelor (1973)
. *. ) ‘. .

A
A

condncted a study‘at the University of Calgary-and fonnd'that'stress

depended‘on the reiative ease of thé;task as well as the stndent's‘cogni—
Vhtive'style.and‘ability. In 1978 in an attempt to identify in the instruc—

tional setting the stimuli that elicited anxiety in adult 1earners, the

changes “of anxiety level through the course period and the potent factors .

S

that brOught ahout.the‘reductien‘of anxiety Lam (1978) concluded the~
_ . & chion ot 1cL

, following.

of immediate implication td‘%dult learners, it seems, is
the recognition that tailoring course materials to the. .
capability of learners and establishing good human re- - o -4
lations between instructors and learners, as well as - v N *
among learners themselves, are two crucial aspects of Co
anxiety reduction. (p. 92)

»
_-‘.:.,,tta.‘c..u._.e“,_;,,.w, P 14'-95 L .;

- . : - . N . e :




Given these two underlying causes of tension, the implications are tfat

“(1970) Jensen, The Dynamics of Instructional Groups (1971); Knowles, .

'Introduction to Grogp Dynamics (1972) and Harris, Supervisory Behavior in

67

~at least one of them can be dealt with early in the course, that of -_'E

positive‘student—teacher rapport. of- crucial importance then is thaé&
¢ 1ss period where the English 30 teacher encounters for the first time
a . group of students whose anxiety level is often extremely high; indeed

high.enough'to hlock the learning process Recognition of this possi—

'bility is the first step in alleviating this high level of emotion or to

some extent at least, in combatting it. A second study conducted bx)

© Lam (1975), indicated that the level of stress does indeed diminish some—‘

o
- whageand there is a transformation of adult learners between the beginning

“and the termination of the course. Consequently, there 1s no need to @
water down the subject matter,,&g@t to rearrange it so that it is not : ////
: FEREO Lo )
- vy Lo -
front—end loaded. S ; L - . , ~

«

For adult students more important initially than learning content
is ;elaxing and becoming acquainted with each other and with the formal
school process. One of ‘the ways in which this can be accomplished is ' w

through the use of _groups in the classroom, "Paradokically, it is often‘

_»through the creation of the right group atmosphere that individuality can *

'best be released" (Murphy, 1972, p.6). Innovation and experimentation with-

""the use of groups as a learning model is increasing and supporting research

B
can be found from many sources, including Miles, Learning to’Work in Groups

i o

~Education (1975) The group approach lends itself especially well to a
 ar

| incidents, simulation games, group discussions and projects all lend

ks

study of the humanities where a discussion of ideas 1s- often as important

as individual study. Participative learning, i.e. role—playing, case/

themselves to the adult learning situation.




> _ . ) ? ‘ 68

-

',’»-:‘l:‘)f hj ) . . N . ) ) .
4 : An impressive and comprehensive summary of current .empirical research

pertinent to the instruction of older adults was'eonduoted by Morris A.

Implications culled from

i

Okun, published in Adult Education (1977).

" recently published research were.categorized'under Gagne's instructional

?

variabllh. Okun stressed that the rate of presentation of information

was an instructional'varishle which increased in importance with the

L4

,..

—r - B ' A
advancing age of the students. By presenting new information at a fairly

T slow rate, by allowing the adult learners to proceed ‘at. their own rates

¢

1} o "
whenever feasible by providing learners with ample time t01re pond to

questikns and by presenting a limited amount of material inlany single

, .
. presentation to prevent swamping effects, the teacher could facilitate

learning in a-vety realrﬁg?.

- A second concern dealt with the organization of information. If new

¢

) information were presented in a highly-organized fashion with the use of

section headings, handouts and summaries so that the adult learners

e

could grasp the material, a certain amount of unnecessary confusyﬁn

(R 4
o could be prevented Perhaps this would also be true in a class at any
/

age level, but not to the degree that Okun found in a class~of>adults.

Material'that wasﬁini%ially meaningful to the adult 1earner'and introduced
at an appropriate level, encoyraged the learners to participate actively

in the process of,learningr Learning strategieszsuch as encouraging the
adnlt learners to~generate their own mediators, mnemonic devices and

verbalizations were some of the devices advocated by Okun for the purﬁose
of training adults how to learn. Although;Okun's research can be useful,

a

in practice; it is highly unlikely that' any one nodel‘of teaching or

one specific educational envgronment will suit"alldgéggses.

J
!
i
:
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* ‘ gentral constructs of eight prominent learning theorists, delineated the

e

t‘Aoperationalize these implications of learning theories into classroom

69

Teacher effectiveness is defined as the capacity to present

the same lesson in a variety of instructional forms ”

(environments), to select and use that form most appropriate

to produce a desired outcome with particular groups of ' .
students, and to shift to a new form when necessary. v : /
(Hunt, 1971 P- 52)

@

Although this concept hasxbeen recognized and applied from kinder-
garten to Grade 12, it is only recently in this country that those ‘students

in the higher age brackets were considered to have characteristics distinct
- D _

enough to merit attention. The matching of a specific teaching mode to
any class 1s predicated on“a knowledge about and an upderstanding of the

nature of the students in that class. "Effectiveness therefore includes

both.the ability to use differential approaches, or to radiatemspecific
: \

environments, and the understanding of when to utilize a specific er iron-

mens or shift to another" (Day, Berlyne & Hunt, 1971 p.52Y.
An ambitious review which undertook to divide the major learning

theories currently adhered to into three approaohes and to summarize the

implications of each learning model for instruction in adult education

(Dubin & Okun, 1973) " Such summaries serve not only to integrate , L

,existing research by contrasting and comparing data concerning the pré—

. cesses by which adults learn but can also generate further studies to : %

deteriine the extent to which different approaches to learning can facili-

tate the process.' Learning models could,-in turn,‘assist the teacher to

T RS i sy e

o~ . . N
¥ . .

formulate a working ratidnale'for instruction : ‘ I ;
How the implications of all learning theories can be implemented is
beyond the scope of this paper however iearning theory has helped provide

guidelines~€or responding to twe central questions. ‘What are the differences

o

i
!
]
_between the meang by which adults and teenagefs learn? How then can we —4~1. N : 3
. i
3

