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This 1is a case study of a "situatiopfapproach" progiam “in
adult éducation: abﬁon—credit, ;vening program dgsigned for women who
were considering some kind of life change by eigﬁer retu;ning forr
further'eddcation, re—entering the labour'force, or 'changing careers:

The ‘specific research purpose was to describe, from 'tHe

participants' point of view, the experience of adult learﬁers in such
an educational program which attémpts to link educational endeavour
directly to the various life siﬁuatiqns in which adults find them-
selves. 'It was proposed'as a contribution to that research in adult
educétion which, using'qualitative're%earch techniques, focuses on the
educational process from_}he point of view of the adult learner.
N The study was based on five months of field research using
techniques of_participént—qbservation and in-depth interviews with the
nine pa;ticipants and course instructor. . Details‘éf methods of data.
collection, recording, and analysis are provided.

Analysis, of the data suggested that the participants' exper-
ience in this pa§;icular program could be characterized as an encount-
er of perspectives - the personal, pragmatic perspe%give‘of the paft—
icipants encountering the abstract, academicAperspective of the inst-
ructor'embodied in thg course cupriculﬁm. .

This major deLcriptive theme - an encounter of perspectives -
is used to order the description of the participants' experience with
data being p;esented to 1llustrate its sub-themes.. A sense of the

narrative flow of the experience is provided through a chronological

account of the class sessions’ and the interviews held with the one

£

v

W
¥
A
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participant interviewed most frequently and reguiarly.

The results of this analysis are considered as they serve to
illuéﬁrate two, key theoretical and practical isBues confronting adult
educators who attempt oto implement a “situation—approach” program
strategy: How can the concept of negds'serVe as a basis for program
:designz What is the role of the. instructor in structuring such a
learning process? These are briefly_d;scussed with reference to the

implications of this particular case study.
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CHAPTER ONE

THE NATURE OF THE STUDY
1. BACKGROUND

My decision to carry out this particular study came at a time
in my graduate studies when my interest in the "situation approach” to
adult educgtion programming cpnverged with my introduction to the
strategies and theoretical premises of qualitative research methods.
The "s#tuation—approach" refers to designing adult education
programs around the immediatg and real-life “needs” of the adult
learner in contrast to the more traditional “subject-matter”
approach. It is exemplified by an increaéingly large and vagjed
number of programs which are geared to the adult in .specific life
situations; for example, being newly divorced or widowed, changing
careers or planning retirement.
- ..Such programming %as received impetus -in the past decade by
the increasing currency of the notion of "lifelong learning” (Lengrand
’1970) and the concept 6f "developmental tasks” drawn from life-span
.)psychology (Cross, 1981; Gleazer,‘l980; Weathersby, 1976). But as a
programming'sﬁ;atégy it was”first described ana advocated more than

fifty years. ago by Eduagd Liﬁdeman in his ihfluential book, The

. Meaning of Adult Educatiaen: -

» R

"The approach to adult education will be via the route of
situations not subjects ... Every adult person finds himself
in"- specific situations with respect to his work, his
recreation, his family life, his community life, etcetera -
1situatigns which . call for  adjustments. Adult education
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begins at this point ... The situation—appfoach,to education
means -that the learning process Hs at the outset given a
setting of reality.”

- (1961:6)

I was ,intriguea with the Asituation—apprbach as a design

. principle and programmingf strategyx, I shared the belief that’
education should pro&ide personally relevant learningl:experiencetﬁ

But. it was the process by which this was accomplished that I wished to

"

"better understand - especially.when that -process was placed within the

context of a formal program.

I3

In practice ‘fow didathis'process.work?; What was it like for

- fgg'adult who goes o a class in which educational activities will

k)
"presumably assist him. or her to address <life 'situations in some
i B . - . o B . \ , v .
‘meaningful way?f What were the’ connections between the spheres of

K4

classroo%'and dally llf%>as they were construed by tﬁE adult learner7

T

These questlons Temained. only general in nature and .1 did not

//
coF31 er them a ba51s for further study until I 'was introduced to some
6f th

»

educatlonal research using qaalitatlve methods. Studies by
such researchers as Cusick (1973); Becker et al (1968); Meziron;

Darkenwald & Knox (L975) and ‘Wolcott (1973, 1977) not only struck me
1 - . u_ ' & - : !
-as interesting and. useful d4n their insights but - the frequently

recurring idea in this literature - to understand from the point of
. ' i RN . - . o
view of the actor - was precisely what T wanted to know abput adult
learners in situation-approach programs. - - i /
o “ - N - ‘-
-~ v

"Furthermone,ﬂas*l read more'about*qualf&ative'meﬁhodolegies
‘and the theoretical premises fney inCorporateqﬁ(Blumer, 1969;, Glaser &

Strauss, 1967; McCall & Simnons,,1969;°Schatgman & ‘Strauss, i973),



~ became aware of how these better accorded with my own assumptions.- I

was certainly more comfortable with the notion that man's actions

- I
s

could bé understood as flowing from his active construction of meaning
£
. , v RN

, ' , Vi
rather , than the more mechanistic, reactive conceptions of beﬁhvigrist

,'

approaches. In Schatzman and Strauss' words I had already "opsga" for

7

a "néQuralistically—oriented humanist” orientation (1973:5)f%nd'that
had definite implications for my choice of research methodqiogy;

H

Qualitative research thus gave me a theorgiical basis,
conceptual levefage, and a research strategy whi&h focused my
interests in a substantive area of adult educatiqﬁ programming and

allowed me to translate my general questions into a researchable

_ statement.



2. PURPOSE AND OVERVIEW OF THE STUDY .

The purpose of this studf was to describe, from the partici-
pants' point of view, the exﬁerience of adult learners in an éduFa—
tional program designed specifically to address decision-making in a
life siFuation.‘

g . &

Three initial, exploratory questions were used to guide the
research;v |
l. 'Héw did the pargicipants dgfiq§vtheir situation as they entered

thé class? ‘§’.  5 | |
2. How did they interprep thg,éQéﬁ§s dfiacﬁivities in the clasé?
3. In what ways @id they ré}éﬁéftﬁéirApafticipafion‘in the class with

their life situétibné 3 ;:€ f ft1‘ 2 w ,7Hi5 |

~ The initial‘questioﬁgigh;aiﬁé Eﬁig researcﬁtformed an orient-

ational framework w%ich, 'ébﬁS;sfénéi Qith my‘ own theorefical under=-
standing of human behavior, aliowed a means to enter the ‘field and
focusr-my' obsefvafion and iﬁté;vie&s"at the beginning stage of
fesegrch.‘ (Schatzman & Strauéé, 1973:9)

Essentially the theoretical framew?;& within which I worked
was one which described human action as ;ﬁising out of an ongoing,

interpretive process of defining situational elements, giving meaning

i . _ , : ’
to them, and constructing action. This definitional and interpretive

process is guided by the actor's perspective — "the outline scheme,
which running ahead of experience, defines and guides it." (Janesick,
1981:2)

© To describe thé'participants' experience meant that T must, of



o

necessity, immerse myself in their situation and,at%gmpt, through a\\‘a\,

L 4 t

combination. of participation, obserbation, and interviews, to
understand that situation from their point of view, | ‘) “

My -selection of ‘such a field research 'site was fairly open,
given the number of situation—apprpacﬁ programs offgred by the adult
ér continuing gducationvagencies in the city. My eventual choice of
one program was based primarily on three criteria:' (1) whether thé
nature of the program corféspoﬁded with the situation—approach
previously éefined; (2) whethér I could comfortabl;‘ participate in:
such a progrém; and (3) whether I could gain access to the situation
with the clear understanding:of.ﬁy'research intent, - i

These criteria were met by one pfogram which had Péen offered
in the city for some ten years; a course designed for wohen who were
at a point. in théir life when :they..were considering somne kindb of
change:‘eipher returning for further e€ducation, re-entering the labour
force, or changing careers. It was explicity based upon the
situation-approach, It had a history which suggestea that it had had
some success in the éontinuing education marketplace and it was the
kind of coufse which 1 could enter comfortably as a participant since
my own career path was one of some concern to me at that time.
Finélly, I was able to négotiate entrybon overt terms as a researcher
as . well as a participang., (The actﬁal process of gaining entry is
detailed -in Chapter Two). | a

This study, then, was based on field research using techniques,

of participant-observation and in-depth interviewing over a five

month .period during which the class met weekiy for three hours a night



for ten weeks. I attended each session as a participant-observer and

interviewed the other participants and instructor outside of class

-

time. The extensive field notes and interview transcriptions accumu-
. /

lated over this five month period became the raw data for this study.

~
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3. RELEVANCE TO ADULT EDUCATION kESEARCH o
| :ﬂ;ﬂ"

Adult Education Research Trends:’

Aithough the practice of adult education has been well-
established in North America for '‘most of this century, it is a

relatively new field of study with the majority of graduate programs

only having been established in the sixties. It is thus a "fledgling

field" and a field of study and practice characterized by its diver-
sity, its multi-disciplinary fQunda;ions and ‘the practical pressures
‘of an appliéd;profession with margiﬁai statu; and fﬁnding. (Long,
1980) , S .
Successive reviews of adulg ~education research have

highlighted‘.the difficulties of establishing an empirically tested

body of knéwledge which -could form the basis for theory and practice®

bin this. field. (Bittner, 1950{ Brunner, 1959; kreiplow, 1970; Long,
1980).

In the most recent of thesexreﬁiéw§; prepared for the latest

Adult Education Handbook series, Long (1980) discusses some“ofithed,

: , R
trends and issues in adult education research over the past ‘twenty-

five years. - In his view the research has progressed siﬁce World War - -

II from reports based on personal experience to -status reports and

descriptive studies felying heavily on survey instruments.. Many of
these he characterizes as of “limited ‘generalizability and

application” principally because of "inadequaﬁe research designs.'

(1980:17) Within the/ past decade, however, he finds an increased
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attention to more sbphisticated research design and methodologies and

“

foresees in this trend an indngtion that adult eduCatfi: research

'will be of better quality and value as 1its methodological rigor is
. H"" \‘\

,

~improved.

While Long greets pésitively ther fact ,that some adult
education researchers have begun to incorpbrate more‘l complex
techniques of quantitative data ;ollection and analysis and mové
tentatively into exﬁerimental designs, a number of ‘other researchers
and pfacﬁitioners have questionéd the appfopriateness and félevaﬁce of
such approaches to'the field. ‘(ﬁezirow, 1971; Apps, 1972; Xnowles,
1972; Griffiths, 1979) | :

Much of this debate has centred around the appropriateness of
qualitativéy versus quantitative abproéches in the study of’ human
behavior, a debate common to educationdl research, generally. But
adult educators in the field have added to that debate an additional
dimensio? in posing the pequirement that research should vyield
relev#nﬁ\résults to the pfactitioner. A conference of leading adult
educators organized by the Adult Education Association of the U;é.é.
in 1978 to discuss emerging issues in the field identified, amongst
other peoints, three key issues relating to‘ research: =~ (1) that a
specialized knowledge base be develpped .thch paid particular
attention to adult development and learning; (2) that this knowledgeh
base be petter communicated to practitioners; and (3) that rgsearchi

and practice be better linked. (Adult Educ. Assn. of USA, 1979)

Their call for the development of a specialized knowledge base
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about the adult learner has been a recurring theme, articulated in
1961 as one major area of rqsearéh which should be "original™ to the
field as distinct from the borrowing and adaptation of knowledge from

other disciplines. (Long, 1980:19)

Mezirow (1971) was one of the first to address these issues of

the development of a substantive body of knowledge which would link

research and practice. He proposed the "grounded theory" approach

developed by Glaser and Strauss (1967) as a methoddélogy which could

allow the development of a "research—b;sed body of theory, iddigenous
to adult education and of practical utility to praéﬁitioners' e
(1971;135) Furthermore, he argued, thé symbolié—i&teractipnist
epistemology thch underlay this methédology provided a particularly
appropriate rationale for the substaﬁtive focus of adult education =
"tge process of sqcial interaction within the learning situétionf%
(1971: 138) |

Several years' later Darkenwald further extended Mezirow's

, point:

"Ultimately, the use of grounded theory in an applied field
such as adult education is to improve professional practice
through gaining a better understanding of it. It seems
self-evident that little improvement can be expected without
further systematic knowledge concerning what is actually
‘going on in adult education programs. If the subject matter
of the field is the process of adult education, then the
actual behavior of students, teachers, and administrators and
their 1interpretations of their experience are of central,
importance for developing theory and upgrading practice.”

(}980: 69)

The éeventieé, then, have seen two parallel developments in
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the evolution of adult education research: on Ehe one hand, the use
of increasingly soéhisticated quantitative techniques and, on the
other, the use of qualitative or field research methods. Both have
their advocq}es but the latter category still:represents a very small
number of the total research studies reported in the journals or at
research confeYences. (Long, 1983) Nonetheless, suchgstudies have
re-focussed interest on the value of descriptive research about the
adult learner and.served‘tO'idlustraﬁe new ways of understanding the

processes of adult education in a variety of situations.

Qualifative Research in Adult Education
Mezirow, Darkenwald and Knox (1975) were the first to Qse the
grounded-theory apptoach in adult education research in a nation-wide,
Aﬁericanustudy of adult basic education programs. Using the metaphof
of gambling, their report describes the participants in such programg
as "taking a last chance on educationf_and the: pervasive effect of
“the numbers game" - enrollment-based funding.— on the attitudes and
meth;ds of the classroom téachers.
A similar, grounded-theoryistudy of women's re-entry programs
in community colleges conducted by. Mezirow and Marsick (1978)
described the process of "perspective transformation" as the "centr;l
process occurring in‘the personéi developmentrof women participating

in college re-entry programs.” (1978:7) In an Adult Education

journal article on this research, Mezirow went on to suggest that the

theoretical construct of perspective transformation derived from this
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study has implications for adult educators' understanding of adult
. 4

development and for the design and conduct of programs which hope to
) oy >
facilitate the adult developme) tal  process. He recommends further

such studies of adult educatic

to uﬁgerétand the "perspective of

. % J
students and program staff.” (1“78:108)

85l

The grounded-theory a '}g‘ach used in these studies normally
)

number of cases of the substantive

?ﬂ %i%?ms for explanation as well as

i3 This distinguishes Sucﬁ an
approach from fieldwork which focuses on the detailed analysis of ;
'single case and which may not have, as its objective, the caéting of
the data into theoretical propositions which have explanatory ﬁ&wer.
Darkenwald nonetheless suggests that single case studies may yield
“valuable results" provided the research sfyle‘"is characterized by
flexibility, an emphasis on discovery, and an analytical stance toward
data.” (1980:69)

Two examples ofjsuch case study, field research which did not
explicitly aim to generate grounded theory are doctoral disseftations
by Bates (1979) and Taylor (1979). Both séudies usgd the same
intensive interview data to study the experience of adﬂlt leargers in
a learner—centred course at the Ontario Institute fér Studies in
Educatibn. These stﬁdies were part of a larger initiative at this
institution to address the process of adult learning through qﬁalit—

ative methods. (Griffiths, 1979:128)

Bates' study analyzes the learners' experience into descrip-
y y p P



tive themes and draws implications from this description for both
learners and facilitators of such learner-ce:::~d programs. Taylor's
study, however, went beyond description of common themes to generate a
conceptgalﬂrepresentation of the learning p;chSs from the learner's
point of view, thus much more closely approximating Darkenwald's
criterion of theory generation having explanatofy power.

Despite thése\differences, however, both studies concur with
Mezirow and Darkenwald in their call for adult educators to better

attend to the adult learning process from the point of view of the

learner and the power of qualitative approaches in such research.

The relevance of this study

It is suggested that this study is related‘to the types of
qualitative research described above which have, as their focus, the
adult learning experience. ‘ As a single case study, it does not
attempt to generate grounded theory bpt, rather, describes adult
paf&icipants' experience in a particulér type of adult‘ education
program. |

Its contributioﬁ is viewed as one of édding to the detailed

documentation Darkenwald called for "of what is actually going on in

“adult education programs.“ (1980:69)
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4. ORGANIZATION OF THE THESIS

This chapter has provided the context of the study, describing
its background and relationship to recent adult education research
using qualitative research strategies. Chapter Two details the
methodology: the techniques of data collection ‘and analysis uged in
this field research., Chapter Three presents the- background data to
th{s case of participant experience; a description of the course
history, the participants, and the se;ping. The participants}
. experience is the subject of Chapter Four, presented in a chronologi-
cal, narrative form arQUnd major themes. Chapter Five Summarizes the
study and briefly discusses some of its implicationsufor theory and

e

practice in adult education.

o



. CHAPTER TWO

_ METHODOLOGY

This chapter will present an outline of h&g study was
conducted., The definition of method, as used in this\study, 1is thgt

TN
of Schatzman & Strauss:

"Method 1is seen by the field researcher as emerging from
operations - from strategic , decisions, instrumental actions,
and 4nalytic processes -~ which go on throughout the entire
research enterprise.” !

S
(1973:7)

, v

The key operations are reported in three sections, roughly
following théir chronological Qrder: (15 ggtting' organized and
entering the field; (2) callecting and recording the data; and (3)
analyzing the data. \

Throughout this research I frequently fqund myself .~ 19
Darkenwald's ~words - “vexed!' by the "lack -of Veasily understood,
, codified ruiles for the collection and analysis of qualitative data.”
(1980:64) At virtually every point in the research brocess 1 was
forced to make decisions and take actions 6a<the basis of mixed adviceA
and precedence in the qualitative research literature, In reporting
the variety of operationé employed in this study I will.ﬁake Jefefence
to this literaturé. The intention here is to provide thg reéder with
an understanding of»the{rationale for the particular decisions ahd

<

operations in this study. - ' ’

14
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I. GETTING ORGANIZED AND ENTERING THE FIELD

Selecting the program

In Chapter 1 reference was made to the criteria usdd to select
' g situatidn—approach program as a site for éhis field research: (1)
JQhether the nature of the program corresponded with the éituation'
approach previously defined; (25 whether 1 could comfortably part-
icipate in such a program; and (3) whether T could gain access to the.
situation with the clear understanding of my research intent,

‘The program which met these criteria - pgferred to in this
study as “Transitions” - was one I knew'had operated for some time and
explicitly fit the situation—abproach as defined by Lindeman.
(1961:6). Since I planned to be a participant in the program as one
of my research techniques, it was important to mefthat 1 have some

-
experiential pasis for my participét?on. Other possible situation -
approach programs operating in the city, for ex;mple, those for people
recently widowed or planning retirement, were tﬁus excluded from my
choice. "Transitions" focused on the situation of career change, one
which was pefsonally rglevant to me at that time.

The criterion of being able to participate meaningfully in ﬁhe
program was relatéd to my decision to seiect the "participant—-as-
obserQer" role for the field research. (Gold, 1969:35) My reasons for
this role selection are discussed in more detail below.