. i
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possibility of declining standards. It has been suggested that the. 5
N

equalization of opportunities has resulted in a certain watering down of '%
the course previously taught, Institutions of higher learning recommend ‘%

of the course. Many adult educators argue that the requirements should

70
'practiceT

, The final phase of instruction—~evaluation-—is difficult ‘It 15 only
after the students have been identified and the objectives of the course
have been refined that a suitable method of measuring and appraising
results can be designed. At present English 30 teachers are responsible p

L "
for total evaluation of their 'students who have recourse to the Depart—
mental Supplementary Examinations if they wish to write the Provincial
examination. There is often a time—delay, however between the completion
of the course and the date of the examination, causing a certain hardship
for'the students - Whether or not the same criteria for evaluation can be
applied at the adult level as at the high school level is debatable. _ k
Since public and othér pressure has opened ‘the academic doors to

students who were previously denied access because of gaps in their _ }

Erra

educational background, there has been some public outcry against the

.more stringent standards of eXceilence especially in written portions

be not less difficult but simply more flexible.' The present practice
easures the students' ability merely in terms of written essays but this

cannot possibly measure accomplishment of many of the obJectives outlined

in this chapter. Indeed there must bé quality controls .on writing ability

Ve e Biic o e :
S e R g bty

with minimum level competency that can be evaluated on written examinations,

but other avenues such as evaluation of the progress of the student from the -

commencement to the

Oral examinations guld perhaps be an option, or empﬁisispon‘problem o ' é

&
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.;and worst in challenging ones. Although this can be modified somewhat by

--preparing students for the testing situation, "test anxiety has been

. L/ .
- students can be made at this stage, certain exploratory studies are -

.are Steel (1973),'Evaluating the Attainment of Objectives in Adult Educa-

vthe responsibility for the selection of objectives, content and format

" 18 a primary goal. Knowles (1973) is especiaIly emphatic as he advocates

L

71

solving ability in social situations, groups and panels could. perhaps

form part of the basis for the final grade. In many cases, because the

English 30 class is an isolated experience for the students, the teacher

has no recourse.to any back-up records from other classes to assist in

the evaluation process, so optional avénues of evaluation could be

R

_ followed. For many. adults written examinations are the worst possible

o

way of being tested, a method which contradicts the recommendations of

educational psychologists in that it encourages competition between adult

v

,'students. "The increasing insecurity and susceptibility to stresd of

;aging ?ﬁdividuals becomes particularly evident when they are placed in an\

-

- :" !I! N
'
.

with that of othe " (Botwinick 1978, P.265). The performance of ¥
L 4 | ‘

evaluative situation and tobld that their perforﬁance will be compa

¢

older people in classrooms was. clearly best in the supportive situations

demonstrated to be a potent negative inﬁluence on the academic perfor-

oy s, . .
B e T s B e+ s

mance of college and university students, as measured by reading compre-
[y ) i
hension tests" (Wark Bennet & Wolinski 1980).

RS

A

Although no definitive statements concerning the evaluation of " adult

T RN e

opening the field to further questioning Good examples of such studies ~

-

tion, and Fathy (1972), "The Role of an Evaluator s Values Should Play in

. Program Evaluation". - S

Nonetheless, most adult educators recognize that the students share

3
I

of the course ‘and thereiore the devel ont!gg self—evaluative individuals

-

that h%pan resource development be more, "education" ‘and less "training"

R BNt i il




f

in order to prevent the obsolescence of learning. This is based on

the fundamental conception of adult education as continuing education~-

N

.reduiring rediagnosis of'learning needs. 1In this diagnostic process

L

learners are assisted 1in identifying their own learning needs, planning

the most effective resources and strategies for their. learning and deter-

mining the most suitable criteria for evaluation. Here the evaluation of

1

learning should iﬂclude some provision for helping the 1earners re-examine

-

4
their desired competencies and reassess the discrepancies between - what

their objectives were and their new levels. The aim is .o produce

autonomous learners,

As in thé other functions of: the teacher, it is imperative here
that the needs and characteristics of the learners come into play.

. . N ! ot h
Research is only'beginning to scratch the surface regarding this investit ‘
gation of'variables related to the instructional process.' In The Design
of Education Houle (l9ll) states that the planning of educational
activities must be based on the realities of human experience and upon
‘their constant change. This‘includes evaluation, and to use the same -
yardstick in an adult classroom that is used in the high school classroom
is both inappropriateyand misleading. While recognizing the concern that
mandates that every effort be made to achieve and maintain excellence in
English 30 (adult), educators must accommodate students who have a range

T
-of ages, backgrounds, needs, abilities and educational levels, all lumped

together»in the same class. The responsibility for improving skills in

3 .

students, (i e. to readrwith greater comprehension, to speak with increas—
ed fluency, to listen with keener perception and to write with greater

precision), rests with the classroom teachers. This-situation requires

=]

»that they play new and‘excitingiroles,as curriculum builders; innova-
N Co WL o : _

!
tors and eyaluators.
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balance must be struck between clients aﬁd sponsors. Educators

, \e
must assess the needs and desires not only of institutions but also of Co
communities and 1ndividuals in order to negotiate compatible criteria for

_estahlishing the goals and objectives of a course, for choosing suitable

coﬁtent, for selecting appropriate méthodology; and for measuring_results:

R
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. to people who don't understand.”

. Y ki
L o &
4. ’¢ /

. "Sometimes," saig,tﬁe Skin Horse, for he was always
truthful. '"When you are REAL you don't'miﬁd being
hurt." : : ‘

"Dbes»it_happen-al; at once, like being wound
up," he asked, "or pic”by bit?" e A
‘. "It dgesn't happen all at once," said the Skin

Horse.  "™You become. It takes a long time. That's

" why it doesn't often happen to pedlfle who break

easily, or have -sharp edges, or who have to be
carefully kept.. Generally, by the time you are
' REAL, most of your hain“has been loved off, and your
eyegfarop"out and you get* loose in the Joints and_
~very shabby. .But these things don't matter at alkl,
because once’ you are REAL you can't be ugly, except

(Bianco, i922)
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SUMMARY, RECOMMENDATIONS AND IMPLICATIONS

. " FOR FURTHER RESEARCH - ¢

’- . i -

' Summary ' L o , -

Occasionally a large~scale shift develops in education requiring a

P iy

’ﬁmajor reonientation in thinking ‘In recent years such a phqﬁbmenon has
occurred in the field of adult education, ‘the result of which has led to
3 lifelong learning becoming,the master conCept.‘ Although formal education
has long been viewed as preparation fqr living, the concept tqat noﬂone ’
| can complete an education is. currently becoming more . por-., r.‘ Although

[

the philosophy of . recurrent education is ot original ic is apidly re-

o B
gaining favor. in the dynamic process ,0f education. By foausing gp the
- o 2, . "
#F major issues that contribute to deve10pment of this framework ‘by

"lyze

.

che present situation in order to maﬁe suggestions to improve learning in”
. - () .

the fu Such synthesis of idéﬁiﬁinsures'that certain fundamental _
- . . =Y w v’
. : . yooooc. . ’ > Lo
t asked : . L T ' ~j4';w

N N
o . 3 o

'questﬂons' ‘ .
» .Ge‘f/;buting to

3

is new paradigm agre trends in econ%mics, politics,

demographics, sociology,f/sychology, technology, and philosqphy.
Specifically, shifts ‘in traditional roles, in occupational mobility and
in the amount of leisure time simultaneously demand increased educational
opportunities for adult learners: This increased need in society for .

) educating citizens justifies the _continuation of general education-

however ‘adult edUcation has come to be recognized in tg"light of

1’,‘nationa1 and international experience and research as not o y a social

=

necessity, but also a. human _necessity. S ///

- , . ),

A tremendous response to the increased demands for 1earning has

come in the form of informal non-credit opportunities provided in part

) 754 .
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by government agencies in Alberta, including the Department of‘Agricu'lture

~

- ""'“' and the Department of Advanc@g Education and Manpower, but until recently,

there haN_QlO‘t beewuf?icient numbers of students interested in. regis—

e‘.f’ 23

tering in high,scho ses to’ warrant sustained response from

[N

‘Albé'!‘?a Bdu’cation. Altpnough no exact figure's are available, indications
N : ‘
o are that adult student enrollment is increasing rapidly, rét;uiring new.

\

"dﬂ
attention from‘% ators. English 30, for e}afhple, is in demand because

R/

it is generally a prerequisite for more.,,advanced education a_s well as
being the only compuls‘bry course for high school xﬁat‘t,iculatibn The"

=
-t z g ul wn ‘ﬁ o
35l .

time $as cqme then‘ifor -an exami’nation of the English %,;currid&l«m
o e Ny ' .
o  in the light of recent research regarding the earning c@aﬁat;;eristics
- e - e .

of ,adult students and curren€ trends in societay in orden toﬁde(ermine if

S oo e o
? ;o st}%y are &ompatible._» The purpose of this study is. to make récommendations

r - W o
- D to cducationa.,l practitioners for adaptati%ns of}thle existing c0urse,

- < . .

: : ba§ed on thg premise\ that there are ﬁxfficj\e‘ P& A
A N s 7 INagY |
;. \ sfof adult learners to merit speC'ial attentibn ’.- paid t_odimprovi-ng the

i‘é R framework for goals, content and meuhods. " o , .

‘,4 _

lstinctive chara'cterict ies ‘

L
” 3’

;\r, T
. . »

%ere is a great deal of overlap between the various disciplines

.- .

b -
. and in becoming acquainted with the literature of these fields, one is

. .

r{_ struck by- the variety of Serms,, each with subtle distinctions, used’ to
. “ describe the various types of education available to adult students: p
continuing, community, compensatory, further, upgrading, advanced adult

p N ’

R - o basic ‘and experienti' -gi' the purpose of this st dy, however, the te;m

' ose students 19 years of - age or over who

. \L Fo
register in courses be they credit or non-credit,.,formal ordemal.?

"adult" was used to specify
- Specifically, the main concern was with those students registering - ~ _
LZ/’ .A (under wthe special consideratior, granted by Alberta Education) ina

' ahortened -‘English 30 cou&e. For the most part these are part-time
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students»who are concurrently employed and who- hav'g heavy responsibilities
. . . o

outside the classroom. ‘Thef also’ frequently have great disbarities in
0 ' ‘pote@tial, as they 'range w}dely in?age and experience and education.
As a result, such students place unique requirements on the classroom%eacher&

-

Based on- the assumption t’nat -goals, materials and methods must ‘be

¥ > .
_ a function of learnmer needs an att@pt was made to summarize current
; g ,,. o L v:’ B
»- o '.1iterature about the sta..c.e' 6f physiologic’al ppsychological and sociological

S

-knowledge about aging. fAimed at the prac

was made t}?&* provide a comg?rehensfve, so

. . S . @ , _ ‘
. »context of the adult learner for the purpose of guggesting a foundan\iﬁl ) ffqi

' - &Sa N a ¢ - .

for Eng],ish 30 @&ht) as welﬁ. as for mre%pecific suggestions cpncerning

~ o . R ,

ST materials df&"metﬁods that would be appropriate.. ek - .- .- "
* > o 5 9 ST : .
w4 0 L & ) R . } T - @

2 The contention that tegching alr is fundamentallx different from \

u." g

W teaching sem,].dren has gﬂvendtise to ontroversy within the field. The s

-

29 -
proponents of andragogy pres%ent five basic dimensions of diff‘é‘rentiation.&f’

B
difference in self-—concept difference in Qe}gperio&e Jdifference in

. readiness to learngidifferean_ in or'ientation 0. 1earning, ‘and’ “dsi\f’ference

Criti‘,cs,‘«howeve:,, contend that’ this theory has not .