Finally, the administrative sponsors of the program responded ,

favourably to my research proposal, granting me permission to conduct

v



A
)
/ N
e ! i i

k.;heﬂ;ﬁgséapqhg‘ provided I could make further arrangements with the

specific ihstructd% and participants. - The next sessions were due to
‘ . : 5 : o :

’start some éii gonths later in the Fél} terﬁ.

The péogram had two sections,,specifically for women, éach led“
by a different inétructor‘and'eaéhmslightly different in instructiqnal
approach. The first secéion'was Aescfibed in the program brochure as

using "Transactional Analysis" as a principal instrument while tkhe

second suggested a more  specific career focus uSing “pbilOSOphical épd

.-

AVERE °
" The distinctions were not entirely clear “from
these descriptions while it was really the class process that I

psychological models.’

.

» ,
expected would be .the more important 'distinction in selecting the
v

section for my research.

1 decided that the question of which of these sections might

best provide me with an understanding of the participant experience

]

could ﬁossibly 'be\ answered by interviewing those who had just
COmpieted the courée that Spring.‘ I also intended that this infer—
viewing would provide me with some additioné%?&esearch experience in
interviéwing techniques.

- The administra;ive'sponsors ofvthe program gave me .access .to

T

the class‘listé of the two sections which had finished several weeks

- » N
earlier. o f

v

Research Trials: Interviewing

Using the two class lists, -I randomly selected three par-

ticipants from each"Section and contacted them by telephone to request

8
o

N
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)
their permission to meet with them te discuss their experience in the
Trans%@iﬁns program.,
'k‘.%ﬁé_‘chance, the three contacted in the first “Transactional
Analysis" section had all remained in touch since the class ended andv
5.8
suggested that T ﬁ%et with the three of them together in. one of their
homes. 1In the second, jcareer—oriented" section, one'of those con-—
tacted was una%le to meet with me but the other two each invited me to
their homes to meet,
Three interviews Qere conducted: the first,’a group interview
with the three participants from the\"Transitional Analysis" 'section,
.
the second and third werebindividual‘interviews with two participants

from the "career-oriented” section.

The participants. were told of my interest in researching. the

experience of participants in.a program like Transitions and asked to

describe what the experience had been like for them. Specific

.questions were also asked about the approach taken by the instructor

and the nature of' the class activities. Each interview lasted
approximately one and one-half hours and each was recordedlon tape.
Two of the-interriews‘were later transcribed;,the third could not be
entirely transcribed becaose of problems with the quality of the
recording.b | |
Sereral ¥ key distinctions seemed to emerge from ‘these

interviews. The participants in the "Transactional Analysis” section

N
¥

descrlbed the class process as one emphasizing grOup 1nteract10n while

the other seeémed to have more of a lecture format. The participants
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from-the ”céreer—oriéﬁﬁed" sectién referred té class notes as they
described the activities wﬁilé the other three feconstructed the
proéess from memory and desgribed it as more of an ongoing .process in
which they were stilllengaged._

Those in the "Tfansaétional'Analysis" section appeared to get
to know each gther.better‘and,vindeed, in the case of thgse‘three had
maintained contact aftér the class ended. No such personal c;ntact
" was reported by the other two where the‘inferaction in the class was
‘descfibed as being principally with the instructor.

Based upon these interviews i decided that. the interactive
n;ture of the "Transactional Analysis"yséction might be mofe anducive
to my research interest of getting té know the participants and under-
_staﬁding the course experience from their point of view. Thi's sett@on
was to be offered by théusamé instructor in the cominglfall session.

Besides aséisting ﬁé to choose the spe;ific section I would
use as my_researc% site,.the interviews also gaﬁe me a better under-
standing of how I would cdﬁdﬁct intérviews&later in my research.

From them'Iidecided to use an unstructured format wherever

< - ' '
possible because this format yielded such rich data. These partici-
pants had been remarkably open and generous 1in discussiﬁg their
eXperience énd the unstfuctured format allowed them to express their
viewﬁoints fully and uniquely. This I considefed crutf;l to under-
standing their ekpérience and 1 foresaw that my role as interviewer
wpuld be to at least initially éilow the parficipants to leéd the

interview as much as possible, confining myself to questions of

clarification.’



The richness of their description seemed to require the use of
a tépe recorder'to‘capture both the detail and the unique way they
expressed theirvideas. I doubted that I <could adequately reconstruct
this from'written notes and I also found thﬁt note—taking was more
obtrusive and distracting to both. me and the interviewee. My
experiqncé with thé use of the tape-recorder confirmed that this could
be used successfully although fhe experience 'of having a faulty
recording served to warn me of\dangers of baa equipmen’ . The time
involved in transcribing thése interviews was a copéideration‘but I
was determined that this was offset by the resulting quali -y and depth

L, \

of the&d;ta I could obtain.

There was no reason to expect that these women would be
typical of the participants in the Féll section but I was gtruck by
their openness in discussing their experience and more confidesnt in my

ability as an interviewer to elicit their viewpoint.

Research Trials: Participant Observation

 A :few ﬁonths, prior to the interviews, while wfiting 7my
research proposal, I undgftook a small-scale participaqt—oﬁservation
sfudy in order to better familiarize myself with the resgarch fech—
&S0 )
nique. LE@E‘

Using Spradley's Participant Observation (1980) as a guide, I

conducted a short field study of a downtown bistro. Though limited to
~only five. hours of observation, this experience gave me a much better

understanding of the techniques of observation, recording, and
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analysis required in such field research.
I.was par;iCuiarlf struck by the volumigﬁus data one could
collect thfoﬁgh careful observation an& the subsequent necessity of a
careful récording system and of the practical difficulties of main-
taining an explicit awareneés of the e?ents in the situation undgr
study while simultaneously participating‘in and observing the scene.
This experieﬁ;e made me aware of and able to plan better for

the record-keeping deméndé of my research and the tensions inherent in

, participant—observation as a data—béllecting technique.
%hese two research triais - tﬁe "small-scale trial effbrts"
Darkenwald recommends (1980:65) —.did help me to prepare myself fo; my
research study. Moré}importantly, they confirﬁed\for me the power .of

such techniques for the kind of research queétion I was ésking and the

excitement and satisfaction of such field research.

i

Selecting the "participant?as—obSérver" role

l"Reference‘has alread§ been made to.the~criteria for selection
of thé Traﬁsitions program that I be able to participate méaningfully
in the situation.undér study and that my research intent be overtly
Qndersfood by the other participants. This selection of the "partici-
pant—as—obs;rver" role was based on pragmatic consideratibds regarding
how I might best ga{n access to thé informaﬁioh I needed and ethical:
considerations in doing field research.

Raymond Gold (1969) has elaborated earlier work done by Junker

which defined a continuum of four theoretical roles for conducting
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‘field work ranging from the complete particibant at one end to the
" complete observer at the other. 1In the complete participant role the

¥

observatioﬁzor study purpose of the interaction is unknown to those
observed while 1in the complete obsefver role there 1is no social
interaction with those observed. Between these two extreﬁesilie the
participant—as-observer and the observer—as—-participant, distinguished
by the duration and formality of the social interaction. The
participant*as-observerirole allows for the development of relation-
,ships‘with informants over time through . joint participatign in the
éocial situation under study. |

Tﬁe nature of my research-ques;ion required that I seiect my
field work role at the participant end of the continuum inasmuch as I
‘would need to interac;.>witn the 6ther participants to gain the
information I neéded. Observation alone woﬁld not .sﬁfficiently
provide me with an understanding of the others' ysubjective
 experiéqce. To gain access to the othersiand to develop the necessary .
k;appéq; with them. it sgemed essential tﬁat I' participate‘ in the

program sessions on an ongoing basis while to do so I personally felt

tﬁat I would'be more successful if the life situation the program"Wés
predicated onn had some pefsonal-reality to me. TI,simply doubted‘my
ability to sustain the éretense that I 4was, for example, receqt}y
widowed.

The question of sustaining pretense in interaction 1in the

field was the essential reason for rejecting the complete participant

role where, by definition, my research intent or observation would be
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unknown by my informants. Not only did I not feel capable of such
pretense; 1 felt strongly that ethical considerations prohibited it
ahd in . this respect fdllowed the advice of such researchers as
Spradley’ (1980) and McCalIb and Simmops (1969) in ensuring that
inforﬁénts were aware of the re;earch'objectiveé as théf entered into
inpefacfion with fhe researcher. ot

The pgrticipént—as—observer role allowed me to:ensﬁre that my
informants underétood that our re%ationship was a field felationship
where I sought information froﬁ them for an explicit purpose.

N

Structuring thatvrelationship, communicating my reséérch pufposé, and
dealing with occasional conflict. between my field w;rk role and

demands of self in "that role are discussed at- greater length in

following sections.

Negotiating Access

In the Fall I enrolled as a student in the “Transactional
Analysis™ section of the -Transitions program and met with the -
instructor to discuss my research objective. The déy before the
prégram was scﬁeduled to vbegin I feceivedv al call from the course
sponsors saYiﬁg tﬁggwthe class would not.run because of insufficient
enrollment. I was struck by the iron? that I had confidently selectedA
this program because it had run so cénsistently in the past years, but
fortunately the “career-oriented” section was scheduled to begin a

week later” in another location and the sponsors agreed'td switch my

registration to it.
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T contacted tpe instructor of this section and asked to meet

A e

ohe

with him ‘in advance of the first class to receive his permission to
conduct my research. -% personal meeting was held and we discussed my

research objective and metho&ology at some length, “"Stan” (the
il

5 v
pseudonym used throughout for the instructor) attempted to persuade me .

‘that my study should be "tightened up”, by entering with a "clearly
defined prbblem" and "selected factors"” as a basis for my observation.
After a lengthy discussion about .the pfemises and strategies of field
research as contraéted wigh hypothesis—-testing studies, he conceded
that 1 might approach my research rés I chose though he remained
"skeptiéal" about my methqu. Nonetheless, he'agreed.thac I could
enter the course in the dual role of parficipant—observer and that 1
would be free to inform the other participants aboﬁf my research as
and whenvllchose to do so. |

The question of resolving an wunderstanding of the research
‘émongst those involved in the situation is dealt ‘with at length in the

, B

field resegrch literature. Schatzman and Strauss diséuss the possible
negotiations which the reéearéher might need to enter inté in oraéi;%ﬁ
gain accesé to the situation and to address questions of primary
interesf. 4(1973:18—23) How the host "comprehends soéialvresearch" is
one potential barrier and subject for negotiation they cite;

But in contrast to some of the possible compromises some
researchers might need to make in negotiatingvacéess,vI.was able to
ﬁgroceed as 1 had wished and, deébite'Stan’g §keptiéism, he a£ no time

AR : :
intruded upon or attempted to impose his views upon my research while

P
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the program ran,

The permission of the programb sponsor and inétructor were
important but it was the access to the other participants which was
crucial. 1In this respect, my decision to enroll in the class as a
student and to take on the participant—as—observer role effectiQely
gave me the necessary entree to the other participantg.

Unlike the stud; of community groups or organizatidns such as
hospitals which a%e common locations of field research; my study was
fbcused‘ on an ad-hoc social situation. The individuals who
participated in this setting were bound only by the time-limited and
specific purposé of a4 program. ‘I entered.this ad—hoc situation in the
same way and ‘at‘ the same time as the others and thus was not
confronted with the problems of other field researchers who must
establish their presence as a stranger in an already existing network
of social reiationships.

Negotiating access with the participants became a matter of
establishfng a relationship with them in which theylwould be willing

to describe to me the class experience from their point of view.



2. COLLECTING AND RECORDING THE DATA

Techniques for Recording

My previous small-scale, trial efforts at observation and
v
interviewing impressed upon me the necessity for a system to record
the voluminous data collected in field fesearch. Practical
suggestions for ‘such systems ;ere provided by Spradley (1980) and
Schatzman and Strauss <1973).

Essentially, the need was for a system to record data gained
through observations and vinterviews in the field which ‘w0uld have
sufficient detail to recreate fhe scene, and to organ%ze this data-in
such a way fhat 1 could retrieve relevant data as analysis proceeded.
A secondary but still important needryas a means tov/ﬁronicle the
research itself, providing a reéord of the oﬁératioﬁal decisions made
and the commentary and analysis I formulated over time.

The system 1 selected was based on Spradley's reéommendation
for differéﬁt sets of field noﬁes: (1) condénsed notes taken during or
immediately 4after observation sessions or interviews, (2) expanded-
notes describing observation sessions in detail and typed verbatim
transcripts of interviews, and (3) a journal which ‘provided a
chronicle of the research and a vehicle for theoreti;al ;nd methodo-
‘ logical notes.
| Spradley recommends a fourth set of notes for anaiysis and

interpretation which I did not follow exactly as he suggested, since 1

incorporated analysis into my journal.
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The condensed notes were recorded 1in a small notebook and
consisted of key words, the purpose of which was to trigger my memory

of events when 1 elaborated my notes later. These entries were
A

dated. The majority of such notes were taken in the class sessions or

where note-taking could be done unobtrusively or immediately after the
sessidn. Because the instructor lectured or gave notes and
assigﬁments throughout the sessions this notebook also served for
my “student” notes as well as my research notes.’

| The next day ghe condensed notes were expanded into detailed
accourt s « the seésions, largely using a narrative form to describe
the class events. These were hand-written on numbered and dated pages

with the lines numbered as well to later facilitate data retrieval.

Interviews were all tape-recorded. Condensed notes were.

A

§9metimes written after the interview, 1if required, to record
AR '
discussion not on tape or observations made during the interview
session. All -interviews ‘were transcribed by myself as soon as
possible after the interview, normally within a week's time at most.
All interview transcriptions were typed on numbered and dated pages
with thé lines numbered. Condénsed notes about the interviews were
elaborated and added to the interview transcription but labelled
differently to distinguish them as "observational.”

On three- 6ccasions problems with the .tape recording ﬁade
verbatim transcripts imppssible. In these cases much of the conver-

sation had to be reconstructed. When this happened notations were

added to the transcripts to distinguish actual transcription from

a»



reéonstruction.

The vexpanded observation notes and interview franscriptions
were kept in a binder, 6rdered chronologically, and colour-tabbed to
distinguish «class s;ssion notes from participant interviews and-
interview rounds. In total there were seven hundred pages of éxpanded
notes when the data collection was completed; {This set of qotes was
maintained intact with copies being used for data analysis.

The j0urqal was used as a chronological record of the study, a

vehicle for my own reflections and decisions about the research and a

place to generate tentative analysis. This use of the journal to

t .
Y

analyze events, note patterns, and form interpretive categories

3

increased the longer 1 was in the field and became a means to reflect
jon the data analysis:phase. ‘ R

These three sets af.notes clearly overlapped with their chron-

»

ological order allowiﬁg me to access the related information. In

‘

Appendix A this overlap is illustrated by providigé a, sample of "

condensed notes made during an observation session; the expanded notes

T
v

based on these, recounting the particular encounter in more detail;

and finally, the journal' entry about the related methodological

v

question this encounter raised.
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Participant-Observation

The Transitions program consisted of ten, three-hour sessions

held weekly in venings. For the last two segsions the partici-

pants were diyided ihto two grougs"ﬁffh each group attending only one
of the session®. en, I participated' in and observed
twenty-seven hours of class‘time. This 'along with approximately forty
hours of interviews held outéide of class time, were my means of
collecting data about the participant experience.

My selection of the participant-as—-observer role demanded thaf
1 balance the dual focus of participation and obserwvation thr&ughout
the class sessions, The advantages of the full participant role were
to establish a relationship with the other participants by which T
could better understand their viewpoint and to use my own subjective
experience of the program as an ongoing check to the feelings and
thoughts of the other participants. (McCall & Simmons, 1969:4) The
disadvantage, however, was that participation would sometimes become
so intensely engaging that observation of the others' and the
situation as a whole would be threatened by its demands. (Schatzman &
SFrauss, 1973:61) Over the weeks of field séudy I experienced both
. the advantageé and disadvantages of these dual roles.
Some of the basic strategies used in data collection in the
_class sessions were, essentially, strategies for watching, listening,
and interacting and all of them were iﬁfluenced by the format of clags
activities as determined by the instructor.

" Schatzman and Strauss describe three forms of listening:
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eavesdropping, situational conversa&ion, and interviewing; and three
corresponding forms of watching: passive preseﬁce, limited intgr—
action, and active control of which the formal interview is the
archetype. (1973:59—60,70~71) All of these strategles wére uéod with
the trend aver time tow;rd much more active control of interaction in
the formai interview outside the class sessions. 1In fact, interviews
became necessary earlier than I had anticipated because the class
format restricted in-class interaction of the type I needed to better
understand the participants' thoughts and feelings about the courég.

The first two sessions were almost exclusively taken up with
instructor lectures which eséentially dictated a much more passive
form of both watching and listening inasmuch as I wisﬁed to be a full
participant and the appropriate behavior for participation was
éassive. In these sessions the demands of participation meant my
opportunity for observation was féfgtively unimpeded; However, what I
could observe was necessarily limited, too.

The physical arrangement of the room with all of us in rows
facing the instructor restricted my ability fo actually even see all
of the others, while the passive'natufe of the lecture meant that I
could, at best, ébserve only external indicators of the participants'
thoughts and feelings such as facial expression or body language. 1
was cénfined to eavesdyopping on discussion immeéiately after the
class ended ip order to gaih so@e understanding of how -they mightjpe

- . ‘ .
interpreting the activities. It was after the first session that 1
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conclaaed thaf‘l yould have'éo qu;cgly approach the participants about
-interviewihg them although 1 ha&v originally  'planned to wait for
several weeks before doing this tolfifst allow the better development
of a félationship with them. |

~Wishing to overcome the passi&ify of the first session, in the
éééond session 1 began to makglmore use of situatiénal convéfsation
‘immediately before and after the class, .posiﬁg simple Bﬁt direct
questiéns’to several of the ﬁartigipants and at the same time explain-

"ing my_inferést in better understanding their experience.