3

in’ ?‘ime-—perspecti

, v been.-sufficiently well-established to merit'a -separate discip]@ne, Uﬁt
agree that there are sufficient differences’ in the nature of adult students
o - and ~their societal roles to support uhe demand for increased attention

b. LA

, to their needs. These needs rise out of a host of special conditions,
. ) (' . : ( -
-t o .Jincluding their status as part—time learners, theirﬁfinancial concerns,_ »

N [ ‘

Atheir increased responsibilities their-»general impatience to reach their :
.- - B 2 . - . . °
‘ . vgoals, and’ their lack of sequential ’learning patterns. ) : :
In» response to the unique situation in which adult learners gx;-: o

-

T placed institutions have’ increased their flexibility and accessibility,

1but/'f@4.milar accommodation on the level of actual course adaptation and

Tew . o &
- 5
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. L ' . .
yLeacher preparation has not been forthcoming Research in the field of
‘Z?‘\ e 3,

English for adults nas been sparse with the ey coptioniof studigs %iult
#eicher of which-d8al ®

Basic Education»gncmEnglishAaS a Second'Lan-;w->

with similar cl’entele or objectiyes to'those of English 30 (adult).
S a » o Yy . . v . @ .
Renewed fhterest in‘general characteristics of adult students has

{
been spu&red on by efforts ‘to determine ‘the actual potential of adults, and

o
'

~ o ascertain whether or not there .are any changes in potential as a

3] marked, but indiqate ‘a slowing—down o} espeecﬁ 'oﬁurea tion time*and }- .

o
[
A
- [
u 't
X
£
LY
iy
,
C ok
.
B -7
‘\
K
v,

Yo
..

function of age. Clearly, there is a progressive decline in some physio—

B
logical characteristics as a result of aﬂvancing chronologicar‘age——

A D

. .

especially sight,and heariﬁg’ Ot%fr physical ipdisations are not as -.

B ?ovement time. The effects of : environmental efficiency of body systems

~ L yo g,

o 9+ ;
exert a- signiﬁicant influence on the 1ea;ner. Educators who are aware

e G LAty

of these problems, howeﬂer, can compensate in the learning situation.

L3N

VP 1ogtca1 charactéristics are 1ess easily identified and measured
md

4-. than theirzphksiological counterparts. Despite the abundance of research

|

»

I :
‘about intelligence, for esample,,many quéstions remain_in the attempt “to

~ : , A
link it with age.. Socioecono‘}c status and levels of education are both

’

: important elements of intelligence and are difficult to control when

testing. Finally actually pinning downiQ\ what intelligence is and how it

y

can be'measured remains a crueial problem at all levels of schooling.

a

A'more apparent diﬁference in~mental functioning of students is in

. : o s . : : . .

respect to memory ' However, the generally accepted ideas about forgetting .?;.

ipclude ‘the realization that memory does deteriorate with age but that ~

' £
. material which is meaning\ul or pleasant is remembered best. Once again,

n
by

speed is a faqtor with a drop in the efficiency of learning. Not all

faces;pof memory deteriorat% at the same rate and recent studies raise ‘
. e - , . N ' : P SO .

more questions about imperfect acquisition, interference, retention,

- - I,’
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and recollection than they answer. : ) ’ . . }' /

" In their attempts to distinguish differences that appear between .
adoles’cents and adults during examination of their learning, researchers
document highelr levels of anxiety and rigidity in adults. ' éeveral major
contributors to educational léarning theories see positive relationships
between, ability to learn'and materiali that relates %o the experience of

. the studentsﬁ%pecially in adults. Inﬁadditioni they have found that
@e learning habits of many adults deteriorate through lack of practice

¢ and that generally adults have more difficulty concentrating The environ-

- d

ment in the case of learning, just as in memory and intelligence has
. ] C . Ak ~.‘\ . I . . -

: v .8 : j.gﬂant influence o ‘ Ow : - - ' a »
X l_:;jﬁﬁajor focus has been on q‘nofi\’ati‘on-—students reasons’ for partici— \f

' y. o
pating are coné‘iderétf crucial to the development of curricu'la..“ Research _ 'ﬁxj{l

w‘

_'z\' “ a0 . &q. &

on needs diagnosi.s has)taken many forms, but of latb the more popular “

/

v theories document developmental stages in the lives of adults. These are

-

i

‘ specific periods of personal development through which allohuman beings

Y j must pass, and which form a pattern commcgn:)to allahuman lives. Other

-

eofies have as their basis more so)ciological or biological

. W

J 4 r'eas"ons for. participation. Few, if any, oﬁ the existing studies, howeVer,
IRk TR pertain specifically to Albertans mgistering in English 30 indicating

¥
the necesaity for furt:her research before conclusions can be ,exact.’ - -

’ -~

Social ’ trends also shave enormous implications for educational practice.
e . A

WEne A T.hree emerging phenomena in society include the pressing demand - for re—

N Tt & q“sfi,.m«, Sl ;_ .‘_. ity \'iv'«" g PN

current edu}:ation blle recent focus -on comm!unity schools and the quickening _

PR

thrust of tec,hy‘gical education, all of which contribute to the upsurge

- . b4 - S ;o . JERS : o ]
‘of adult education. i L : ’ )‘ .

These sociological factors in combination with thecphysiological and
0, e

psychologi(:al factdrs of ‘the .learners situation provide the conte:q; of »

’ .

! B o o o .. . N . RN . )
N ) ) R L : . oo .- o - . . . . _‘



' adult‘éducation.: Synthesis of data from the varioUs disciplines could

reveal dipeetions for policy makers and might suggest application of the

resulting knowledge to a specifg circumstance. The realization that

g

agi@g is a multifaceted phenomenon coupled with the ABsumption that- 4@&&
1

curricula must reflect not only the intentions of the institutions but of

L] r
g the students and their world leads practitioners into new rd‘gs ast

’ . e v u.
curriculum designers and innovators. - PR
' o ey

The purpose of learning requires*an examination of emerging philosoh

.‘.;

phies, of education inw€:ciety. ‘In the paﬁ! decade there has been a. e .

‘decided sw1ng%}rom the liberal upma%tic sentiment of the early Seventies

to a more practical basic type oﬁ education.' Reacting against the

ism, the current shi&t puts emphasis on

o

. -

'Lthe needs of society, plaﬁwm 'responsibility for soIving social prob— -

- - N ' ) .. v . \ N : - \-r ‘ >
5 o lems onjan educated populacew Standards of ca;ion ‘are reentering the
. g on .
limelight allowing institutions greater authority in establishing minimum :@ )

competency requirements._ Perhaps this is simply a bachlash to the freer,»

relaxed attitudesAOf the”earlier period, but‘rather:than'being.merely a
: SN o S . A R S S

yl.. 1:’;‘ﬂ\\\¥ swing of the educational pendulum, indications are that a certain.pro-'

gressionhis in fact-taking-place.‘ Amid demands for the return of depart—
mental examinations, for accountability of teachers, and. for back—to—basics

- ' ¢ - e 3 .
¢ , y educatibn, the voiCes of the Third Force Humanis&s can be heard from such

-

prominent adult educators as Knowles and Houle.'_ .

PRV~ N ] a . N

‘The g&nerai aims and objectives for an. English 30" 'course should ' 17?_~
,reflect; a%@tﬁesis,of -the best of these«eﬁb tx;\e{es. . In addition to ‘

N Co . ‘renewed concentration on improving the communication skills of writing,
. BN c.,‘) -

I e reading, speaking, 1istening and v;ewing, are the longer-range objectives
-~of building selfJﬁpnfidence, ecquiring learning skills deve}oping

!/ ‘,;. . efficﬁi'F methods of information access, and cultivating analytical

oL : N PR L . ":‘ . . ] -
. A . '-.N - S e
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v

. thought processes. These objectives reflect an. emphasis on self—realization

in combination with social responsihility. Like most educational objectives,‘

‘ thede are”highlyﬁideologiial, dynamic an. susceptible to prevailing ideo- -

e

logies.‘ 7 'x"
V. i . . ) - ]
The content of the course, too, should be appropriate to the students.

x

S35 w v ‘

SpeciaI problems’ arise, however when ﬁeaéhers,axefconfrgnted by .a highly

terogen;;;s class and required ﬁb teach a course inphalf the usually
. . . ] . . R
a3 wa E > L -

: . B . ) o o
7‘ ] . : : i _,3V',- -"-:‘. , -

,,.J .

ﬁwuwtmw

-!.';A

The subjgct matter must be highly individualized tailored to the
W . o m ] ! 4. ’ o

ﬁty of learners'dreflecting- jectives which are a. function oﬁstheir

S s of
ing their levels»of ;pmsciousnesseso they can become aware
. .

rariety of fot!és that are afE%ctingvtheir 1ives._ Not only the -

: teacher but the students shohld gain an undegStanding of pbychological

LR A ‘v;\ |

.«

and sociological inf1u85ces eof how people interact in’ groups, and of
how they mature and change throughout the.lifespan, so as. to better cope

J, .
M 'v

with the rapid changes ‘in theirvlives. Because these students are, governed

B we, . e
¢ St s . I T . A

) by,special Departmental provisions which allow them%po complete the couxse:

’

' )
in briefer time and to take English 30 (adult) without having completed

6yt

-0

' ¥
e English 10 and 20 a fresh approach to materials and their organization

- ’/‘

\
could aid the teacher in avoiding the pitfalls of attempting to teach all

- -

three courses at once, or. bombarding the students with detaired technical
S P .. / . K ¥ ,
information-as background. Adult students are seen to perform better when

i
[y

given some choice in planning a subject but the onus is on the teacher o

to ensure that the materials are relevant capitalizing on the potential

of transfer from the stored knowledge and skills of the students. Since-

. the majority of adult students register for job-related reasons, emphasis

Lo . A :d-.‘

L should be placed ‘on practicality of the subject matter with respect to .

7 impi%ving the communications\processes ‘not only by accommodataag students

8

._'\

1 % et . : PO
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TG

u.states Many of these students lack confidence, espeeially in the initial

values and desires, but by ;!%bmmodating their physical apd emotional

v

stages of the course, and because of their heavy faa&%y, employment ’and

u‘ .
e

social responsibilities.are pressed for time." Their. schooling lacks

continuity, they are resistant to too much direction and tend to avoid

‘,ambiguous situations wherein they perceive .a threat. These characteristics
¥

) .

¢§hduld be accommodated by a shift ip the content away from the traditional

program toward a comprehensive and flexible program suited to the needs of

‘the adults. - S o g, \3

Compared with a regular high school class; t here’are wide differences

‘1.- well. Although some studies suggest‘*ﬁﬁ

e
" 5, i W S
. . 3 A
x FTARE ey
T

age considerable evidence exists to :,} B

dispute this hypothesis. But there?isja genéral consenSus‘of opinion that;

N

‘ with age cauéiousnest and rigidity increase, that there is a. general slowingj

‘ down in the learning situation, that ‘there is a high level of motivation but

A Y
that a loss of confidence in themselves as students causes adults to value

‘accuracy over speed and to be defensive at the possibility of failure.
o " """H rif s '
ThEre is, therefore, a need to,g eate '-~‘arning environment congruent

with the needs, expgctations and 1earning stylew.@f adults while maintaining'

the pace necessﬁﬁi&tﬁ cover’ the prescrihed curriculum. It follows that :

adult learners will likehy function best in a relaxed atmosphere with an

: emotionally supportive teacher who recognizes their tension and cOnfusion

Y

and helps them come to terms with it early in the course.l Initially, they B ed

&
o

will likely prefer a more structured class‘With mategial presented in a )

' highly organized fashion with many markers (headings, handouts, summaries)

g ’ AN

and devoid of irrelevant detail and complicated‘aids. As the course pro-

gressqg‘and students relax, their active participation in the class will

4

help bridge the gaps bet‘een school and their world. When possible, time

T - . o J oA
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2

" ““not necessarily bad but other avenues such as oral and student eVa,zations o

D

W

~

constraints'should be_lifted, allowing ample OPPQItunity for learners to
overlearn new materials. _Based on the‘assumption that\students will move
Towards self-directed learning as they mature, learners should be assisted
in identifying their own learning needs. ,“ the course progresses the

role of the teacher may.shift——becoming iésreasingly more - supportive, less
<directive with more emphasis on c0unseling. The teacher helpsvthe adultih-
Iearners to clarify personal goals to‘understand better the nature of ;¥§§

their difficuties andiways of overcoming interference with learning9 Hope-

fully, this process’ moves the learners from dependency on the system and
-

thg teacher toward self-directedness. '
. 4 . bt N

Qr- In the evaluation'process, wf%tten examinations can be used to deter-

mine if learning has in fact oCcurred for the traditional cogniti@e objec~

\..' ar
tives. Drawbacks exist however when adults are measured on the same

scale as adolescents when adults are placed at a disad%gntage because

o

; they are overly-threatened by exams, and when the objectives are subjective

~
and long range. "If the program s goals include developing self-esteem’ or

dbnsciousness~raising, how can this be measured7 As a safeguard against"

the possibility of declining standards,.quality controls on writing are

B . r’, g

c0u1d also be used Nonetheless most adult educators recognize that j"'
SN -

'students share the. responsibility for selection of objectives, content and

, \

format of’ the course and that ‘likewise, - the development of self-evaluative
LA 4

: individuals is a primary goal The aim is to produce autonomous learners

-~

whose objectives are in balance with institutions and communities. ”b

In conclusion, adult education can’ become the vital ingredient -
.«éf -

necesaary for the consoli ation of psychological and social factd?s in

sk, : Within itv bounda es there is scope for fostering the acquisition’

' . | ~ R . 83,
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_socially—responsible citizens.

o* s
g o
R .