Situatiofal conversation and eavesdropping both before and

4]

after the class and later in the coffee-break when it was introduced

in the third session continued to be my major strategiés for focused

int&raction in the class sessions.

ke N

For the third, fourth and fifth sessions, the instructor

incorporated more active participant jinvolvement _ in discussion and

simulation games which consequently allowed me to better understand
) I :
their viewpoints as they articulated them in that setting. . At the

2

samd” time, the more active role demanded by my own participation also
. ‘ P : R

. . ¥

competed with my opportunity to observe. During these sessions it was

'iﬁappropriate for -me to take notes all of the time and I was forced to
“reconstruct dialogues and evernts after the fact. Nonetheless, I found

“bthat I was able to remember a great deal of what went on in such
' / oy

¢

activities and to reconstruct even lengthy exchanges on the basis of
* g o

s

vfei/ééndensed notes. . e
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In these sessions where group act?vities dominated, I did
experience the pfoblem of maintaining the observer stance in the midst
of the demands of full parficipatio;.ﬁ Fortunately; dufing this time I
was interviewing the participants outside of class and was able then
go elicit their viewpoint on thesé éessions. This:both cbmpensated
for what I could not observe and balanced my own subjeétivg)exper—

ience as participant.

v

; The combination of subjective experiefiCe as a participant, the

observation of the other participants in the sessions, and in inter-
L . .

views the reconstruction and elaboration of events from this perspec-

i

tive, formed the means to continually monitor the validity of the
observations and infgerences made. :

From the s}Xth session on, the classes were taken up with the

s , ' v
administration of a battery of tests whigh once again restored the

participant-observer roles_té a more manageéble balancé. At the same
time, my relationship with fhe others had been established well enough
through the sessions and out-of-class interviews that situational
conversation in the kind of limited interaction afforded by the class
became both more frgqqent.and more fruitful; -My research réle was

bette: jerstood by the others and,'ét the same fime; I was better
apcepted as a fellow participant. )

To conclude; the straGegies for participarnt-observation in the
class sessionsl were .partially dégtated Ly tﬁe glass férmat, the

e

W

relationship ’deyeloped with the participants, aﬁd the demands of

maintaining a full participant—as—obserﬁer role. As the field work

\



proceeded I was able to increasingly structure opportunities for
interaction but it was the interviews outside the class which gavg me

the best understanding of how the participants themselves viewed the

class experience,

6 @

Interviews

Although \%h&_,giiig format in the first sessions, in

Y

particular, prompted me to more quickly arrangerfof interviews outside
of the class with the participants, it had always been My intention to

conduct such interviews as an important part of the data collection.

. I wished to understand how the participants experienced the class from

their own viewpoints. Observation in the class - even with the

increasing opportunities there for interaction '~ was simply

!
i

insufffbieng for this purpose.

\J‘Figurg‘ 1 shows the schedule of observation .pe;;éds and
interviews over the weeks .of field research. (All names are
pseudonyms.) All hiﬁg participants and the instructor were inter-
viewed at least oncé. Only one participant, Janet, was unavailable

for an interview while the clgss was actually meeting. Barbara .could

only be interviewed by telephone in the last round of interviews after
. . . 1
* -

the class gnded. A¥l the participants were interviewed in their own
homes wh%%g the %pstructor Vas interviewed in his office.

Essentially there wereé two rounds of intefviews. The first
was held while the class wasjstill meeting and éhe second after the.

s ,

i
2

A
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class -ended.  But one participant, Jenny, was interviewed more
freduently in an effort'to céptpre the class experience in more‘detail‘
from at least one point of view.

| This decision to highlight one particiéant's’experience was

{

based on the practical consideratiod}gf thé amount of time required to
interview each of the nine particigants more than twice. . 1 was
SUbjeét to their availability and'sché6uling even two interviews with
all of thém wés a problem, Seleéting one participant for more
;n—dgplh ihtefviewing seemed to provide me wiFh é reasonablelcompro—
mise by which I could understand the‘clasé experience in more detail
.
for one participant yet counterpoint that specific experience with the
others'. Clearly'no-one parficipant was rebregentative of thém all so
the selection of Jenny was based on her availability and willing-
ness to meet with me more frequéntiy and, most importantly, her
candour -apd ease in the interviews - something established in the
first round of intérviews.’

My objectives 1in the‘ first round of interviewing were
threéfold: (1) to more fully describe.my research intention; (2) to
understand theirldefiniﬁién of their situation as they entered the
program and how they uhderstoqd the program in Trelation to this
situation; and (3) to understand the thoughts andkfeelings they had
about the @lass session$;£o date - how‘they were interpreting what
occurred in the sessions. 4

These objectives, however, were not viewed as a specific and

ordered set of questions by which the interview was to be structured.
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Instead, in this first round, the interview style was realiy more of
an extended conve;sation in which Ipwished to exercise only moderate
control. The intefﬁiewing tactics used were confined to posiné
general questions, prdmptiné, clarifying and summarizing. ‘(Schatzman
and Strauss,, 1969:71;74) ! .

An important task in thié first set of interviews was to

. v .

convey to the participants that I respected whatever their expressed

views were and their right to choose to wﬁat degree they wished to

disclose information to me. One fﬁpo?ﬁént element of conveying this

respect was to refraiﬁ from judgment about what théy were saying but,
/instead,;to focus on unde;standing betfer what they were saying,“

| In ‘this first round it was also necessary for me to establish
a fapport with them which &ould allo@ them to trust me., One me thod of
doing "this was to disclose some information about myself as a fellow
panticipant. In so doing; 1 was conscious of not wishing to inflﬁence-
tﬁeif views of the class expefience itself and thus tried to 1imit

3 : .
self-disclosure to information about my personal situation rather than

my viewpoint about the actual class sessions. Nonetheless, the

tension of roles between fellow—participant and interviewer did

’
7

some;lmes create unease-fﬂr me .

What follows are editéd excerpts.of the transcribed inFefview
'with Barbara, held in the fifth week, ﬁo illustrate the types of
qﬁestions asked in these first interviews aﬁd to give some notion of

their conversational nature: (I indicates interviewer.)
' ' - ’



"Explaining the research purpose

[As the tape begins, B has asked me what it is that I am doing
the research for.]

I

This -will be, 1 hope, my Master's Thesis. My topic 1is
essentially to try to describe, from the point of view of
the people who take, {the course) what it's like ... That
is, what kinds of thoughts and feelings do people have as

36

they go through this _process. Which is, again, why I want@w

people's thoughts and feelings in their own words because
I'm trying to give it from the point of view of the people
who are ... ‘

Who are experiencing it.

are experiencing it, right.

[

Posing generaL_guestLphs, prompting

... So for some girls who are single parents they have to
look at their careers a little more practically than I do.

"And maybe that helps, too, because I think that one of

the biggest difficulties 1is there are #just too many
choices. -That I have found, too, even for myself. Too
many choices, it's confusing.

Well it's certainiy changed. When I was going to school
you were either a nurse or a teacher.

True.

I am glad there are more choices thqse days.

Absoiutely. But don't you feel when yoy even look at the
adult education program, you look at this and say, in a
lifetime I couldn't take all of these ....

How did you choose Transitions, then, if you were having
so much trouble making choices? (laughs) Did you stick a

pin in the paper?
v

(laughing) No, I had heard of the Transitions program.

/ And.,, you know, what do I hope to get from it? TIf I get

nothing more than the ‘exercises that we've been having
every week and then following them through daily - because



37

*

I think about some of the things we've talked about
- everyday - I would feel that that would be grgat. .

I What triggers you to think of the exercises?

Questions of clarification, checking meaning

I  You used the word earlier, I think you said, Transitions
focused things you had already thought about.

B Oh yes, absolutely ... When you go through the exercises
you just think well, . my god, look at that. If that isn't
exactly what happened and I knew it was, I just couldn't
necessarily verbalize it, or put a name to it, or explain

it, or accept it, and now all these things seem to be a
bit easier....

I So you haven't found out anything that was totally sur-
prising but you kind of brought it to the surface? Would
that be an accurate ... :

‘B Oh, I would say that it would definitely be an accurate
way of describing it. It's been brought to the fore ...

7 Aithough the contént of each interview certainly differed,
their conversatipnal form was .quite standard with the major
distinction being the degree to which it was necessary to prompt or
probe in order to clarify meaning.

This conyersational, unstructured interview form was also used
in ;he four ingerviéWS held with Jenny prior to the pfograﬂuending.
‘Because we met more frequently, these conversations werevmofe wide-"~
ranging with one of the interviews almost exclusively focused oﬁ her
'description of ﬁer personal history and her situation as she defined
it at that time. ..ne also described in much more detail her interpre—

tation of the class sessions, the thoughts and feelings she had about
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the class.

The second round of interviews was much more gtructured with a
set of questions asked of all participants. This set of questions was
developed to test out tentative propositions generated through data
analysis to that peint, té verify the accuracy of my understanding of
what they had told me in the first interview and their actians in the
class sessions, and to ensure that I had a clear understanding of how
they viewed the course experience while 1in class and some weeks
later.

For each interview I prepared a detailed Suémary of what they
had told me about how they defined their situation, making note of
questions I wished to further pursue to clarify this definition of
situation. .1 also reviewed the observation notes of the «class
sessions and made note of any of their actions in the class which I
wished to better understand.

“AlthOugh there was some slight Yariation in the order and
specific wording of the questions, the secﬁnd interviews followed the
basic outline in Appegdix B.

At the conclusion éf these interQiews.a note of thanks was
sent to all the participants.

‘The interview with the inst®uctor was of a similar, structured
nature with the  focus of this interview being to elicit his
viewpoint on the course; his intepfions in selecting specific
activities énd structuriﬁé the classvsessions as he had. As with the

questions asked of the participants, this specific set of questions
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was developed to test out several tentative propositions, to’ fill in
missing information about the history of the course;.and to verify my
understanding of the: instructor's viewpoint on the éourse as he had
initially described it 1in our first interview and1;demonstrated it
thro;gh his actions in the class sessions.

The fact that the data collection being carried éut in the
second 1interview round was partially formulated by the aéta
analysis,illﬁstratéd the inevitable overlap and interaction between:
data collection and data analysis in field research. This process of
analysis, which began before data collection was complete, is

described in the next section,
3. ANALYZING THE DATA

The literature of qualitative research provides a myriad of
. views about the correct operatiogs to be employed in analysis, views
Vhichkreflect‘the exceedingly wide range of disciplines, traditions,
me;hods, and purposes which aré encompassed within the term qualit-
ati&e research. ' As Schatzman and Strauss describe it, analytié styles
presented in the literature may cover the spectrum from those
researchers who "are saﬁisfied to deal with uncodified, anecdotal data
and depend almost entirely ubon the fortuitous development .of
insight;".to those who "labo;iously codify their data and apply more

systematic analytic techniques...to arrive at social theory.”

(1973:109)
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For the novice researcher tﬁis spectrum of possibilities, the
lack of consensus, the absence of codified rules of procedure, can be
unnerving when confronted with a mass of data which must, somehéw, be
distilled and organized.

The concept of analysis which became, finally, most useful to
me was one described by Schatzman and Strauss as “thinking that is -
self—conscious; systematic, organized and instrumental...an
interactive process between the researcher and his experience or data
ceo (1973:109) SQCh a concept ‘allowed me to think about the way in
wh;ch I tried to makeusense of my data, go render it into some mean-—
ingful account which could be conveyed to others. ’

It was a process which, whilé systematic in some respects, in
ot&ers depended on intuition and insight. Most of all, it was a
p%ocess‘ of elimination, of stripping the .story to its essential
theme. In so doing, other themes, other stories were lost. As Bogdan
and Biklin‘point out, "analysis is a process of data reduction,” (1982
+166) but this does not well describe what is essentially a process of
distancing one's self from the people one has come close to while in
the field. B | ' -

The purpose of this secFion is to recount, as much as
possible, the interactive process I went through in distiriyng some

e

seven hundred pages of raw data into what will be pre%entéd in the

i

succeeding chapters. It must be made clear that this is a“reconstruc-

tion of the‘process and the account may appear to be more linear and

logical than it truly was. Samples of the analysis are included
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in Appendix C but these are meant only to represent .some of the

discrete elements which were combined to create the whole picture I

.

eventually chose to present.

.

The first phase of analysis

The previous description of data éollection inaiéated that thg
analyéis phase overlapped with it. Indeed, almdst from the first day
of research, the observation notes and interview transcripts were
searched for patterns and meaning. But the majority of my time and
effort were focused on questions of tactics in the field. Estab-
lishing rapport, techniﬁues of interviewing . and observation
‘preoccupied me,. These methodological .notes formed the bulk of my

journal entries through the first weeks of research.

It was only affefmlgémclass sessions ended and I prepared for
the second round of interviews with the participants that 1 began a
more systematic process of coding the data.

The analysis was focused on the interview data only and
consisted of systematically searching the transcripts for two broad
categories of inforc:tion: anything said by the participants about
their situation as they entered the course and anything they expressed
about the class events. These two categories corresponded 'to >my
initial, exploratory questions: how did the participants define théir
situation when entering the clasiiand how did they interpret events or

activities in the class.

Data related to each of these categories were transcribed onto
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file cards;‘cross—tndexed by interview and page nuﬁber to the originaf
transcripts.

'My initial purpose for this coding was to identify any gaps in
the data which could be attended\to in the next interviews. But in
reading over the data in the "1nterpret;tion of events" category, I
was struck by the wide variéty it encompassed. One participant would
focus on a particuiar idea or activity, others would make no mention
of it. Oné would describe an activity as "helpful” while another
woﬁld describe the s?me event as "useless.,” What was even more
interesting, however, was}the,&ery use of these judgmental descrip—‘
tors. The participan;s appearéd to order and judge classroom events
largely on the basis of whetbe;vthey understood them to be related to
one's self.

Furthermore, when each participant's ordering and judgment was
compared to her definition of situation, there appeared to be a
linkage between_tgem; From this linkage 1 developed a first tentative
proposition: that their entefing definitioﬁ of situation - whicﬁ
included an expectation of how the course fit within it - acted to
selectively direct their attentibn and their judgments., I called this
the "épotlight" phenomenon.

To this point, the concept of definition of. situation had
been, at best, an "orienting concept,” general in nature and serving
to loosely structﬁﬁe data collection. (McCall & Simmons, 1969:232)
But this proposit;gz ‘suggested that it might be ‘a useful analytic

construct as well and in the next interview I tried to ensure! that I
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had sufficient addition%} data to complete the category for 411 part-
icipants.
Similarly, the category of interpretation of eventsAwas added

»

"to and the distinctions they drew betweerx.gvéhts were bprobed_ For
example, ‘one pérticipant in‘ the first 1q£erview had used ;he term
"speak to méJ to distinguish between ideas and activitjeg in the
clasé. In the second interview I probed for the meaning of this term:

what is'the difference between something that speaks to yoy apnd some—

thing that doesn't.

B second phase of analysis

When the final round of in€§rviews was completed and g%e tapes
Hfibed, a similariprocess was used of transcribing datg onto file
cards for each of the two major categories.

: With the addition of this data both initial categori;*were
large and needed a finer analysis. Reasoning that how the parcaki—
paﬁts categorized the events might reveal something about their way of
thinking and feeling about the class, I used an analytic technique
described by Spradley (1980), as ";axonomic analysis.” Thisg allgwed
me to subject all of the items in the category to an apalysis éf
dimensions of contrast. This‘wés done for'each participant gnd then
the common dimensions cutegorizéd together.

This analysis ylvldedba number of new categories, each corres-—

ponding to thegway in which events were categorized by the partici-

pants: for example: by format, by content, by results. What became
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clear_out of thié analysis was that the‘participénts ;sed a set of
cues to defiﬁe an& label the events in Fhe class of whiéh tﬁe'fprmat
(whether»;hé ifstructor "lectured" or not) aﬁd the content“twhethef~
the ideas and information were pefceivéd'as’técademic" or not) were
the most commoniy used cues. . . ‘ . ¥ .

These, in tufn,»were sgbjecfed to further'aﬁalysis to identify

attributes of such labels as "academic," "personal,wnand "helpful."-

At the same time, fhe_Study of the definitions of situation

*

category revealed dimensions of :on:trast i1 trerms c? the specificity
and urgency of the participants' expectations and goals. But their
cqmmonality was more striking that -hese differences. In volunteered

tatements, the ‘majority of them described themselves as "seeking’

/direction.” _
v
This process of categorization and study of each, category gave

a .

me a_deepervundérstanding of my data. As I analyzed' the interview
transcripts in such. detail, I was also reading and re-reading the
observation notes of the ”clﬁss session and roughly cod%hg the

-interview transcript with the instructor, attempting to summarize and

)

describe his viewpoint about the course. : |

™
It was this immersion in the data — a term I had read 5bout
: N
T Dy
but previdusly never ‘understood as a real activity - which moved my

énalysis beyond the consideration of discrete categories to a larger
pattern or motif which provided a way to link the categories. Con-

sciously trying to situate myself in the. minds of the participants,
then of the inétructor, I‘§@QCe.é series of theoretical memos in m§

N
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journal which attempted to recreate the classroom experience fronm

these viewpoints. '

The incidents in the classroom, particularly where there were
i ’ 4 .
at least latent conflicts with the instructor (expressions of
exasperation, questioning the "point” of the activity), focused my

attention on differences in the viewpoints.
2 : . .
It was at this point that the earlier proposition of linkage

“

between definition of situation and selective attention began to be
elaborated, partly as a result of the search for a way to describe

what was' happening, partly as a result of an intuition about the -

overall motif.

The concept of perspecti&é providéa me with the tool I needed
for this. It was a term I had. used amost interchaﬁgeably with the
term definition of situation but was not well defined in my owﬁﬁﬁind..

Returning télsome.of the literature I had read earlier{ I found that

the concept had been @efined and used by Becker et al in two studies
©.(1961, 1968) as a central concept to provide a; analytic framework for
" the treatment of thir data.

Encompassiﬁg the earlier category of definition of situdtion,
thev cbndept' of perépective extended( the egplanatory power of the
earlier préposition by allowing new categories by which to ofganize
the data: goals, actions, and criteria of judgmént. For the first
time T had a way to' compare the viewpoints of partiéipants and

_instructor and to encompass not only their thoughts as desg&ibed in

: ’
the interviews but their actions in the classroom.

@
.
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- by which these categories' could be linked and a descripfiqn ordered.
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The adoption of this concept is similar to what Schatzman &

Strauss refer to as using “substantive levers." (1973:120) They

/
caution the researcher to confine these levers to preliminary analysis

inaemuch as sueh "received classificatory schemes" may prevent
progress from "straight description"‘to "aﬁalytic description;" The
latter is distinguised by the development of an organizational scheme
which "is developed from dlscovered classes and linkages suggested or
mandated by the data.” (1973:110)

“ While I accept their distinction and the caution that derived

concepts may tend to distort the data, I contend that, in this study,

the borrowing of this concept has not distorted the data. Having
fully grounded "the earlier categories in the experience .of the
participants, Fhe concept of perspective usefglly provided a framework
The utility of the concept was of primary coﬁcern' to me and_
this respect 1 found it a powerful heuristic de;ice. Iﬁ-so esing it}
I accept that 1 may Nnot have attained! the level they define as
P v . .