‘Recommendations |
Recommendations based on an exploratory study of this nature must ofT
necggsity‘be offered not as rigid Prescriptions, but as informed suggestions,

" which are Subject to further verification both through research and through N

expérience in applying them in practicsl situations. ) , ) o .

U

- Institutional 7 .
1. vAlberta Education, vcou'ld fost‘& € : 'y't of English 30 (adult) .
. i"by endorsing a wider range oflgm}'i A S, especially in
. ; : ’ .
: 1iterature. This would allow -araier freedom of choiee for adult#:_
- ¥ V. N

students who in all likelihood have higher 1evels of maturity and

1jdifferent priorities and. interests than do their younger counterparts.

In addition to extended choice, special units designed to compensate

o for individual differences in’ writing and reading skills, perhaps in B
b I'Q f\‘q ,‘ﬁ . . < ‘:.

the form of programmed instruction, could be usefgl in heterogeneous
adult classes. S 'lb\

. ot N - : -' . - .vg
2. 'Alberta'universities might consider offering a widervrange'of'courses
/
; at both the. graduate and the undergraduate levels to better prepare o ,i:
1 K .W o . »‘_'
teachers of adults.q%%ssibilities for courses include adult psychology,\'

-
C— . - - i -

-adult counseling and curriculum-design. .] d L

’ . * . .
3;"rInstitutiOns offering high school courses to adults sh0uld grant .'j ©

T'high priority to providing suitable environments for adult classes.

The surrOundings should be comfortable, well-lit, and as- far as -

rpossible, free from interfering noise and confusion.l L .:;
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b Coudgeling services are-especially‘important for'adult students to

R . determine’realistic objectives based -on their vocational preferences
and personal aptitudes Counseling would help to reduce their per=
ception'of threat by assisting them to understand the nature of

Q' their difficulties. .

PN 5. Additional assistance which day~time teachers take for granted such
. - e

.

.. as, teacher aids, secretarial help and access to- the library should

R , ‘ ,also be made available for teachers and students of English 30 (adult).

- & :
6. Budgeting for the various subjects in the schooi}should include the_
k

FRd l"

needs of evening as well as day-time classesw«. , ’"'
. o d‘" T )
R N A In—service programs specifically designed foﬁhgifchers of adults "

»

. SR ﬁyould be helpful to those«te"v“.'b

tea:g;ng
.?‘\‘i}?f:
oW e

7 ' that level is inadequate,»m . B -

~

EN - N
Y P - - " ~

. q,' S o
ate - Instructional,# .

A_ ’.,,

"_students as well as their extended experience qaen choosing content.

K}

~ Emphasis should be placed on‘selecting material relevant to the needs -

v ) ," and characteristics of the learnera apnd rel:n oto their experience.

B . S In regard to short’ stories and noVels, for example, pérhaps those
3. R
. §? w0 o dealing with adult rather than adolescent developmental stages would/

2 have greater interest and relevance. S 'C o
-~ 11 ob . " . [ e, 1
, . .

Q?\ '.'v"“' .2, _Most frequently, English 30 is organized anound literary genres.

L] 3 . - I's : L .
. S ' !
- TR .'Perhaps if the. approach were thematic rather than generic, the . |

" students would be more able to relate new material to their own back-

S . T S . SR
L A T 7 '
S :;Mjfv‘grounds, integrating experience with education. In addition, focussing

Ta

T 7on central themes or. problems could encourage students to become .

£, ‘}bg';,v ,actively involved in- the class, reducing their confuslon in reaction

&

i.. Teachers of adults might consider the maturity levels &Jx _ L 5 ‘*‘:

! P



.vto unfamiliar,terms and detailed definitions.

e

ro.
1]

+

Some of the content should have soclal emphasis to support the ful-
fillment of;bbjectives,that are a function of society's as well as’
learner's needs. These, ideally, could rise out of the expressed

interest of class members in cooperation with the areas ©f concern

in their particular communities. ;' ' R

- Much material should be highly pr?ctical, with emphasisdon improving

! . -2
'.the students' writing skills Early assessment could serve as an

) Y

indication of the Specific areas of need, but there will likely. be °

a wide range of ability necessitating individgff rather than group

. &
4§ S S
.

instruction in this area.

AJ
(Y

'The methods in the English 30 (adult) clhss"&&e -of great importance Y

as the older the §tudents in” the class are, the more 16portant it is
B ,&ﬁa &
for the teacher to speak clearly, write plainly, organize simply and

proceed slowly Although these suggestions appear elementary, aften

Q-
4 . . -
.

they are not accorded Sufficient attention. T -é»-

F

__The‘emotional environment should be positive~ahd supportive*el

)

-, -

R

éstablishing good human relations between instructors’ and learners' ‘,7

. as vell~as‘among/learners themselves. Students would 1ikely benefit =3

from experience in groupsx both formal and informal as well as from,’

Aother participatory and experimental forms on learningh _: ., S {if
Emphasis on individualized inStruction with flexibility in aSsignments
perhaps through the use of programmed instruction for compensaﬁbfp

;-functions such -as: spelling, grammar, or literary terms, WOuld be an.

&

asset.J T o S )' ce : R K
coL ™ db : e L NREE T
Some of the confusion of students returning to school after a 1ong y
: ﬁ' . * * ~ ,.."

absence could be avoided through careful explanation o; unfamiliar :

terms and procedures, expecially concerning writing formﬂt (term ,

B . -

« . . . : -

AR : N . -

AR : b - - ol
. . o - . R
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paper, book review, e'ssa)}) ¢ Early pos.iti've feedback and 1ifting of
time constraints when pgsgibl rovide additional support for adult
| / on pPRatblepro cional sipp

. gtudents who find themselves in an unfamiliar environment. As a.

student becomes increasingly confident there should be a developmental

« .a

-bprogrqssion from teacher-initiated to independent—student learning.

v N

° 9, In the evaluat,,ion of student learning, written examinations should

. 'be supplemented by other fo‘s ‘of assessment such as oral exams, )

" . S -Student welustion and assig:lments. ?tudent~teacher interviews
< “? Qcould be used to provide student wit‘nwfeedback concerning their v

S a%g%? pr'ogress periodically t,hrougtSut the 'I:erm The final objective is .