"analytic description.” . *a

The final step of analysis consisted of testing the‘value of
the; framework agéinst .the evidenee of the data. The additional
analytiC'_eobponents of goals; actions;\ and criteria of judgment

provided new coding categories by which both observation and interview
./x‘._ sl

data could be analyzed. In using these the contrast between the

- perspective of the participants and the instructor began to be

s

clarified and to lead to a fuller understanding of the differences in
b

P N8 -

. . ) . &
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their intentions and actions in the classroom. The major theme, an e
¥ B

encounter of perspectives, arbse directly from this comparative

analysis. Earlier categories where I had substantial data (such és

ways of ca;egoriiing‘ classroom events) and specific events in the

classroom cSuld now be profitably used as illustrations of this major

theme and its sub-themes.

S ’ 5

N
% W“"’ 5 o
BN A3 4O

v By oy .
“sredduétion came in the writing stage‘when final decisions were made

-,

[,

Strictly 'Speékiﬁg3 the last steps of analysis or data

about what could be included in the final presentation of data. My

guidelines here were twofold: to present sufficifnt data that the
concepts and themes would be well illustrated and to provide the

reader with a sense of the narrative flow .of the experience.

a
¥

My originalxresearch purpose was to ibe,)from the'pErt—

icipants' point of view, the experience of adult learners in an_educa-

tional program designed specifically to-address decision-making in’a
life situation. The teader must now assess whether this is done in a

&

coherent and credible manner.



CHAPTER THREE

'

L PRESENTATION OF THE DATA: BACKGROUND

The presentation of ‘the data has been divided into two
chapters primarily for the convenience of the reader. This Chapter
provides background information about the Transitions course, the
ﬁrogram selected as avvehicle for this study of adult participants'
experiences iﬁ a continuing education program. Tﬁe Chapter‘is divided
into four sections. | | “

The f{rst section introduces the instructor and outlines his
developmént 6f the course into its present fprm; describing the way iq
which he conceptualizes, the course and“lhe' manner in which he haéu‘
qrganized it. This description is drawn from the two interviews held

r'with the instructorg:rior to and after the course.

The.second section describes how the sﬁecigic "Gardem City”

;<sgption of the course was organized.
| The third section briefly profiles each of the nine partici-

4.

+ pants who registered in the course, describing their reasons for en-
o

EALR
: ~

, rolling and their éxpectations,of it;ﬁ3 These profiles are based on
interviews held with each of the participants.
The fourth section describes the settihg for the course,

All names of pebple and places, including the course title,

have been changed.

48



1. THE HISTORY OF THE COURSE

Transitions is a non-credit ‘ﬁrogram for women offered for
approiimately ten years in Capital City. Over that period the course
%nstructors' have changed and, with that change, . the ‘particular
emphasis of the course has also varied. However,‘ in the last few
years, two different sections have been offered, each with a slighfiy
different emphasis. One offers a moré general orienfation to 'self-
awareness through the use of tools such as Transactional Analysis.
The other offers a more specific focus .on' education and career
" decision making, principally through the use of a battery of vocation-
al aptitude and interest tests. It is the 1attFr section” of the

. course which was ultimately selected for this research.

The Course Instructor

Stan, the course instructor, is in his mid-forties, married
with a family, and emplgyed full-time as a High School Work Experience
Coordinator in the nearby centrebof Garden City.‘ During his“career in
education he has faught‘or worked as a Counsellor at all levels of the
public school system as well as at the post-secondary level. He holds
degrees in both the Social Sciences and Edudatios; his»lptimary
interest being\in Psychology. o - |

Stan began teaching the Transitions course about five years

ago while enrolled in graduate courses in Educational Psychology at

the University in Capital 'City. There he had heard that the course
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spodsors were looking for instructors w%th a background in educational

testing. He had applied, been offered the job, and has continued to
‘ ) 9] .
“teach .the courge in both the Fall and Winter terms each year.

He has enjoyed teaching the course both because of "the

¢

flexibility” he feels he is allowed by the course sponsors in deter-
mining how to approach the course content and because he likes working

with adults:

"The groﬁp that I personally enjoy working with are adults. As
a teacher you have to create an atmosphere in the classroom.
If you have a lot of it coming (from éﬁp class members), boy,
you've got a lot to work with. (Adults bring) their exper-
iences, their maturity, and they're being serious, earnest
about what they're trying to do. They put everything into
it. You cah actually then teach; youign not disciplining.”

Developing the Course

]

When Stan was ﬁirst hired he asked for some background to the
course .and was given."a general outline” aﬁd some "sheets of comment-
ary from people who had taken the course in the past.” He formed the
impression that the instructors before him had "been sort of doing
their own thing; it depended where your emphasis was and'what you
‘thought .was important.” .

‘His own conception of the course‘was that it could really only
offer "ngirét step,” an "orientation” for the women as they began to
make ‘-rcisions about life changes: |

"Tc me it was more of an orientation ... more cdnfiﬂence
"bui ‘Ying, awareness of self, meeting other people in the same
si: i~n as oneself and finding out from them, gaining a

1i- e --re confidence in oneself and being prepared to make
tha "
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Once he began teaching the course an initial difficulty 1in
planning his épproach was the diversity of interests presented by the
women. He found that they‘fell into two categories: "the ﬁeople who
really wanted to get an orientation to self and those ‘that are
interested invcareers only." Since he fel{ that the course "really
wasn't meant to be everything and all things to all people,” he
decided to 'take what he calls a very "generalistic” approach.
Requests for specific career information could be addressed .on an
individual b#%is he decided, while class activities would be reservéd
to emphasiée what wés generally applicable to both: groups. Deciding
what was generally'apblicable gontent evolved out of his understanding
of what the women were asking for as well as his own assumptions about
common motivations and needs.

Qpe of the major presuppositions he brought to the course was
rooted. in his own background in Psychology, particularly the litera-
‘tu;é of existential:psychology. From this backgrouﬁd he had‘developed
a concepéion' of cyclical changes in iaentity over the life—span.
According to this conception m;st people, at intervals in life, would'
- go through an “"uprooting” of'idéhtity leading to "anomie” and "alien-
ation.” The task for each pefson was to ﬁse the impetus provided by
that uprooting to ?autheﬁtically confront our existential relationship
with the world." f 3

In accordance with this éonception, he assumed that most
people were motiyated t& come to the course by éomey"disturbance" or

-4
"dissatisfaction” in eir present life:
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“1f they were quite happy and on some route in life then I
think they would be off taking some other kinds of courses. I
think anyone who takes a course in confidence-building or
assertiveness or some kind of (course like this), I would say
there 1s some dissatisfaction.”

He felt that it was imperative for ‘all of the women to
understand the basis for the “dissatisfaction” they were feeiing.
This examination would be helpful both to those who wanted a general
orientation to self and to those who &ere interested 1in careers
because; he believea, "you really can't go by way of career decision-

making without knowing yourself."”

"So, 1'm saying that people really have to look at where they
are and why they're doing what they're doing ... I'm saying be
aware of what you have based your decisions on. Why am I
changing? What do I want to change? Then change becomes
meaningful." '

The exact definition of the course content and activities did
not gel until he had taught several sections of the course:

"I began basically with something not quite structured. We
got into such things as resume writing and all kinds of things
— a variety of things I was trying out. After about the
second year I saw the trend ‘was basically one of people
wanting some further knowledge about themselves. This was
certainly tied into the kinds of relationships they were dev-
eloping or not,developing. And then themselves as workers.
And at the point I said well, maybe we should sort of divide
the program in that way. What would be the proper, sequential
order of things? So that package came to be."”

The “package” he developed ‘divides the course into three
parts. The first focuses on the "self as individual” and is intended

to stimulate awareness of one's self and the process of personal

change. The second examines "the self in relationships,” particularly



53

one's patterns of interaction in simulated work groups. The third is
“the self as worker” and consists of a battery of tests measuring
aptitudes, vocational interests, and individual temperament which may
influence career choices. One session at the end is set aside to
discuss the test results and look at career .or educational resource
material.

Although Stan likes to "experiment” with variations in soéme of
the content he presents, this three-part outline has remained mostly
intact since then. He feels that. this package provides a logicél
sequence in regard to the steps one should go through when making
decisions about.changes in life or career patterns and is sufficiently
general to address most of the concerns people in a class have. He
considers himself "a pragmatist™ - he "uses what Qorks" - and makes
that judgment on the basis of what he observes ‘in the class, what
class members tell him directly, @and through course evaluations
completed at the end of the course:

I want to know what is successful; let's do things that are
successful - my pragmatic side coming out. As I say, this
stuff works .., I am getting a high percentage of success from
this thing. I'm realistic as well, I know that- I can't
satisfy everybody and everybody has their own kind of orienta-
tion. But, at the same time, I know by imy feedback that I'm
satisfying the needs of these people. And I'm saying what am

I here for? That's what I'm here for. And that's why I carry
on. -
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2. ORGANIZING THE GARDEN CITY SECTION

In the Fall of 1980, at the time of this study, the Transi-
tions course was belng offered for the first time in Garden City.
This decision had been made largely at the suggestion of Stan, who w;é
familiar with the community and‘wasﬂof the opinion that there was a
need for such a course.there.

Garden City's boundaries adjoin those of (Capital City. A
suburban community, it has grown in the last decafle to a population of
30,000, 1Its new residéntial areas, largely middle class, have grown
as the result of a‘demand for housing unavailable in Capital City and
many "of its residents commute to work there. However, it also
attracts those who perceive it to offer a quieter, small-town
atmosphere, Many such residents prefer to use the local shopping,
leisure, and recreational services whiéh are considered more
convenient.

Stan was actively involved in arranging for the course to be
offered in Gardén City. At the same time, he took the‘opportunity to
experiment with a new course format which would use cable television
to present some of the course subject matter. He felt this would
allow them to reach a wider student group. The TV presentations were
to be comﬁlemented with group sessions. Arrangements were made with
the local cable television company for this. -

The course was advértised locally in the Fall, 1980 Further

Education Program brochure prepared by the Garden City Further
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Education Council and delivered free to homes in. the city. The
Transitions course was described in substantially the same way as it
had been in advertisements 1in Capital City butf'lith the additional

information about the use of cable television:

"A program for women who are conitemplating furthering their
education and/or changing their role through embarking on or
resuming a career. It will also be of interest to those whose
family needs have changed or who are’ contemplating a change.
The emphasis will be on the total person within the context of
a "second look"” at the self~-as-individual, self-in-relation-
ships and self-as-worker. ’

The self*as—individual is explored through philosophical and
psychological models with aptitudes, interests and personality
preferences examined through testing. Interpretation of this
information is achieved through individual counselling
sessions in the latter two classes. Self-in~relationships is -
reviewed through group activities and discussions. Self-as-
worker is discuss:: . terms of investigating possible goals
as well as possibi’' . <s of enhancing, advancing and securing
present goals.

Arrangements have been made to prese he subject matter
portion. of - the course via Cable with% }assroomv sessions
conducted at the High School for group activittes and testing.
The intent of such a course is to facilitate/assist the indiv-
idual to initiate ©planning for desired change and to
understand the process of change.
Elsewhere in the brochure the starting date (Monday, September 29),
the duration (10 weeks), and the fee ($60.00) was given. The
instructor's name was also provided.
There was initially some difficulty getting enough registra-
tions. The course sponsors had a policy of requiring a minimum of
twelve registrations before proceeding wit§‘the course. The starting

v

date was set back while Stan attempted to find a new day and time more
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suitable to most and to allow more time for registfation.
In addition, -there were some difficulties with the idea of

using cable television. '%gme of the women who were interested in the

o o
Pl

course did not have cable reception or found the suggested b’oadcast

times : inconvenient or 1impossible to Qork into their schedules.
Furthermgfe, most expreésed»a prekerence for groupnsessions only. The
idea of ;siAg TV was ihqs dropped and the usualbcburse format of ten,
weékly, two and one-half hour sessions reintroduced.

By the second week of October the minimum registration “of
twelve. had still not been reached but the decision was made to go
ahead with the course anyway. Nine women (excluding the résearcher)
turned up for thé fi;;t session held fhursday night, October 9. All

stayed in the course uyntil it was completed; the last session being

“held on December 18.




3. THE PARTICIPANTS
: >
- All niﬁe of the partiéipants lived in Garden City. As a group
they varied in age from earlf thirties to late forties and had formal
education raﬁging from incomplete high school to five yeérs of prof-
essional university training. One was divorced and raising a family
on her own; the others were all married. Two had no children. At the
time the cersé began, tﬁree held full-time jobs outs;de the home, one
had just resigned from a part-time nursing job, one was enrolled
" "full-time in a a secretarial course, and the othér four were raising
families at home.
The divetrsity of age, education and employment status is a

comman feature -of the groups who have enrolled in the Transit{gyL

course over the years it has been offered. Based on,his prior exper-

ience with some ten groups he has taught, Sggﬂfasse

"representative” ofs all that he had taught. It differed only in that
P I oo

* k ) H
it wasthe smallest group he had ever had; most classes in Capital
City had closer to twenty enrolled.

What follows is a brief description of each of the nine women,

giving her reasons for enrolling in the course.

Ellen is in her mid-thirties with three children, ages ten to
sixteen. Prior to her marriage she worked as a book-keeper butkpas
remained at home to raise her family since then. She 1is activel$

involved in a youth-group as a volunteer, serving on several zone and ¥

i
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provincial® committees. She describes this ‘as "almost a full-time.

"

job. She intends to look for paid- employment when her children are

older but foresees tHis as being "at least five years away."
y y

Each year sie likes to-enroll in a continuing education course
to Ltry something newuf’ This.Fall it was the Transitions Coursg'whichA
"caught her eye.” From the description she thoﬁght éhat it‘w0uld be
. suitgble for her even if she Qésn't planning to work right away. She

saw‘ it as "a self—improvémgyt kind of thing,” an opportunify to
~"expand her outlook" and she decided to enroll and "see what I get out

of ' this."™

Barbara is in her-early forties, married, with three children,
o~ , . - :
the oldest of whom has graduated from high school and left home. She

first re-éntered the labour-force on a part—time basis six years ago
- . \
but is now employed full-time as an office supervisor.

-4

She had always thought that when _her children got older she
would probably return for further education and ‘selectg\a “'second

career.” But she is also preoccupied with quesﬁ?ohs about “choices
. ’ : VL
_ . |

and life-goals” and she felt that she needed ’"some set time to

reassess:my life goals.” The Transitions course

‘§60uld provide that

‘ _ ‘ ! o
opportunity, she felt. She wanted to examine the@qﬁestion, “car I do
all tﬁevlhiﬁgs I wanted to’do all along and are tﬁéy as important as
ever?” ‘ ; : . e )(2_

Marie. is in her late forties, married, with two grown gons -

-
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from a former marriage, and one eight-year old daughter. She raised

“jobs. When s?;;__Jgrried\and had her daughter she stayed home to be
with her. She now notices her déughter becoming increasingly
independent ‘and, finds herself '"thinkihg about the future.” Her

. hdsband has recently started his own company and travels a great deal

and "works constantly."”

k4

She describes herself as "restless and dissatisfied, feeling

I've got things left to do that I haven't tried but I don't'know what

they are.” She had heard of the course before and was "curious” about

it. She decided to enroll because shqethought "maybe somebody whd was

trained in that field could maybe Stéer you or give you hints to know

/

which direction to take.”

. ;f //' ! ) -
Ruth is in her late forties; married, with four children.’ She
. j/ .

is a Registered Nurse; for the past sixteen years working parf-time in

_the field of Geriatrics, primarily/in extended care facilities.

She describes her choice! of nursing as ‘a case of "limited
i .
. f
, , ,
options” when she was  young. {. She finds nursing a “stressful"

i
i

“occupation and this anxiety has Been compounded in the last few .years
by having to also assume the responsibilities of a team leader. She
was not comfortable with this "leadership ‘role,”_preferring to "be a

follower and jusf be résponsible for my own work-load.”

This past summer . she made the decision to quit nursing at
P"" . = N ’ .
legst for. g whilei  Having worked outside the home for so many years,
o .

-
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however, s%é &asi’EWSu;e she would b?.happy staying at hémé. She
wondered whether fhere’waé some other kind of work she could do which
would be "less demanding”™ but was unsure of her abilities and afraiq
to apply fot somégh{ng totally different. ‘lAtAtﬁe suggestion of a
colleague, ,she& enrdlled‘ in’ the Transitions course. She dééCribed
herself as "lookiﬂg for some‘direction in making a cbange_or direction

as to whether a change would, in fact, be beneficial or possible for
. v P S

me as an individual.”

1

Sandra is in her early thirties, married, with two childrea in-

','elémentéry school. She has found the role of housewife and mother

s

very demanding and had begun to feel that she, as gnlindividual, was

being neglected. "For the last couple of years Iiye been thinking of

branching'out. My last kid has started Grade. One now sS I thought if

I started doing something now, preparing myself, then once tﬁey're_

more on their own, I can be me.”

-
@

She has univérsity training in Physical Edﬁcati@n and has
worked as a med@?&ﬂ secretary. However, neither of those appealed 'to
her as possiblé career_’bptions now... She enrolled in the course

because she wanted to “"take a look" at what she might ‘do in ‘the
) . . Cin ‘ 5 : *
future. "Mainly I just want to know that I'm going in the right
J _ ‘ . . .

direction.” /

/
|-
I

Anne 1is in hei late forties with four sons, ages ten to

|
[ Lo
N 1 [ . ]
nineteen. Before she 735 married .she worked in an office but, while

|

C e
R i



raising her family, she did not work oufside the home. She was

divorced two years ago and has spent those two years "overcoming the
&

emotional trauma” of the‘marriage breakdown and regaining her self-

confidence.

This‘past summer she:had reached a level of confidence where
she felt fthegé was just no reason why you couldn't do anxthing" and
began"té'_examine ﬁossibilities for further education and a career.
She eventually decided to‘enroll in a Secretarial course becaﬁse she
had‘done that kind of work before énd because it would give'hef."a
marketable skill" in a relatively short time. But she saw this as “a

first step” rand wanted to continue. to explore other options for

Q(v

hersel fa . ;

The Transitions course, she felt, would provide an opportunity

.

to deterhihe what her "potential” was. "i want: to know if I could be

A

in a really different type of field and be good at it.”

» i

[

Carol is. in her mid:thirties, married, with no children. She
is employed asba School Librarian in an elementary'school,ra position

- she has held»fof four years. Prior to that she was an elementary

3

teacher.for eight‘years.
: : . 7 A

She describes her initialggchoice ofv teéching' as a case éf

choosiégAfroﬁ!a;”narrbw rané;.of possibilitigs" known to her when: she

was yqﬁégfﬁ%ﬁ§ﬁe'had eventually'leff classroon teaching because "her

nerVeq%ééﬁl‘

ol ‘
but didn't ‘feel qualified'forvanything‘else and finally elected to do

! é

Ry

dn't take it.” She had then considered other types of work-

N 1
b

. - ‘ ‘ J



a Diploma course aé a School Librarianr She was familiar with the
work and thought' it was a way both "to salvage"” her prior education
and experience and to retain the benefits of a good salary .and
vacation time.