. % : vto assist srudents in becoming self—evaluative, aidﬂg them to set‘"

< . (b '

,new objectives based, on an understanding of their personal cap&hilities '

. me],,icat ns f.OEFurther' Research:""" A
T 'T.‘v \‘ “

' vf.'l.‘ Detai ed recprds and s’tatisties should be kept concerning numbers,

5

'ages, achievement, attrition rate and . opin:l.ons of adult .students in o

'Englisll 30 (adult),

' * i ' L |
*In depth studies ars re‘quired to de{:ermine adults anticipated €

A
3

-‘benefits from English 30 (adult);.

| 3. More studies conceming unique characteristi’of adult students

LR _ could be useful in. setting guidelines and indicating appropriate

'content and methods for(f:nglish 30 (adult) 3

4.  Research in determining the 1e5rning styles or prefegences for any

ST R particular learning techniques among adults would be useful’ in pro-
e viding direction“’for teschers, ' D

a %

5. ‘Comparative studies in the field could examine the tasks and- functions

&

; ’ where older students perform worse than, as well as, or better than

. o ) . PR FE
Ly . - - L g - . T.
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younget students. fhey could.also indicate whether or not there are
significant differdhces between the needs and accomplishments of

males and femaleg, of urban or rural students, of low or high sogio- .
economig status, and of poorly or wel educated students;

More research is required to g%tend and augment present khowledé%
concerning effective teacher instructional methodologies in.adult‘
classes; |

An examination of teacher education programs elsewhere could provide
useful guidelines for-possible teacher education programs in Alberta;‘

i

Constant research is required to reassess educational needs of the

~community in order to adjust the objectives of English 30.(adult) to

changing economic and social priorities.
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APPENDIX A

3 ' *
OBJECTIVES FOR SECONDARY LA' JAGE ARTS IN ALBERTA -

\

LANGUAGE GROWTH OF THE LEARNER
-Basic to the elemencary language arts program are language growth
patterns which continue throughout the secondary language area. Since the
language development of a student may be iocated at any point on a continuum,
the language growth patterns provide points to consider in the selection of
learning actlvities for the learner at the elementary and secondary levels.
1. Fluency—-contro%
Fluency in communication is .a prerequisipe to controlled commun-~
ication; Language development studies show that students who
spea} more and write more speak better and write better.
2. ~ Active--oral--written
Teachers are encouraged to provide opportuﬁities for.physical
- action followed by oral communication, and finally by expression

in the written form.

3. Concrete--abstract

Understanding of the concrete generally precedes an understanding
+of abstraction. Consideration should be given to involvement in
activ1ties of action and observation before worklng with visual
and verbal symbols.

4. Specific-—general—~application

.Actention is often centered on specifics before arriving at

>genera¢izations, which are applied appropriately.

~

Secondary Language Arts Handbook, Alberta Educatlon Province

of Alberta, September, 1972. (Curren;ly under revision.)
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3. One-level usage--multi-level dsage
Langu;ge growth takes-place from one-level usage to multi-level
usage. The learner must move to various levels of usage to match °
the si;uation. |
6. Simple iénguage——complex language ' R
Simple'étfuctures must be understood before cémplex structures.
Following a dg{ermination of where the child is, the teécher and student
ascertain the partiéular objectives and skills to be stressed for the lang-
uage development of this learner. The language growth of the studenf is
developed in the elements of the language arts through one or more of the

activities of listening, speaking, reading, writing and viewing.

‘OBJECTIVES
OBJECTIVE 1. To develop the ability to communicate with increasing
maturity, iogic ;nd clarify in speech, writing, and‘in
closely associated expressive arpé.
a, Meaningful communicatién usually d?mands uni;y, ;b—
'herence, and empﬁasis of ideas regardiess ofvthe media
used. - |
e.g. ; a business~1ettgr
- an exposiéory essay
;- giving directions orally
b. Effective communication through film, drama, and
gther expressive arts depends upon both verbal and
non-verbal forms of communication.
e;g.i— creativé»dramé ‘ . .

-.a student-made film
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OBJECTIVE 2.
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Oral and written communication demands an awareness
of the unique nature of personal response which results
from both internal and external Influences.
e.g. — student presehtation of poetry
- group interaction following the reading

of a novel

student interpretation of a scene from a

play

a valedictory address

To develop the ability to listen, view, speak, read and

write with insight, discrimination and imagination for the

end result of personal satisfaction and enjoyment.

a.

Meaningful communication demands an increasing develop—

. ¥
~ment of the skills of relating, organizing, synthesizing,

and evaluation.
, e.g. - prepération and presentation of a speech

- baraphraéing of a passage

- students' evaluation of their own writing
The dgvelopment of listening, viewing, speaking, reading
and writing skills leads to an increasing insight into
lifeﬁ\ituations,‘enabling'the individual to judge
bette;\éomé of the vilues of mankind.

e;g. — group interaction in the study of a short

story, novel, a poem, or a play
L, '

- class response to a film
- a personal essay motivated by'a T.V. programy

a magazine article, a film, etc.
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c. Judgement ar}xes after comparison and contrast.
e.g. - the comparison of two poets living within
one century |
- study of characters from a short story
= evaluation of two speeches on the same subject
d. Comprehension can exist at both the literal and figur-
ative level. |
€.g. - examination of satire as presented in
classic literature and comic strips
- study of the figurative use of language
in slang -
e. The fuller appreciation of literature occurs when the
‘relafionships_between content and technique are rea-
lized.
e;g.‘- the communication of thought throﬁgh a -
poem, a play? a ‘speech or a film
f. fﬁe development of skills, in listeqing, sﬁeaking,
viewing, :eaéing and writing increases the individual's
-sensitivity to life‘situations.

e.g. - an examtﬁaﬁion of apd response to a variety
of life situations as-reflectgg‘in novels,
song lyrics, short stories or films