\ She prefers the Librarian's pbsition to cléss}oom teaching
but c5ntinue§ to be "vaguely dissatisfied” and &onders, still, if
"maybe there's something better.". This course, she felt, might "heﬁb"
by providing }ﬁfbﬂma&}on about other job possibilities which would:
allow her to use her education anJ work experiéncef .She hoped "to bé

given some direction as to where to go" in looking for other kinds of

wqu.

Janet is in her mid-thirties, married, with no children.
She has been teaching elementary school for the past ten years and

finds herself increasingly dissatisfied with her work. Two years ago,
. ) cﬂ" 6‘ . . . .
when she first came to the province, she did look at other job poss-

ibilities but found that eithet she wogld d%ed more training or the

salary drop from teaching was more than she wanted to take She had

{b [

_returned to feaching but the . dissatisfaction grew and she deséribes

herself now as feeling that she is "a poor teacher this year. 1 just
donft h;ve the oomph that I did several years back."”

éhe works in the same school as Carol and, with he?, decided

that the Transitions course might giVe "gome direction” in healing

with their job dissatisfgction. Janet was espgcially interested in

having the testiﬁg done in order to find outhﬁat her "interests and

L4
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aptitudes are.” "I want some ﬁirection, to know the different kinds

of jobs that would be suitable for me with the interests I hame.h‘ﬁ,

1 . B
b O S

L The ,
3 .
P v

L o
Jenny is in her mid-~thirties, married, with two ‘teenage

o

children in.school. Since her marriage she has not wo?kéd outéiig.fhe
home. She directs her énefgies toward esfablishing and maintainiﬁg "a
quiet, calm hgme" for her family and is, on the whole, satisfied with
Ehe life she leads. However, she sometimes wonders if she “should”
work outside the homg; if, perhaps she is "just in a comfdrtable rut.”
She is also aware that her children will soog‘lgave homg and that
something could conceivably change her situation-in the future so that
she might "be forced” to&get a job. |

‘She was unable to identify the kind of worﬁ that would appeal
to her althopgh shg.investigated a number of different courses offered
by post-secondary institutions in Capita1> City. | She had tried
unsuccessfully the past Spring to have some vocational testing done so
was particularly interested in the coursel because it offered the
testing. She hoped that the tesfing would "ﬁoint me in a direction so

that I can say I'm neither comfortable in my role or I've just become
3 [l

too secure in my role and it's time for a change.”

)
pi
§oigs
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4. THE SETTING

I pushed open the door of fhe Garden City High School the
night of October 9th, "All" Sehool Visitors Report to the Office"
ordered the sign facing me. As I walked down the hallway the institu-
tional greens and beiges, the metal lockers, the posters advertising a
school dance, brought back memories»of being a high school s;hdent,‘

Two days before I had received a phone call from Stan,%&he
course instructor, éénfirmiqg that the class would meet that night for
the first time. "In the‘High Séhool" he had said but ds I stood in
the silent rotunda there were no indications of which room we were to
meetbin.

"You here fdr a night class?” the man'ddwn the hall called
out. He was swabbing the floér witg a large string mép. “"Straight
down the stairs to the end of that hallway,” he séid, pointing.‘ I
thanked him and stepped thfough the wet puddie on ;he:floor épolog—
etically. In the héll I met anothér woman _and Sﬁanﬁ— wﬁom I recog-

&

nized because we had met before. Stan was-just unlocking a classroom

o o ; : , o :
right bgside his office. Flicking on the lights, he told us to go

ahead and take a seat while he went into his office.

The banks of fluorescent lights lit a rather drab, fectangular
[}

room, The walls were painted‘ a neutral beige, the furniture was
blond—éoloured wood an&.green metal, a green chalkboard ran along one

f%gqgf the long walls, while opposite'it was a large‘wqod storage éupboard




hung. The only bright colour in the room was a patch of emerald green
carpet covering a small, raised platform in a window alcove facing the
hallway. There was no other window in the room. In front of the
chalkboard>was a large teacher's desk and a lectern. Facihg this
were about thirty, individual table-desks aligned in six rows. The
chairs were up-ended on these desks.

The other womanvand I moved to the center of the room, lifted
down two chairs,‘and seated ourselves so that we were directly in
front of, but two seats back from, the desk and lectern.

"It's a rush to .get supper over with and get here by seven,”
she commented. "Especiall} ri;ﬁt now. I've got these wo%kmen doing
renovations in the kitchen and there's sawdust and tools all over the
place.”

As we chatted about the renovations she was having done, two
others came in aﬁd seated, themselves behind us™ We exchanged names
and the one who sat behind me, Jenny, asked if any of us had seen the
film on Cable TV.

"I did try,” Ruth volunteered, "but I couldn't get any
picture, jhsﬁ the sound. Anyway, it sounded féally intéresting. It
was called Pack Your Own Chufe." ) - V

"Pack Your Own Chutei" Jenny exclaimed. 7"What's that got to
‘do with this course?"

"Wéil," Ruth explained, "it's got to do Qith trying something

new, overcoming your fears, at least that's what 1 got out of it.”

"0Oh," Jenny laughed. "I thought I must be in the wrong
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course. I don't even like flying, let alone parachqting!"

The conversation proceeded somewhat haltingly, pugltuated by
periods of silence. There was an air of uneasiness and anticipation:
Three others came into the room and seated themselves at the back of
the row closest to the door. They, too, sat quietly. Although they
’were all dressed casually, mostly in slacks and ;weaters, they had
evidently taken éome time to dress up for the evening. Their make-up
.was caréfully applied and their hair "done.” |

Stan stuck his head in the door, counted us, and then
commented that we would wait a few minutes more for the other three
who were expected. At 7:15 he came back in and positioned himself
behind the lectern.

"We won't wait any longer,” he announced. '"The first exercise
we'll do tonight will be to try to get to know each other; %hrough
this youﬁwill find out that your- problems aren't unique. 1 want you
to pair wup and talk to each other about your famiiy background,
hobbies, activities and so on. But the focal questioﬁ should be why

are you here? What are your needs? How do you expect to gain these

from the course? Each person will thegk%pfroduce the other to the
FH 3

g

entire class.”

Jenny, behind me, giggled nervously.
p
“"It's a good thing "in this society to get some experience

speaking publicly,” Stan s§%§, looking at her.
. , =

’ e 2 ’ "
"You mean we're s osed to tell what the other person needs?

one of the women (later iﬁ%rbduced as Carol) asked. Her face bore a
: @
@a
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skeptical expression.

"Yes," Stan replied. "I kill two birds with one stone here.
I jot down what youf ﬁeeds are. Then I have a better idea of what is
wanted and if, at @he end, your needs have been met. We can address

what you need. For example, resume writing could be included if people

wapted it. O.K. Pair up.”
The Trarfsitions course had begun.

Over the next two and one-half month period the class met for

A
1

nearly thf?e hours on ‘Thursday evenings. We would apologetically
track-ovér th§ wet hallway floors on our way to the classroom where
greetings were exchanged, coats piled on a table by the doof, and a
temporary encampment in a forest of up—ended chair legs cleared at the
centre of the room.

Despite the fact' that we shared that classroom for several
hours each Qeek, Hwe became little more than an ‘aggregate of
individuals. Names weré rarely used. Few of the women, in fact, came
to know more than one or two of the others' names. In interviews
outsjde.the class, as they recounted class events, most referred to
the otﬂers,by physically des;ribing them - "the one with the curly
hair.” There was confusion about each other's present situation. One
.thought all but two‘wefe_employed in the work—force; another thought
all but two wefe ‘at hdme raising families. Frequently I had to

deflect curious and leading questions about what the others were
o



68

thinking and feeling.
In the classroom we sat in rows, waiting for Stan to arrive
and occupy the space at the front of the room which he never left - a .
delimited rectangle between chalkboard, desk, and lecterh.
From this space >Stan orchestrated the scripted activities
which made up the Changing colirse “"package": thfee sessions devoted
to "the self as individual,” two to “"the self in relationships,™ EOur

to the self as worker."” Through this outline he pursued. his

iﬁtentions of "stimulating awareness” and “developing confidence,’

) v )
searching for the evidence which would indicate to him that he had
"got some heads going.”

From their space in the centre of tHe room, the nine women
took their part in the activities: taking notes, doing assignments,
as&ing questions, discussing points _in small groébs, occasionally
expressing a view. They, toé, pursugd theirvintentions - to render
this scripted set.of aétivities into something personally meaningful.

This burSuit of intentions: on the one hand: the instruc-
tor's desire to raise qﬁestions and stimulate awareness; on the other,
the participants' desire to answer questions and make decisions, arose
from perspectives each brought into the classroom. In the classroom
. . § ' B
these were never completely reconciled and the Transitions course
became an experience marked by an encounter of perspectives, .

The description of this encounter is -the subject of the next

chapter.



CHAPTER FOUR

PRESENTATIO“ OF THE DATA: THE EXPERIENCE

The intenﬁ of the prewi0us chapter was to provide the reader
with some background to the first meeting of the Transitiong course on
October 9th. This chapter will provide a descriptive account of the
participants' course experience’

| Thisg descrigt}on has been; ordered ch?onologically and around
the méjor'theme: ankéﬁcounter of perspectives. It is suggested that
the participants' experience is véry'much.an account of disgrepant
perspectives - the personal pragmatic perspective of the participants
encountering the abstract academic perspective embodied in the course
curriculum. )

This theme is elaborated throughout<;he chapter and illus-
trated by descriptions of both class sessions and interviews with one
of the participants, Jenny, the one whom T had chosen to.interyiew
most frequently. |

Based on field notes recorded during the class sessions, a
number of the sessions are described. It shoulp be n;ted that these
descriptions, headed by date, db not include ail the events that took
placé in that session. Rather, an attempt has been made to select
" from the notes what woul' give ;hgu reader an understanding of the
nature of the session - the type of f&rmat used, the coptent presented
and the kind of interaction in the class. Thdse events which figured
in the womens' later reflections are also included. To avoid repeti-

tion not all the sessions are described, although an . idea of their
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" nature is provided. . RN

. v 'i” _ " 8w
The interviews with Jenny are similaﬂ%%gaﬁgmﬂﬂéd tOViUbuséﬁi
. &, )

.
. #

those thoughts and feelings'abaht the gléés seéé;hns-which were most
o - i

*,

salient at each interview. 1In some respects heraintegpretations were

unique but in others they expressed themes common to all the part-
: &
icipants and it is these which form the focus for this description of

the course experience.

2
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1. AN ENCOUNTER OF PERSPECTIVES

@

When the nine women arrived in tﬁe Tran§itions classroom on
the night of October 9th they encountered a set of‘ﬁ[ﬁivities which

had been pre-scripted, a‘gurriculum Stan had developed to provide a
i

"proper, sequential order of things.”

&

This curriculum "package" embodied a particular perspective

which made certain assumptions about the situation and needs of the

participants and what the goals of the educational activity should’be.

The primary goal of this curriculum was to stimulate aware-
ness. Stan had selected act;vities which wouldv‘raise questions,
encourage speculation: and provoke new insights into their present
situation. He expected them to leave the cour;e with a, broader
awareness of, and confidence to resolve, the ‘identi;y crisis  he
éssumed tpem to be in; ‘ - | .

But the participants enteted the class with their own defini-

(N ]

" tion"of their situation and needs and with a different gogl. Their
: L 4

goal was to find direction; their assumption was that the classroom
¥ Y
activities would help to answer their questio}sﬂin a directly relevant

manner; their expectation was that the course should have practical

AN

Figure 2 summarizes the womens' entering expectations. Their
; P

benefits to them.

i
3

common act of enrollment had arisen from asking some questions about a

future path for themselves. 1In its most frequeéntly expressed terms,

they were "looking for direction.” How they expecéﬁ? to find that-

direction, howevér, variad along dimensions of specificity andt

2

e
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. ‘\ " J
Ellen “I'm not really planning to woxk for at least 5 years but
. . the course caught my eye. I thought it's sort of expandlng
your outlook ... a self~improvement klnd of thing ... we'll
see: what 1 get out of this."
. o . .

id

' Barbara "I'feel}l need some set time to reassess my‘life goals ...
i It's an opportunity for self-awareness,..,..to examine the
o questlon can 1 do the thlngs 1. wanted to- do all along and
are they as 1mportant as ever?" ~
*

‘Marie ;j{fnon't }eallx knog”what I want. I know I want something
. ‘moreé .than what I'm doing. 'So I just thought maybe somebody
who was trained in that field could maybe steer you ‘or’ glve

E]
¢

s hints to know which dlrection to take." . . @

-

~ Ruth "I'm 1ooking for - some direction in making a change ...

SR ~ whether ‘@ change would, in fact, be beneficial or would be
. . possible for. me as an 1nd1v1dual whether' I -have  traits,
‘ % abilities, 'or ~aptitudes that would gear me for some other

- ‘ type of work L _ ‘- ' ¥

=
"t

Sandra "I want to start preparlng myself now for work I want the
opportunlty to talk with -othert. people, ‘get some feedback,
‘tdke 73 look. Mainly I Just want.to know that I'm golng in
the right dlrecthon.' : o

- k)

‘ — . e < - < =
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o ‘,Jennx o I m hoplng that the testlng wall point: me 1n a dlrectton SO

- o L I've, just become Loa. secure in my: role and 1t s time for “a.
-t ﬁchange-* Lo R A o4

Q

o .ﬂ.‘l", ’ " . ' .\v& K R SRR . . ¥ -
c -, Figure 2:- The Participants'\Entering-Expectations
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Anne

T

"The secretarial course .gives. me a start. But I want . to
know more. I want to know my potential. I want to know if
I could be in a really different type of field and be good
at it.”

BEE .
3

Carol

; o V. . -
"I'm still hpt rea%}y ha§§§ iﬁ&gy 9 : But where do you go
to try to change ¥o ., hoping to get. some direction”
to find out about new L& ‘% f‘work what else I could do
with my education and experience.” ’

g™
I
N

Janet

“I just don't feel like I'm a good teacher anymore I want
to know where my interests are, whether I'm capable of doing
some ' particular jobs. ‘I'm hoping he can help me locate

something else or guide me in the right directlon.' 4
Figure 2: The Participants' Entering Expectations .
. . e . ,
e 4 P - b
5 i . - . \
%
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i

urgency. f //;;/ .

.t

Ellen %as most diffuse in her expectations. Describing
herself as unable to make any significant changes for several years

;yet, she ‘was the one participant - who entered the course with the

i "

expectation that "anything she got out of it" would be fine.

At the other end of the continuum were those like Carol and

_Janet who wanted to make a career change quickly and who defined their

/ ) ,
needs as informational in nature, focused on an assessment .of voca~

/

tional alternatives.
But urderlying these individual variations, there was a co%ion

“

_inteppfetive process in which.all the participants were engaged. ‘This

was the ongoing translation of the curriculum into -something

"

g : L o
personally megaingful. Theirs' was .not a disinterested stance where °

, theory_and speFulation'was of interést in and of itself. Rather, tﬁey
= . - !

were verfﬂpragmétically looking ;Er answers which would help them find
Qirectién. - _ : - "' ‘ ' ) ‘ :
'Iheir 5ragmatic pérspectiue ‘egéqun;éréd in .phe ,classroom a
mich ﬁdfe‘ phéogetical ;dd; speLulative pers;ective embedded in the
. : . . /
lchfridulum, 'The‘intentions of the instructor'weré frequently at odds

a i

with their own interests. ‘It was this discrepancy of perspective and
o . . . - o o L
intention which continuously' characterized "the Transitions. course

‘
-

expepience. BN . _ . .
.Figure 3 presents the major elements of these ' two ' perspec-

&

tives, that of the participants and of the inégructor. s
-For purposes of this diSCussion,Ithe’concept of perspective
. - ) 5) ' . )
and its analysis.into components has been based on the definitions

, . v
£ . s

#
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. k) ; ¢
¢
Participant Perspective " Instructor Perspective
Goal: - To find direction To stimulate awareness
Definition I need help to make a The students need new
of , decision. The class- awareness of *their sit-
Situation: room will meet my uation and confidence
» personal needss for self- to resolve their iden-
o . ~assessment/clarification tity change positively.

information,

9

4 b _"5 '

Actions: I will engage in class- I will provide philoso-
' room getivities which - phical and psychological
- ™ are relevant and mean~ - devices to stimulate per-
ingful. I will inter- - sonal insights. T will
act -with others in a structure and lead the
non-threatening, relax- interaction,
ed manner.
Criteria I sheuld gain practicgi ' Students should evidence *
of benefits from my part- " new awareness and confid-
Judgment : icipation. 4 _ence.
Fig;re 3:. Participant and Instructor Perspectives

/ | -
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provided by Becker et al in Makiné the Gradé. (1968)

As it is défiﬁed there, a perspective is "a coordinated set of
ideas and actions a person uses in dealing with some problematic sit-
uation. The ideas can be' seen by an observer to be one of the
,possible sefs'of ideas which_ﬁight form thehunderlying rationalé for
the person's actions and are seen by the actor as providing a justif-
icatiow for acting as he does.” (Bécker et al, 1968:5) )

Analyz@,into its components, a perspectiVe minimally includes

a generalized goal, a definition of the sitﬁation, actions, and

-
L

criteria of judgment,
. 1.3

\§§ﬁ~ ‘The generalized goal provides a point of view about why" people -
: o oy % .
. . kS .
,}B%are in the situation and what they may rpasonably expect from it. The
~ N . 3; . : . v . . . 2
definition of @he situation describes the character of the situation
H t ; 5

by which g@portéﬁce is a&;ached‘ to  certdin of its featurés. «The
- ¥ e ¥ H &
. fi ‘ ) -
vactions are a specificatiof of tMWose activities whichgone ' “may
o v : &, oWt
properly and sensibly engafe in.” - These are realistic actions in that
. : ‘
f .

. o i ° 2 e s
situation,  givermr the character ascribed to it. ~C¥lteria’of judgment
. - - " > .

are those standards 6f value apﬁlied in the situati6n‘.4%1968:29—30)ﬁ‘

'

In Méking_;the Grade ‘the student’ perspective the authors

described was developed over time through interaction in the college
: - ' ) !

situation -and became the common frame of -reference within which .
consensus and communication could occur. But in this study of the
Transitions classroom that convergence into a-single ‘common frame of-

h

reference did not really occur.. Rather, the perspectives which each

held upon gﬁtry into the classroom situation remained”almosf'wholly-
L : . ) A v ‘: )) '

LN

PR
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idtact. Lackidg the shared frame of reference, the experience was
marked by divergent‘definitioﬁs, actipnsﬁﬂpqd judgment of value.
From the participants' viewpoint, the experience was one of.

translating from the "academic" to the‘"eve%ydéy" world, rendering the
. : v _ ‘ :
4 personal from. the intellectual,"rgconciiing possibilities with

f? realities, bridging gaps between questions and answers.