- é study of the particular ;se of language
in such communications as an acCeptancé
~ speech or a létter of sympathy

g. The ability to respond to a vafiety of situations with

insight, imagination, and sensitivity enriches one's

total life experience.
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e.g. - give expression to one's personal response
to such things as hitting a home run,
viewinéla rainbow after a shower, or walking
in briéht sunshine- | |

h. ' Awareness of relevanée and universality heighten theyﬂ}J
appeal of content.

e.g. - comparing current news items with occurrences

within a novel, ra poem; short story, or
= i

classical drama : ?A L

ir Imagination as well as intellect contribute, to the ful-
Fiad K

~
LS
[N

fillment ogyman.
"e.g. - role playing
To examine a variety of expressed thought with a view to
undqrstanding and responding to mankind's values, customs
and traits, and consequently, developiné,a value system
with which to make decisions aﬁd t0'1i§e. o
a. Sampling a variety of_expreésed thoughtzenaﬁléélfhe
individual to extend his experiences, thereby'in&;easing
his understanding of, and response to the values Lf
nthers. -

_e.g. - the study of the ideas expressedlbylpoets,
song-writers, journalists, novelists, bio-
graﬁhers, historians, scientists, or dr;mé—
tists of both past and prgéent

b. Such an ingrease i understanding and‘response assists
‘the individual in determining and eﬁriching his own
values. " | |

.o e.g. — an examination of material as opposed to

v
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spiritual values.
N c. The decisions which Jan ipdividual makes reflect the

values, conscious or unconscious, wh;Fh he accepts.

e.g. - student perso;al choice of leisure reading

maferials

— a personal essay on a controvefsial issue
OBJECTIVE 4, To encourage an aépreciation of the impact of changes in .
| style, media, and social influéﬁces upon the d;veloping B

English language.

a. The continuing growth and development of the English

language has contributed to the rich and changing

heritage of expressed ideas.
e.g. - growth in specific vocabulary as a resﬁlt
of current space exploration
b. Speech and writing often correspond to and are affected
by the developing influenceyof drama; film, art, ﬁusic,

- : ©
d graphic arts, dance, radio and television.

N
- \

e.g. - contemporafy song lyfics
f?> . —imodérn'telévislon and movie scripts
c. Figurééive language continues to extend meaning and
explain relationshipé[

e.g. - study of current slang, colloquial usage,

— scientific jargon.
d. The communication arté reflect the characterisnégi‘and
conventions.of a culture;

é.g. - ballads, folk tales

~ contiemporary television programs.

e , . ) . -~ contemporary verse
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SKILLS
APPRECIATE AND PRACTICE THE CRAFT OF THE COMMUNICATION ARTS
a. Examine the relationships between ideas.

b. Discriminate among fact, fictioh and opinion.

x. Use lib?ary resources. .

d. Create a unique communication.

e. Employ appropria;e mechanics, rhetoric, and syntax of communicétion.
f. Recognize‘and understand similarities and contrasts in language o

éﬁd media,

‘g. Discover the relationships between a culture and the expressive
arts of its peopie.

RECOGNIZE ANﬁ UNDERSTAND THE MEANING POWER, ' AND USE‘OF LANGUAGE

a. Develop word :attack skills. \

b. Derive wdr& meanings. |

c. 6se definitibn, classification, description, cause énd effecs,

comparison and contrast.

d. ‘Utilizerdenotative, connotative, and figurative language.

e. Identify, arrange and‘connect ideas. ~

~—

f. Revise for accuracy and conciseness.

g. Recognize and use non-verbal forms of communication. ™

. : 110



AP?'ENDIX 'B'

. *
COURSE CONTENT AND RECOMMENDED TEXTS FOR ENGLISH 30

ENGLISH 30
INTRODUCTION

English 30 is a 5 credit course designed for students seeking

matriculation.

COURSE CONTENT AND RECOMMENDED TEXTS

A. - Short Stories ) '

/

/
Text: Perrine, Laurence.

’Story'and Structure. New York: Harcourt

Brace and World, Inc., 1966.

Teacher and claes/aill select a minimum of ten stories for class

discussion and independent reading by students. =

B. - Essays { .Ah
Text: Bukton;\et al. (Editors). Points of View. Scarborough,

Ontario: Gage, 1967.
v
Teacher and class will select a2 minimum of ten essays for class dis-

cussion and independent regding by students.

»
c. - Pqetry )
1. Text: " Charlesworth‘and Lee (Editors) An Anthology of Verse.f
Toronto:

Oxford University Press, 1964

A number of poems to be selected for class discussion an

d independent
y

reading :
2.

Erpm the follqwing Sourg¢es, one or more poets to be studied in
depth:
(a) Leggett, Glen (Editor). 12" Poets. New York:' Rinehart

‘and Company, 1958; or Shakeépeare, Donne, Pope, Wordsworth,

Keats, Browningy Emily Dickinson, Housman, Yeats.

- - ~~—
111 S ,
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E. A. Robinson, Frost, T. S. Eliot.

Introduction and notes on each poet in the following:

(b) Chaucer: Canterbury Tales (Croft Classics)
1} . ~

(c) Colefidge:

Selected Poems (Croft Classics)

(d) Donne: Selected Poems (Croft Classics)

(e) Keats: Selected Poems (Croft Classics)"

(f) Tennyson:

Selected Poems (Croft Classics)

(g) Hopkins: Selected Poems and Prose (Penguin)

(h) Cummings, E. E. Selected Poems (Faber)
f

_ (1) Shakespeare:

Renaissance Poetry (Prentice Hall)

D ~Poets of Mid Century (Macmillan)

D. - Novels

One or more publications from the recommended titles included in the

list, Grade XII Novels.

Handbook.

E. - Modern Drama

See Section F of the Secondary_Language Arts

One or more plays from the recommended titles included in the list,

Crade XII Plays.

F.o - Shakespearean Drama

.See Section F of the Secondary Language Arts Handbook. K

-

o

8

One or more Shakespearean plays from the recommended titles included

in the list Grade XII Shakespearean Plays.

G. - Non—Fiction (Optional)

If time and interest permit, study one or more’‘of the recommended

titles included in. the list Grade XII %en Fiction.

See Section F¢of the

Secondary Language Arts Handbook

H. - Language

s
.
-, o

r % \ : "
Corbin, Perrin and Buxton. Guide to Modern English, Scarborough,”

Ontario; Gage, 1959,

(Currently under revision)
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