A

- ‘“ . ‘; Y .
S g :
" . C ML e %



‘Session One: October 9

3 B T
X v 3 AR ’ -
; © v . -

N . Ve

"0.K. Take your Seatspin the centrefpf the room and get your.
. . T } )
notebooks out. I'll,give you' the course outline , Stan sald as he

rose from behind, the desk at the front ‘whére he had been sitting. #®
. ~( :

With this instruction he ended the introduction eXercisquhat
had occupied the first hour of the session.A Thr%§gh it we had been

n ' ! AN ) :
scattered in groups of two or three.at’ the four corners ofgﬁﬁ rooh

Stan hav1ng dec1ded in response to the suggestion étop’denny that we
sit closer tpgethet, that that wasn't necessary.. "we;cduld‘aliﬁ¥%;;v§iﬁ
each other.”\tfhree others‘had arrived just after we had pafred up so
that there ﬁe now ten of us plus Stan.
The intréductions of each of the women had quickly fallen into

a formula,  This ie Jenny/Carol/Ruth@ she is a housewife/librar-
ian/nurse, she is,wonderi"? ether she should make a change and what
-that shd:}d be. Staﬁ“had follawed most of these up with a.fey clagi-
fying questions or ‘comments. "Have‘ yod considered other. types of
librarian's johs?" "So, pou‘re interestedmin‘exploring goal possih-
ilities?” As he pursued these@uestions he jott?{notes on a ﬂcm
paper in.front of him., Other than to answer any such questlons we ‘
all sat llstening to the introductions and‘exchanging tentative miiesf
across the room. ) ' -

o I'd li'ke the‘ chance to talk more with hthem," I( thonﬁ as we
all moved'to'sit in rows facid? his desk, As I opened my,. notebook it‘

e - \ -

occurred to me that he hadn't yet 1ntroduced himself - He never did.

. For the next hour and a half Stan remained standing at the
. n@ _ . ,

.
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a

chalkboard, filling it with ' words and diagrams to illustrate the

course outline and an introduction to basic psychology. He ran

through the cobuse ou$line quickly. g

,W Wt

“So this course is one where we look at all these aspects of

self: as individual, inhrelatighsh}ps, and as worker. 'Any quiestions

4as: to the general outline?”

There was nohreépané.
~"Anything ;Ou think should be added?”

- "How do you kﬁow if you're happy at your job?" Marie queried.
'"Assumptionéf;are‘ our, - biggest handicap."',Stgn-.réplied, Awe
S . S . ‘1@‘4 N "r.'.,’,,‘,('g;{_hﬁ‘l s b S R AT .

Fied i FROS

[
I o

o g

~don't gi&é'ourselvgswor our jobs realistic credit. We really have to

gn

é&l& ;O‘pndgfstandxourselves7and what makes us thpy."

"Could you be in a rut and ngt kngw that you are?" Jenny
asked. |

Stan grinned at he;. ”Suré,‘happy ignorance, right? You're
just being happy in the pond?™ !
"YeS;. Do you think by the end of the course a person could
recog'<zé this’?/"~
; O
"Yes,"” he replied as he turned back to the board and began to
draw on. it . a. three—coiumn éabie. "I want“ you to draw ﬁp an
. _ . .
Etpectations Table like this with a column for Self, Relationships,
and Worker." He illustrated this on the board. "In éacﬁ column write
down whé; dé I want to see'hapben 1n:eéch of these aréas. Under

worker, for example, what goals? Do 1 want to enhance, develop,

secure, explorg goals?”
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We began to copy down the table. Stan stood silently for a -

few minutesbﬁhen said, “This 1isn't meant to be academic. If I'm
getting SVer your heads let me know., 0.K. Do the resthof that at
home. Now let's turn to a basic introduction to psycﬁg’Bgy."

Hg turned back to the board, erased what was there, and began

_another series of diagrams to illustrate his points. As he talked he

paced ‘dlong the front of the room, gesturing with his ‘haﬁds,
interspersing his presentation witYﬂkLO.K.?", "any questiodé
class members settled into a variety of postures; slumpéd@ﬁback in
fheir chair, arms akimbo, or leaning forward‘with chin in ﬂ%;ﬁ.;QA few

wrote steadily, copying from the board. Two, Barbara and Marié,'ésked

tduestions. His replies .were lengthy and discursive. At timés his

arms chopped through the air and his voice would rise to stress the

, importance of some point. -

"If people are raised in the same family ‘with® the - same
3 . .

heredity and environment, how is it that they can be so different?"
Barbara queried at one point, gesturing toward the board where he had

sketched out a model of the interaction of heredity and environpent on

~self. . } .
~ R , : .

"The - Existentialists' have a beautiful -answer to this,” Stan
‘replied, grinning. “They.say never mind the past, you are here now.
- , ' . . . X .

Accept that state -and the -anxiety that comes with it. You are a
. creature of your present time. You are responsible for yourself."

Carrying on with the notioen of personal responsibility in relation-
; & * :

- . '+

ships and- thgrapy, he began to talk rapidly and increasihgly

t

-
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emﬁhatically-_
"Dependency and pampering are the worst social diseases we
have,” he declared. "If nothing else is achieved by all this it is to

draw home this point: I can't help you.'

L4

Psychiatrists,,psycholog—
ists can't help you. You are the agent of your success. When success
come it comes because you want it, you develop new expectations.” He
| ’ ;J‘ " » "
stopped abruptlywand looked at us. Now, on to development.
At quarter to ten Stan glanced at the clock. Behind him the
board was a jumble of lines and words Vaﬁd diagrams  illustrating

. ‘ ,
Maslow's Hierarchy of Needs and Plato's Allegor} of i the Cave.’
"Guess we'd better stop,” he said. "0.K. , We've sort  of-

fantasized, gone through a few models. The main thingsis not to take*®

it as academic truth. It's meant to get You to:. think, to become

aware. The questions - What am I? ‘Who am I? What does this mean to

3

me? - These ‘are .the subjective "evaluations to balance against the
objective evaluations -of the tests. That's it then. See you next
week and remember, seven o'clock.” He turned back to erase the board.

We got up, stretching, andhréadiéd to leave. Marie approached

%

" Stan and exchanged a few-words with him. ,:I really enjoyed it.” 1

heard ﬁer sa{ to him«
| I walked out with.Marie, Janet\and Carol.
"Boy, that's tPe most my head has worked,,in‘ a long Eimei"
Marie exclaiyed, smiling. - o

"It reminded me of yniversity,” Janet remarked.

Carol said’ nothing. . Her face bore the same skeptical

~expression I had noticed earlier in the evening.



Session Two: October 16

{x

o
I shlfted in my seat and glanced at the clock at the front of
the room. 8:15. Stan had been lecturing for over an hour on "The
Power Cycle,” a model of ideniity change in which one fhprooted old
identities” and went through a "period of alienation.” A few minutes
ago he had said he wanted to present "an existential model of the
authentic response oflalienation" and was now drawing a lafge chart on
the board, referring to notes in his hand as he labelled the columns
with .terms:’ exis&eﬁtial‘ givens, existentfal anxietv, authentic

résponsq, ﬁeﬁrosis. | |
I légked over at Jenny whé‘satuin the row beside me. She was

turned si!:ightly to one side on her‘chair, looking out the classroom

h her briefly before the class began. She

-0

door. I had ch

had vglunteered then that what she had gotten Todt of" {he first
g
P
session was that "I.wasn't alone, others felt the way T dld too. But
T v e o am By 3
1 was getting tired out the last hour. What he yas saying didn't seem

that important.” Jenny, then Anne beside her, "and 1 yawned almds&:g
¥

simultanéously. The rest sat impassively,:watching him completq\the
diagram on the board."
The chart completed on the board, Stan"turned back to the

class. "Alienation; then, is the crucial 9012§ from whicgayou begin

i

> I

to grow. From this alienation u can: either o authentic..."” he
¥‘;0 g%;d = .

stopped and grinned at us. “You're learning all sdrts @f verbiage in

this class, right? Well, authentic simply heans genuihe. Are yo N

still with me or is this‘getting too deep?&'The idea is to reflect¥ on



yourself as we go through this.’ It's a matter of becoming aware."” 4 SRS
"I know I'm using a lot of academic terms,” he continued’

somewhat apoldgetically.i "1 don't know any dther way to do this. If
you don't understand something please ask_‘ﬂyﬁstions, jump up -~ and
R A8 .

down.’ . : ‘ ’ .

Marie put up her hand and asked him to clarify the, terms .
' - "‘-‘m‘a

.psychotic and neurotic. Having answered this in some detail, Stan
carried on with an explanation of the differences between the

authentic and inauthentic response to alienation, filling in . the chart

on the board as he talked. Just before nine he completed the chart
and returned to the original "Power Cycle” model still sketched on the

pther sidé of the board. ‘ . :

#

AR . \
"1f the authentic response 1is followed, a reidentification . g |
. ) ' o } EAR)
: R
occurs and a new cycle begins. What this is saying is* thaty

»

only

through crises do we grow. These crises are, not negative., Identities™
. . - ' < C

’
-

may need to .be sloughed off; At is necessary to shed identities from

season-to season in your life. So your second look at life = if you

1 -
use ‘this model - 1is ¢fo-see your turmoil and crises -as positive_
things. From this you grow, Even if you failb‘ig‘s 0,K. Failure is
) . a ' Kl ' ! ¢ — N 7 ’ : , -

. the result of#trying.” His voice had begun to réfe and his gestures
. .Y X - A ] - 9 . s .H u%b i . ) R

became more ekpansive."Hé paced in front of the board as‘he~began to

a

talk about judgmgnt at\déath, the "hell"” of realizing you hqdrtakenvno
Y o . N R : R
risks through life. I . ) Sur ‘fwxwy,,%' *ﬁa‘y* S

Turnihgh to us, he"fngﬁ}ted}-

” s Y
, e - ¥ g
Talents?” = He'smiled. "You're gett

¥
Sy .
) : I

T T
,‘5#‘:&"' . T L

N



on to recount the parable.

In a final gesture at, the. board, te conélﬁded his lecture.
. ‘ . »

"We're guaranteed at least a couple of :

~

LGLE ages inflike ;hen old

I
1 F’I
8

) : S g
identities must be positively disintégra is 1s not an -a

‘s

gsqlﬁfeu

& T ) ;
but it seems to show a process in life?'s is only a model that's’
o

trying to explain life but it makes seﬁ;y to me."
' "

"What happens if you don't flhrough trauma? Some people

apparenﬁly don't have trauma,” Marie asked. h#’//;///'

. -

"They probably just don't show 1t,” Stan replied. "Everyone

goes through this process of positive disintegration but may not be

aware of it themselvés.”

"0.K. I want you to do anoeher assignment. On the basis of.

this model ‘I want you to map yourself in this cycle, locate yourself,
describe tns events in the recent past which have preceded this, and

. . "
what you want to follow. This will be handed in to me.”
"Oh, no!"™ Jenny burst out, turning the pageé of her notebook

.

abruptly, an annoyed look on.her faée.

- : : >
Stan'lpoked anxiously at her. “It's not that 1 want to pry '
: . . T o ‘ "
into your personal life,"™ he explained.  "This is the subjective -
evaluation that T will be combining with your test results to dévé}dp
& . ‘ ' ‘ : , ' S ..
a profile for yo&?. Because you have to write this down it will force
» , : P - ‘ !
you to ‘really think about yourself.” \
@ R . L . . - ) N\
K . Jenny keptaherleyes on her notebook and said nothing more. s ~
R o —_ ‘7 ‘:‘ . N . v N f j
i How miny, #f you ean~sg&Hngrself ig this.model?” he askeg.gf&w 4'~5
T S HC R N a_— j - W ) R B ‘v.ﬁl;: Lo
y ¥ ¢ b . e

LN

' Aboyt three~quarters of the class raised their hands. v

¥ e

‘ o
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Lo o ' £ : : -
‘Wﬂ/ . . ) )
> "Well, you can -use ano;heg,model if you want but I would like

kN
.«

it Egﬁke cyclical,# he said in a conciiiatory tone. "If you really

don't wént to do this assignment you d&an ;decide to give me some

’

similar information about yourselves in another way."’

"Before we leave»tdﬂight, would you like to arrange to have ‘a

break during the class?" he asked.

The suggestion was greeted with enthusiasm and. arrangements

were quickly agreed upon to bringnﬁn our own cups and beveréées and to

.

use an électric kettle Stan offered to bring in.

»

"Can we smoke during the brg"' Jenny asked.
"No," Stan replied. o'The only room you can smoke. in in the
school is the staff room and thy Qon't'let us use that. Sorry. Oh,

and by the way, will you please replace the chif}s on the desks beforé

you leave. The custodians want the room in order /for the morning.i
15 Lo . :

5 3 o L
. "It"1ll be good to have a break, several’commented as we lefte-

EY . ‘E'v
that night. “Guess we'll have to sneak into the washroom for a smoke,
N N e i . ) \\ ) ) o J"i!l PR
“ B L . Q), ST -
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. . 7 % | ' /
Interview with Jenny: .October 21 : . o
. * ( X

"Boy, I came mafching home after that class, cissin' all the
way. = Probably wore off a couple of pounds T walked so fast,” Jenny
said,'laughing. -

A3
’

It»yés,five déys‘aftgr tbe‘secandéession,ané she -and I had
jhst sat down'at her dining ro?m table, coffee cups in hand. Jénny,
was the first bf the.partiéipaqts I had arranged to meet with ouﬁsidé
the class setting. ‘ \ . : \

"I'm interested in finding ;ﬁt what kinds of thoughts aﬁd
E;elings péopie‘have ad they go through the Trapsitipns éourse," I' had
_explained on the phone a few days.eariier.

Her response had been immediate and generous. "Sure, comewson

over Tuesdayfv 1'11 havevthe:coffee pot oh:" o :
‘ "Whafxﬁéd ubset you so much?” I asked her,

"Well; you know ... How do I put this?" She‘paused@to thihk.
fMaybe if he ﬁad said to us, ladies, you all seem to ha&e a probleﬁ,
making some kind of decisioﬁ.in your life and.hére is whaﬁ we have
found is a good way tovsolve these)problems. Firs; of éll, you ‘have
tb‘analyze yourself aﬁd that's caliea'identity, OK? And expiained é.
little bit about that. ' Now you'vé come toiuprOOCedness‘énd xhat méy
lead to identity crisis and maybe that's whaﬁ'ybu're all into now.
That would be good. Bﬁt; really, fthe way he's explaining these
. things! And when you've got a bl;ckboard full of this jargon - half
.of it T don't even know why he uses it. Why can't things just be

straighforward?"”
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- . (}.,

JI came Ehat close to: putting up my hand and saying 1 don't
I

“want to sound chippy but why are you telling us all this? I'mean who

—

cates? aqu, if I were going to get\into Psy\h logy then maybe I
should know~about-everybody s theory and I shoul

L/ﬁ;ow the tenm1nol—
[{, K .

ogy 8o that I would sound good when 1' m talking to my colleagues but

‘ rlght now .." she trailed ff and took a sip from her cup.

"What would stop you

quesgion?" I quTieg:\

~o

"0Oh, for ‘one thing,

le embarrassed

INthink I was maybe

4 ) ] .
br scafed, you jknow?*” She giggled. “Like, I f@It, that I already blew

it when I sald'oh, no! when he asked\for Afhe gnment. Then he

looked at me and went on to e he's not trying -to get into
ying g

asn't upsetting me. I mean I

- . PR

. / . .
our personal lives or ‘anything.
» . .

‘want hiw to get to know me if-,-m'goi@E,tofget"ah§/kindfofyassistance

/

from him. I‘thOught 'really, what is that going to téll him about us

K . \
when he wants us to use the termlnology that he uses°/ Do you know how

hard it is if you're not used-tq that %765 of terhinology and you' re

. » E )
"I think I figured beCause we're all supposed\to be feeling

supposed to use it?" she exclaimed indignantly.

the same sort of- thlngs and when we started the class - remember’ - it
- \\ !
was so we could get to know each other, 1 thought'oh, great! We re

going to be a bunch pf ladies who can sit and discuss things and get
it together. But after the second class I figured it sounds like I'm

9

in a Psychology course. I didn't mean for that to happen, you know?"

from putting up your hand and asking that .
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[
¥

"Well, maybe it will change,” she remarked as I prepared‘td

"

leave. "I'm hoping that with the videotape ‘business that we're

supposed to have the next class, things will-change. Maybe then we'll
b : . -

7

-8it and discuss it; we'll discuss it. If it doesn't happen I think

i . v O . .
I'm going to have to start putting up my hand and maybe queering
myself out a few times. But, gol darn, that's not what I'm there

- for.".



2. ENTERING THE ACADEMIC REALM

“The reason I use those models and all that sort of pictor—
ial stuff is simply because I'm trying to stimulate” thinking
along those lines ...  It's 1like the idea of looking . at
yourself in a mirror and making some sort of judgment about
yourself, They provide a mirror, a reflecting. device.'

. ~ (Stan: 5/2)

b

"1 figured it sounds like I'm in a Psychology course, I
didn't mean for that to happen, you know,"

. (Jenny:fZl/lO)

. When you come into a course looking for ‘“straightforward

answers” as Jenny had, two evenings of lectures in Psychology were an
: . , . »
'unexpected developnfent, a jarring of expectations., These sessions

werenh’ making sense to her and she was embarrassed, resentful and

puézled. How was one to find answers from "a blackboard full of
-, .

jargo??"

N

o Bu; Stan wasn't intending to give thenm énswers. Thetpurpose

of these lectures was té "stimulate ;houéht," "to become aware" of

’ universal processes in life. - He was, in essence, bidding them to
enter the academic and theoretical realm of his models éné_parables

# and to/speéulate on their meaning.

o

TﬁF leap from the everyday world of pro?}ems and decisions to
,thigl‘acad;mic realm of the cl;ssroom was not an easy one for thg‘.
Vparticipalts nor were they all williqg to suspen? théir practical
éancerns for this jourmney into theory, '

The first barrier was the' discomfort engendered by . the .
LN .

formality of the lecture fbfmat, by "being in a classroom:”

-
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-Q}" ~ . _ ' N
Q: What were you gninking ‘and feeling during the first ]
sessions? . R R .
S: What am I doing here! ( aughs)
Q: 1Is that what you were asking yOurself‘7 .

S: Yeah! Oh,.gad, it was so hard to get .back 1into the
& classroom. It-wasn t.- exactly what I had thought it would-
be - it w?g very dcademic, I :suppose. It's a.,strange

feeling going back after all those-years, sitting in the
classnOij
Q: What are’the cues that, 'to you, mean being in a classroom

rather than, say, a group?

S: Well, you re sitting there behind this little desk and
your hands get all clammy and you're waiting for the
teacher to come in, and nobody talks or chews gum‘
(laughs), You sit down and immediately all those things
‘flash tﬁ%ough your head - all the conditioning you. know?
It was just everybody sitting "there in rows and then the -
teacher walking in and standing up: there at the front of
the room. : 5 :

Q: And what do"you mean when you say it was very agademic?

S: I remember it*from University when they come in and use
these, huge, big words. Although I suppose it is relating
to ‘real life, it's not everyday conversation. It's
mainly ‘the 1anguage that he was using, it was 'actually
quite foreign. :

: (Sandra: 19/1)

A}

‘Being‘in the classroom was different from your everyaay world

where you sat around and discussed things. 1In the classroom you had
"to concentrete,? "to absorb” the ideeé-“e Qas."throwing out at yon."
You were no longer "a bunch of ladiee" gut, rather;.students who had
to put up your‘handS*to ask questions.

The foreigness of the language being tsed was a salient cue in
defining this as "the classroom.” ‘It was alkso a. second - barrier t;
their particination in this.acedemic speculation. It,was his termin-
ology, not their language. | /

Stan was aware that the language he used could be a barrier.

He realize& that he might be "over theit heads” and he apologized for



his "verbiage"

models.

y

A

- i
Since he was committed to using these models, the matter

simply became 6ne of sufficient repet&tiop:

themselves in this unfamiliar language and to try to’ keep it from

"I guess the question to me has been can I'’simplify this
s0 it reaches all of them, so there 1is none of that
contamination in the language that distorts. But I
guess I've come to the point of saying well, I 'speak
this way; I guess we academics speak in a certain
manner. I get wup in the classroom and I have certain
models and there is a certain verbiage attached to them
and ‘T guess I felt, well, I might as well give it t& theh
in a total package ... If it is confusing I'm hoping

"I can explain it often enough that people know what I'm
dealing with" .

(Stan: 5/2)

So ic was left largely to the participants to immerse

"going over their heads”.

a greater ihsight into themselves.

it had proven to him that these academic models served an important

The payoff for this effort, as far as Stan was concerned, was

purpose and justified their continued presence in his curriculum:
. -

"I've had, you know, women coming to me and saying I
haven't slept for che last week since you presented that
model, It's just feally disturbed me - because for the

first time in my life I really see where I'm at.

Now when I get that kind of feedback - those are actual
words - it really puts the old, well, tingle in the

system. Because the model 1is something I've created

thinking that's the way it is for all 'of us.

91

\
but he saw it as an inescapable part of using academic

He had seen this happen before and

.



And I haven't really ever réceived any absolutely nega- b
tive response to that model. 1I've had comments saying
sure, it was limited, I don't know where it's supposed
to get me, I've never been in crisis ...

. o ; N ,

f But then the question is, why are you here? I mean,
something must Thave disturbed you. Something has
motivated you to come here and what is 1t?"

(Stan: 5/2)
From Stan's perSpective, then - one he felt had been just-
~ified by experience - everyone in the course came out of a disturb-’

ance §n their life which could be understood as a regularly recurring
identity crisis. The models he bresented could help them understand
the- dimensions and nature of this digturbance and, with this aware-
ness, move on to resolve itvw;th grgatér confidence.

But it was the discrepancy in definitions of their situation
which bepame the FhirdAbarrier for many of the barticipants. If you
didn't define yourself as being in crisis, if you didn't see self-
awareness as ﬁecessarily of direct benefit, then there was little
intereSt_iﬁ engaging in the éxércise-he offered — particularly if the

" language of the exercise itself was confusing. From these partici—"

B

pants' perspective it wasn't that he was “over their heads” so much as

he was completely outside their heads. It just didn't "click™:

C: “The kinds of things we're discussing now - the inner
self and all that - just don't seem to be clicking with
me ... Like I know a lot of things about myself but
there's no way that just discussing them is going to
change it or help me select a career because of that ...
I guess what I'm really tired of is just philosophizing

. constantly and never getting apnything concrete. The big
thing I'm looking forward to 1is the last part - the
testing."” L '

(Carol: &4/11)
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Carol was one of those participants where entering focal
. ' A
‘interest was narrowly defined. She wanted something “concrete” like

the testing and she simply rejected Stan's bid to speculate on her
‘ {

inner gelf.

At the other end of the continuum was Barbara whdse‘entering

expectations were much broader and who expressed interest in "an
opportunity for self-awareness.” The practiéél value of Stan's

exercises seemed evident 1c¢ th r interests coincided She
x!‘*

wanted to think about things. He¢ ERT - d her to thinvﬂ %!‘ YRS 2

. jug
]

B:  "You know, you don't put in thirty or forty years of
living and twenty years of raising a family without .
having ‘experiences that happen to you everyday. But,
because you're so busy, you haven't really got time to
stop and think: what happened today? How does this fit
into the plan of things? And when you go through the
exerclses we've been going through you just think well,
my god, look at that. If that isn't exactly what
happened and T knew it was. 1 just couldn't necessarily
verbalize it, or put a name to. it, or explain 1it, or
accept it, and now all these things seem a little bit
easier ... It's good in that way, that it's providing
leadership. I find it has been very good in helping me
to think.”

(Barbara: 30/10)

The power and value of the "reflecting devices” Stan held up

;‘f""\ ~— i .
to them were individually interpreted by the participants' interests.
Some, like Barbara, chose to look into them and found clarification.
Some, 1ikeQCarol, were uninterested altogether in such reflections.

Others, like Jenny, found the obscurity of the language rendered thenm

opaque.
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Session Three: October 23,

It was just before seven and four of us sat quietly watching
“Stan fiddle with a video—machine at the front of the‘room. Having
adjusted the volume and picture, he turned to greet us and, commenting
that we‘would wait a few more minutés for the others, left the ;oom.
,"So what did 1 miss iast week?" Carol asked, looking at the
rest of us, )
"You got two hours?” Jenny repligd,AIaughing.
"All these notes,” Ellen said, holding up her notebook and

.thumbing through the pages.

Carol grimaced. “Was it theory or practice?™

1
Ellen, Jenny, and I looked at each other. "I guess you'd say

1]
it was theory, wouldn't you?" e

“Oh." Carol stated flatly and let the matter drop.

The others began to arrive and greetings were exchanged. Stan
re-entered the room and started the class by reminding us that the
session next week would be cancelled as he would be out of town.

"Tonight I want to show you two films which you will be dis-
cussing in groups. The first is called "Pack Your Own Chute”, it was
the one that was on Cable T.V. if any of you caught it. As you watch
the film ask yourself these questions: What 1is the one major thing
that appeérs to be the obstacle to human development, as portrayed in
this film? Howﬁdoes it suggest you can improve or get to where you
want to go? How dées this film describe your own life?" He started

the video—machine and left the room while the film played.



The film was about half an hour long and dealt with the theme
;
of overcoming fear and taking responsibility for one's own actions.
_ There was no talking as we concentrated on the film. A few occasion-
ally wrote in their notebooks.

When it had finished Stan said, “"I've been doing most of the
talking up to now. I'd like to get into groups and discuss the
questions I géve you.” He gestured toward us to indicate two groups
and we shifted our chairs to form two circles.' S&an plugged dn the
kettle, telling us to.help ourselves when the water had boiled, and
;gain left the room. ‘~ »

. , —~

In our group of four Anne led the discussion, reading out the
quesfions and volunteéring her.answegs to them.  When she came to the
last question - How does this film describe your own life? - she
said, "I could really see a lot of my life in that film."

e '"Well, 1 couldn't see 1t relating to me," Jenny said
emphatically. "I'm not afraid. The reason I'm here 1is -because I
don't know what job I might like and even if I want to EEEE a jog."

“I was afraid of everything two -years-ago,” Anne éontinued.
“Could I make it on my own? Could I support myself? But now I just
feel that Ehere;s ngthing I can't do - 1if I want to_badly enough.”

"Do you mean we're supposed to relate this to our whole
lives?” Jenny exclaimed. She shifted abruptly in her seat.

Anne continued to relate some of her experiences in the past

two vyears., Carol sat quietly listening and occasional v nodded.
. .

"Sounds like vyou've really built up your self-confidence,” she

-y
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commented to her.

"Did you think the'film related to you?" I asked Carol,

"No, she replied with a wry grin. "In fact, right ﬁow I'm
wondering what I'm doing here." |

After the break, during which we had continued éo sit in our
groups ané talk quietly together about a‘number of different topics,
Stan led us througﬁ a further discussion of tbe film, responded to
questions raised about the model presénted last week, and then
introduced the.seco;d film.

"This is about the spiritual, mystical self. Ask yourself the
vquestion, what 1is challenge and competition Aabout_ in our personal
lives?"

"Dawnflight” was a'shorter, almost lyrical, explorati&n of the
same theme as the first film: confronting fears. When it ended Stan
said, "I hope you people were able to discern the meaning of all
that?"

There was no response.

“"Who was the enemy the young man saw?" he asked.

"Himself," several people volunteered.

"Right!” he exclaimed. "That film was saying that we have to
confront o:;self in order to 1integrate ourselves into a meaningfu;
whole.” He continued to briefly discuss the séiritual dimension of
life and then glanced at the clock.

“Well, we have a few minutes to talk. Are there any questions

about the first three clas%fs? We're now at the finish of the first
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part, the self as individual. Next time we'll start on the self in
reiationships. Have you gained some insights into yoursel%?" ‘

Several nodded their heads. *

"Could you recommend any books we c;dld read?” Marie aakéd.

"Well, I guess I could bring in a reading list ;hat was pre-
pared a few y;ars back,"” Stan repiied. "But the stuff I've prepared
for this course tries to encompass many approaches. It's an attempt
to sensitize people, to provide médels that may be of use.”

As Jenny and I walked out together at the end of the élaés,
she gaid, "Qell, I feel better about this class than I_did the last
one. I just made up my mind that I wasn't going to take it all so
seriously.,”

“"What do you mean, not take it so seriously?”

- "Oh, 1've rationalized, I guess. But T mean I'm just not

going ‘to take everything as gospel. Some things 1 just'don't agree

with.”
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Session Four: November 6

“Are there any questions about anything cov;red in* the first
three weeks?” Stan as}ed. \
No one responded. .
."Tonight we start on group exercises," he said and began to

<

pass out a number of xeroxed sheets.

(3

The sheets contained the \1nstructions for a "Decision by
Consensus” exercise J;ich involved imagining ourselves to be stranded
on the m069 and needing to agree on the felative importance of a iist
of §uppliesuwhich we would take on our .trip back to a "mother ship.”
He f;structed us to rgad the decision-making rules carefully and then

Bor
to rank-order the list individually before we formed groups.

“You may feel, as women, fhat this 1is mofe of a man's
problen. ‘That‘s just your condit{oning coming out,” he said with a
grin., ™'You should be able to'exFract from your exposure to magazines
apd 50 on the kind of things that are important toasolving this."

Thefe was silence as Qé completeu our ranking of the items.
Stan had us Wumber off‘by one and two to creaté two groups.

"Sit in a circle,” he suggested. “I'll give you until 8:30 to
complete this and then we'll have a break."” |

Sgnce Ruth w;s away, there was one group of five  and one of
four. Marie, Carol, Jennz and Easettled'ourselves around a couple of
desks we abutted togetﬁer on the oppbsite side "of the room. We

- started by comparing our ranking of the items.

"Well, at least we all agree.that tanks of oxygen are the most
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- important item, Marie cobmented. N . i

- "And who says women don't 'know anything the moon!" We

laughed and set about the task of agreeing ~ordering of the
‘ i . Iy .

- - .
other ftems. There‘were no serious dispd%es between us and the task
-of arriving at cOnsenSUs went smoothly as we discussed,each ifen, v

-

contributing what we knew about the moon's surfaee, brainstorming the
possible utility of some of the items on the list, and joking with
.-gaéh other’ about our ability .as -astronauts. There were: frequent

bursts of'iaugnter froncfhe other group, too. 4§tén, méanWhile,'stayed
~— B : M ’ - ° ° u .

@t~his'desﬁ~at the front reading but also frequently looking up to
" observe us. . . o
> During the break we continued to " sit together in our groups,

oo
4 7 : b - ;) = .
. . . _
/ T e,

- i -

Jx
N b 4
IE 's fun "doing this kind of group exercise, isn t ie?" Jennyr\\

QOmple:’%g the: exercise and chatting,

v

- commented. 'It 5 more relaxed, you know?"
?'Stan'stood up ‘and went to the board. ."I'd. like you ‘to get
\ : ‘ ' L
fgyour notebooks out now. I want to- give you ‘three models of

commhnication;f . -
"The.'?ower Model 1is where one person tells or orders the
- ‘other. = The Authority'Model is manipulative, where you try to get

others to'communioéte according to your expectations. - The Creative
Model is where &our feedback modffies your communication.a- He quickly
drew the. three diagrams on the board aS he ‘talked. - ; a - s

> Turning“to’us, he asked, Whith of these models would be the

best?" . . ' R i ) :
v » .v L4 N( . <
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Several said, "number three.”

"No," helreplied. "You need all three. That last one cannot

be the only_fﬁnctional model. There could be no objectivity with it; }”

it 1is subjective‘only. Every organization must have hierarchj"an&l

authority.” ‘ , . /f
. . /

"Now; there are also three”models of leadership style: author-
. ’ ’/"

\ ” /
itarian, democratic and laissez-faire. He began to draw these’ on the

£ o
£

board too.
| ‘When he had completed a description éf the threg{leqdership
styles, Janet asﬁed, "Whag/ﬁb yéuIWant Qs to ‘do with thgﬁg models?"
"0.K., that's néxt;" .Stan replied. "1 wané you to do an .
assignment., Espaﬁlish a picture of‘Lhé kind qf/étrﬁcture you ‘thought

you were part of; the kind of lines of commu§;cation in it. " Then

decide whether you thought each person in the/group was a leader or a i

fom." . ' | v/

The four of us looked.questioningiy at each other. . "Did we
7
: /

have any one leader?” /

Jenny put up her hand. "Whap/if'a person was only briefly a
/ i |
. . N /
leader or the leader position changed?” she asked Stan.
"Oh, I think if yoﬁ réflett~on the group you will see that

different people did act as ieaders;' he replied. "I,could see that
there were leaders in each of the two groups. "Next week,"” | he
continued, "you'll get into your same groups and give each other your

evaluations of how you feel the others acted in the group.”

"Before, we go,” Carol interjected, "how does all this. fit in

&

f/x

<



| L , o1
with careers?” . ' '

"Wéit until néxt week," Stan repliedL "We'll deal with the
self as workérs. You have to know whether you want to be‘a‘%eéder
when you make a career choice.”

"And this is .Supposed to téll me?” Cafol reéjoi’ned in a

disbelieving tone. s

. . \ ﬁ<

Jenny put up her hand. "The hardest thing for me in doing
your assignments is using your language.” She‘gestured\at the board.
"1 mean’, those words afe in my vocébulaty; yes, but I don't understand

' . I Y

how you use thgm.'
"You mean this verbiage,iéiédﬁf@éiﬁé}yod?" Stan- asked her,
grinning. He went back ovgr»thé?ﬁgo‘kiﬁ@é qf“ngels he had sketched
on the board,vfepeatingltﬁé‘dgfinééiéﬁ;fgf-éaéh;g&ﬁd ofuc;mmuhicatioh
~and leadership ‘style. Sgyerélfpéd?lézéldsedﬁggeirinotebboks and begaq-
to sﬁift restlessly in their séé£é;“fsgaﬁ ended his exblanation and we
prepared‘to‘leave.
"Are you feeling‘anxious about Ehis e#ercisé?" Stan asked.
"Yes," Anné replied with a nervous laugh. |
 "Well, .doﬁ't ;téy away next week beﬁgéée of this," he
admonished. "It's very important as it relates t;.career choicg. You

‘have to know whether you want to be a leader and how you function in

groups.”
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Session Five: November 13

9

"~ "Have you had your hair cut?” Marie asked me as I sat down in
the seat in front of her. ‘ : ¢ }

"Yes, just the other day,” I replied with a grimace and we

‘ o :
began to exchange 'horror' stories about hairdressers.

N . . -

This was the first night there had been much converéation_

prior to the class beginning. As others arrived they, tbb, joinedxus
or chatﬁed together ébout other generél topics.
' Stan enféfed the rooh aqd started the class by reviewiﬁg what

ﬁe wanted us to do in our groupé.: |

"Feedbabk'of this kiqd ié’very important. But it should be
non—-threatening and supportivé. From fh%zclasses I've taught,” Hhe
continued, "it haé been apparent to me that‘there is often a split
bet&een what'is and whgtgougﬂt to be. Exercises. like this one can
bring that out. TIf you aspire to be a léadef, butﬁ%bu find you were
" more of a follower, you can ask yourself bhy you didn't partake more.
What is holding you back in this activity?” | |

"0.X. . Get into groups you were in last week and give each
other your feedback. We'll resume as a total group after that an
discuss it further.”

"1f .we haven't stalked out of the room yet, hey?” /vgnne
quipped.,: ' |
Neitheruéérol nor Jenny had‘come_and as Marie and I_moved over

to the other side of the room, several from the other group ribbed

us. “"Afraid of what you were going to tell them, I bet!™

A
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Ruth, who has missed the last session, hesitated and looked at

Stan for direction.

\

. . A\
"Oh, Mrs. ," he said. "Why don't you’jbin the small group
and_they can fill you in what the exercise is about.” This was the

first time that he had addressed anyone by name. e

<

For the next three-quarters of an hour we remained in our
groups. Marie and.i exchénged oﬁr impressiqns of how our grodp.had
fdﬁctionéd, .agreeing ghat "there had been a ‘fairly even balance of
communication\ and tbat the leadership role vhad been ‘éhared. We

discovered that our understandiﬁg of the terms Stan had used the week
X

before to describe leadefship styles - authoritatian,,democratic,’and

laisserfaife - differed. \ - T o
r ‘ s

"It's a problem when you're dealing in someone else's

language,” Marje commented., “These terms _seem clear when I'm here

s

©in the class listening to him but when I get hotte._ I'm not sure what

IV
\
.

.

they -mean.” ' \\\\\\\\

At eight, Stan, who had sat quietly at the front until thsﬁ,
suggested that we>discuss what we had found out in the groups. He legxy
a g;neral discussion and offered his own observaﬁions to a few of the
women. o |

"1 nbtiped you werevthe last to finish the individual part of
the exercisé," Stan commented to Sandra.’ TYéu seemed to take it veff
seriously. Are you a perféctionist?"

Sandra grinned. "No, I don't think of myself that way but

others have told me that.”
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| : )
"Well, you'd probably be the perfect employee): ~ Stan

"

. suggested. "You'd be conscientious, wouldn't hassle anthc‘f the kind

of employee an organization wants,”

Sandra blushed slightly and nodded her head. N
CAfter the break Stan asked us to return to our seats in the
centre of the room and to get out the list of persona1 characteristics

we had been asked to prepare several weeks ago.

\
"Let's see if we can change the, atmosphere of the room a bit.

i
:

" I'm going to try to hypnocize you," hé;joked as he dimmed the lights:

‘ "Look at 'thé first chafactéristic you've listed, You've "
chosen this as your -most important characteristic. ‘Ask yocrself, why
is it number'one? How big a piece of you is it covefing in ycur‘tot;i
personality?” |

The room was silent for a moment.

"Now, what .yOu .possess can be taken away from you,"\ he
continued.  "For example, you may lose your physicai attractiveness
through an accident or i4lness. Think of 1os;ng the ‘characteristic
you've listed as number Ané. How does that feel? -Does its loss‘haVe
significédnce to you?” } i .‘ : . f;]ﬁf

He continued this way for each of the ten characteristics;;ﬁ;
posing the same question'of how we wculd feel about losing it, how wé’
would cope without it, then suggesting one By one that.we could regain-
each of them and 'asking how importanﬁ‘ this would be, The whole

exercise lasted almost half an hour during which there was no other

sound in the room than that of Stan's voice.

.
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When he returngd to the top of the list, he turned up the
lights-and said;'*Ask yoursélf how 1mportané\it was to you to regain
each of your charactertistics. Would‘you.no&\reorder them? Did you
find that you had put all your eggs in oﬁ@?%&sket and didn't like
'yourseff by the time you got down the list?” |

@
{
We began to prepare to leave. ' N

1

‘Sagdra lopked thoughtful. She said to Stan, "Some of the
things that came out of that exercise really surprised me. It was
good."
| "I'm glad it helped,” he replied,'smiling.
"As Ellen and I walked out ;together she said, "I couldn't
cdhvincé myself tha;‘ I had really lost_ thbse char;cteristics. I
didn't put’down things like pﬁysical looks; I put down things like
honesty; and I Jjust couldp't‘ see hoif(I could lose something like .

"fhat. 1t seemed a very long exercise.’
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Interview with Jenny: November 18

"I really felt quite under ‘the weather tﬁat day so I decided
t;.stay home,” Jenny ‘responded to my comment about missing her at the
last claés.

"It's too bad I had to miss that one,” she continued. "I was
really enjoying that group exercise. Fill me in. What happened?"\

I recounted the events, what Marie and I had discusseé about
the grouﬁzs interaction, SOme/ of Stan's commenté to a few of the
womén, and described the exercise. wé had done with our li;t of
characteristics;

'"Lét me ask you sbméthiﬁg," she .interjected. "Why do you

“think he is doing that kind of thing?" :

"Well, he said that it was to- have us reflect on our charac-
teristics and to decide how‘important they were fo our idea’ of our

self,” 1 triea to explain.

}"I can't see that that makes much sense,” she said. "Maybe if
I were really messed up, questionxqgﬁgggylﬁtely evérything, thenFI
would benefit from that, but I'm hot. . I know myself, my charagter—
istics, and I 1like éyself. What is the point of going through an.
exercise where you imagine‘these chéracteristics are taken away from
.you? It's just not realistic - in my eyes. I just.can't see that
they mean anything, so why do it? And, yet, I suppose they do." She
péused. "They muét Qean something or wﬁy would we 5e doing them?”

“Why do you say thaté" » \

~."Well, why would be doing them, then?” she repeated.

! ~
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"You mean Stan must see some meaning to them?" I tried. to
clarify.

"Yeah,” she said tentatively, "I guess so.”

"But you, yourself, don't see any meaning to them?”

"No. I guess that's why I get a littie irked sometimes and it
boils down to:it not being fealistic to me,” she paused thepﬁasked,
"Did fou notice that Carol asked that night what aid all this stuff
have to do wéth us, anyway? So maybe we are all feeling the same
thing;"‘

"But I find it's interesting because it's new to me, even
though he is sometimes over my head."”

"When you say over my heéd, what do ybg mean?”

"I've thought about that. I think it's basically his way of
speaking. In fact, ;emgmber I asked him about that two weeks ago? I
said.the hardest part I'm finding is the terminology and he went over
the ybélg-thiné again? Well, that wasn't what 1 was trying to get at.
I just wish he éould say..." she stopped and thought for a moment .

| “No, I guess I don't wish he would; it's up to me, I suppose,
in this particular course, to pick up on the words. You see, when
he's up there talking and I'm grasping only so much of it and he gives
an exercise to do, then, that's where I am ..." She again paused. "1
think you know what it boils down to is embarrassmeﬁt? I don't want
to have to. do an exercise and talk tbe way he talks because 1 ££2L£
vet. If I do 1'll iook stupid. 1 guess that's the reaction I felt.”

"Yet, when we do group things like this moon exercise, I

/
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- .
really eénjoyed it. We were just talking, we made a few good Jokes

- about 1it, it was very relaxed. 1 was wishing that that's how the

whole course was - very relaxed and“fasy,sort of thing. Maybe that's
¢ .
what 1 expected. He's not wrong. I‘ve been wrong. 1T had it pictured

. 127 .
differently.” b -

+

"I guess I baSically likeriie'course‘because it's something
I$ -
e
new. And I'll pick up a few thingQiQ,Om it, for sure. I don't know

what will Happen'at the ’ i dgn't expect some miraculous

thing to fali ovér ny hedd
in life.”

"You're not expecting an answer out of this?”

"No."l -

"Had you before you started the course?”

"I think that T thought maybe it would have been made clear to
me..." she stopped and'though§ briefly. "No," she corrected herself,
I guess maybe_the only thing would have been that, in myself, I would
have seen what.is}ouz there and if I wanted to make a choice. Maybe
what I wa; a little more gearedtfor than what I know 1 am. I know
that I can go out and do secretarial work because that's what I1've
done before. I can clerk in a store; vae done that, too. But
there's an awful lot of occupatigns out there and sometime; I don't
know where my interests lie because I've never tried them. So ‘maybe
after all these *vocational. tests something will come -up. You know,

Jenny, you really can relate to people and maybe you'd better go out

and become the next Sigmund Freud!” She laughed. "If it points in?;
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certain direction it would be kind of neat to know that."”

"We start the testing next class, by the =i " I reminded her.

"Well, 1'll be there.”

a
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3. THE PERSONAL VS INTELLECTUAL APPROACH

"We could do a very human-relations approach but for me
the intent 1is to service those ends by talking about then
but also to give some structure to what's being done 1n
class ... So, I would like to think that what I'm doing -
I'm certainly approaching it from the formal stance.of a
lecturer - but the intent 18 just to throw enough little
spices around to flavour the s8oup; to stimulate, to just
get them thinking."
(Stan: 5/2)

"1 was wishing that that's how the :‘whole course was -
very relaxed and easy sort of thing. Maybe that's what
I expected ... I had it pictured differently.”

(Jenny: 18/11)

Being stranded on the moon was ,perceived as more "realistic”
or, as Sandra described it with unconscious irony, more “"down to
earth” than the academic realm of psychological models. It was ﬁhe
change. in format to group interaction which characterized these
sessions for all the participants. They described them as "fun,”
"enjoyable,” "a social time,” "wheﬁ people started to relax and to get
to know each other.” )

Reiaxing and getting to know each other waé a key expectation
of ali of them and it was the unexpected formality and academic nature
of the first few sessions which had struck such a discordant note. "}
didn't expect to be }ectured at!” Janet exclaimed.

But they did expect the g?oup interaction, the opporthnit& for
discussion ?nd dialogue. This confirmation of their exﬁectations and

the diminishment of the stress of being "a student struggling with

alien terminology became the most salient feature of these sessions. .
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When asked 1t they would hayvé changed any aspect of the
course, all expressed a desire for more "personal” interaction. Carol

articulated this well:

Q: 1Is there any aspect of the course that you would change?
Well, we were such a small group and each one of us was
there for the same purpose, yet we never really got to
know each other ... I do think that a lot of people who
were there - and even some of them said - It's good to
know that other people were having the same feelings as
you were; the same feelings of doubt or just that other
people are dissatisfied with their jobs.
0O What would be the advantages to getting to know each
other? Cod
C: Besides your own feelings, I think that since you're
in the same boat you could -~ who Kknows? Maybe one girl
had heard of someone who was in the same situation as you
‘and maybe she got a job.in such and such or she knew of a
company who was interested in that type of person. °
Q: Just a sharing of information and ideas?
C: Yeah, yeah. Even like what he did with us in those first
sessions. I guess I wouldn't have had such a bad feeling
about it if maybe it had been done in 'a kind of way a
counsellor might do.
How do you mean? ‘
Well, like if. he had come in and talked about how did you
feel on your first day of work and everyone give their
impressions; someone says they felt such and such and
another says my experience was a little bit different and
tells their's, This exchange of feelings about the
things he was talking about, fear and that, some
feedback.

o)
[
'

[ee)

.(Carol: 19/1)

If you could get help from each bther,/if‘the‘group itself
could be a resource, what did you want or ‘expect from the instructor?
Carol suggesfed it to be more of a "counsellor” but definitions of the

instructor's appropriate role were widely varying.

Stan, himself, understood his role to be that of p;;};ding

3ﬂpdership and structure to tHe class and /the notion of personal

» ’ a



interaction between himself and the participants was not part of this
role. His actions in the classreom reinforced a distinction between

himself and them.

if
[E

There was the simple arrangement of space in the p%dssroom.
Stan always sat or stood behind a tea;her‘s desk, never in groups with
the particibants. When the interaction was between him and them, they
p
sat "in rows facing him and generally put up” their hands before
speaking. ‘ I
“ Names were rarely; if ever, used and when they were, were
usually kept to the formal “Mrs. Smith" rather than first names.
'Although his professed intention in the initial introauctory exercise
and the pFovision of coffee breaks was to encourage interaction
between people, he did not join iﬁ such' interaction; in most'cases
retiring to his office just outsi@e the classroom.
o
Puring group discgssion he 'deliperafely stayed out of the
groups,'feeling Fhag his instfuctor's role distraéted from and dis-
torted the discussion. "I don't want to ‘go in there and start
interjegting with my information or adding or doing aﬁything ee. OK?

It's their group.*

Lol

a He was sensitive to the idea that he might. be seen to be
"prying into their peréonal li;es." This is how he-had interpreted
Jenny's oﬁjection ;o the assignment in the second session where he
asked the@ to apply the "waer Model" to themseélves.

But, as Jenny described her, reaction in the first interview,

it wasn't that which had disturbed her. It was the diffiCUlty of

v



expressing herself in "his.termlnology‘ which embarrassed her.

wanted to use her own words because™she '

/

o

g
B

if he was going. to agsist her.”  ~

iy
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She

wanted him to get ‘to know her

The help Stan offered, however, wasn't in -thé nature of

personal engagement with him. It was the content itself - the models

n

and the exeréises he struetured the classes with - which was going to

for "flavoring the soup."”

For Anne, this approach was characterized as "intellectual”,

help them. These would provideithe lnsights.. He wonld‘be responsible

and contragted with the kind of learning she‘had engaged in previousl§

which was "on more of a layman's level"

v

CA:

“'talking’

\

R . ( 3 -
I have got flashes of things that are really interesting
to me 'over the last few weeks but it's much more on an
intellectual level | than the other stuff I've been
through. That was more on an emotional level.
What do ygu mean when you say more intellectual level?
Well, uh ... all the other things I've been to - the

‘workshops, speakers and this kind of thing - have been on

more of a personal, layman's level just talking about
self and others and relating, td others and things like
that. But Stan has been working through basic Psychology
on moreof a teaching level. (Pauses) iike (in the
other things I've gone to) I've learned but only through
talklng. I was just learning because I was listening to
myself and others. °

So, wunlike your other learning situations, this one is

more what? ~Structured?
Yes. Sort of 4. book-learning type.

(Anne: 18/11)

S

For Anne - real learning could and had occurred for her by

““fo others. Carol and Jenny shared thls view. "This was how

you learned," Jenny saidn "by d1scussing things with each other "

=3

<



114

But one participant, Marie, valued the input and knowledge of

Stan over that of the others since, as an instruétor, he "knew" more.
g 20

Q: ‘Youxsay it was important to you that he dealt a lot with
Psychplogy at the beginning.

M: It was really important. It sort of confirmed a lot of

" things I'was‘feellng.

Q:* So, 1if. you hgﬂevgone to a group who @ﬁﬂ?‘f‘gether and

' talked .about "their feelings and so on, do you think that
some of the same things ‘would have come out for you?’

M: No, not really «ss I've got sisters that I talk to and
friends - At doesn't do the same thing for you. But when
somebody is up there, like, I respected his knowledge, I

ort of believed him, but a lot of times I don't belleve
£ what others are saying."

Q: What, contributes to your bellev1ng him, to respecting his
knowledge7 ' o '

¥ M: We , for one thing, I know he's got more than a Grade 8
or 10 education. He must have a degree in something so
this means something to me. How shall I put it? 1 just
found he was really easy to listen to and he made a lot
of sense to me and I guess maybe, because he did, I
wanted to believe him ... I just figure he wouldn't be
there if he didn't know what he was talking about.

(Marie: 23/1):
A

It was this assumption that he must "know what‘he was talking
about” that Jenny kept coming back to in oﬁr earlier interview. His
authérity to structﬁre the class was a gijen. If she had expected
something differehtcghg ﬁust have been wroﬁg. He must have reasons

_fo; selecting these‘exercisés such as tﬁe characteristic exercise in
the fifth session bu; the poinf of it wasn't clear to her and she felt
; little "irked” becausev'it .wasn't ‘“realistic” lo her. ﬁut
questioning him didn't seem to work either 'and she felt that by
questioningf%iﬁ>éhe Qés‘Qemdnstrating a "chippy" attitude.
The.authorify of an instructor in a class'which was to assist

to make "decisions about finding direction remained “puzzling to these

L5
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participants. Since it wasn't an intellectual decision they saw them—

selves making, the role of an instructor as "expert” seemed

-

unnecessary. As Jenny described it, this wasn't like ‘a "typing or

crocheting class” where things ‘are “cut and dried". This was

“personal,™ having to do with her and she knew herself better than he

did. So'wﬁat\dould be help her with? The teéts were the clearest
e | | \

answer'to this.\-

i . ~
/ %

Testiﬁgv made ‘sense: The point of the activity was clear.

_Stan‘s role was much more clearly defined as a test administrator and

vocational counsellor. Testing was what most had come to the-class
for and all shared the assumption that the results would be ‘personal

and could provide something sbecific or concrete that might, as Jenny

P
said, "point #n a certain direction.”
‘ . .
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Session Six: November 20

"As 1 sald last week, - tonight we start the test baftery,f
S;an.gnnounced at thé bééinning of the class. The two you will do
tonight have no time—limits,:yOUngst work through them at your own

. speed. The first is a Personal Prgference test which shouldlgive you
some idea of all kinds of individual preferences you should take into
“account in choosing a type of work." - |

6

He passed out a standard test entitled “The Edwards' Personal

-

Preference Schedule” and gave us brief instructions about how to code

our answers on the enclosed answer sheet. It consisted of more than

two hundfed%gtems which‘suggested two possible reactions to varying
siﬁuations ana asked you to decide which was "most. like me" or "most
not like me,"

"Do this fairly quickly,” Stan a&vised. "It's better ro go
with your first reaction rather than really think a 1ot_about each
item." He asked for qgestions a;d when there were none, left the room
and hent into His office. o ’ ¥. |

There was silence as everyone.concentrated oﬁ-completing the
test. As people finished they sat silently. After forty minutes Stan

came back in and, seeing that some were finished;ﬁinstructed us to

complete the raw sQQre computations, hand the test sheets in, and take

L9

. 3
the next test from the front desk. He again went back to his office.

o Neither Anne nor Jennffhad finished the first test yét and

both commented about "how slow"” they’weré and thatvthéy had "better

—

" speed up.”
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The second test was the COPS Inventory, a self-scored voca-
tional interest teét which asked you to rate how much you would like
or dislike dbing differént job tasks. Two - Ruth and Marie -
evidently had trouble understanding fhe directio;s abopt how to
complete the test and went into his office. He returﬁgd with them to
the élass and went over the directions for all of us.

"0f course, you realize that there is an intelligence test in
hére too,‘whéther'youlcan figure out how to do the géSt," he joked.
"Anyway, just take your time with it, you will be able to take these
home with yOu'to examine this Qeék."

When the‘test was scored the results wére transferred to anr
“interest profile” with high‘scﬁool norms being uéed. The profile was
* based on broad job categories such Qs."Science Professional,” "Arts,
.Skilled,” and "Technical.". A listing of samplé jog titles* was
provided for each category.

_As we finished the test and the profile we begap to 'talk
quietly’ and cémpafe tﬁe results. ~Marie~was hiéhest on "Arts 'Profess—
ional” and “Technical Skilled." _ .

::5'”Thap's no surprise,” she said flatly. "I know wheEeb my
interests lie and I was ruthless about aqﬁwering the qﬁestions: 1
_either answered like or dislike very much; none of this in the middle
stuff. wTechnical, Skilléd. Thagfs'the kind of wdrk 1 wduld have done
if I'd beén a man,"” she said with a laugh.

Rgtp sat pensively looking at her profile.

"You 1qok disabpointed in your results,” Ellen 'said to her.
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"Not really, Ibguess," she answered somewhat hesitantly. "I'm
high where I guess I would be, considering the kind of work I've
done.” She pointed at her profile. "I'm high on Science, Clerical,

and Service and those fit with various parts of nursing.” She

paused. "You know, I waﬁted_témdo Pharmacy when I left High School
but my family couldn't afford to send me to University. I guess that

idterest‘iq Science is still coming through after all these years.”

As the discussion continued Stan came back into the
classroom. "Well, you ladies cercainly' know yohrSelves," he
commented. "I've been putting the scores from your preference test on

profiles and they're very well defined; there are lots of peaks and"

valleys.'

"That comes with age,”

3

Jenny turned to me with a perplexed expression on her face.

Ellen quipped.

"1 can‘hardly believe this is me!™ she exclaimed.

"Why?" " !

"I've come out high on- Science Professional. I sure didn'f
expecf that!” = She read out ;_n;mber of the job titles from that
category. »

"Experimental Psychologist. What's that?" she.asked Sﬁan.

"0Oh, those are the gﬁys who conduct experiments with mazes. and
rats and all that kind of stuff,” he repiiedf _

"Yuck,"” she shuddered and continued to fead from the 1list.
"Surgeon. Oh, Eigig Surgeon!” éhé{lookéd up and laughed. :Might ag'j

well go for the top, hey!”
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"Right,; Stan smiled at her. "Go for it'ail!"

Just before ﬁine—thirty Stan announced, "For the next two
weeks we'll be doing a test called the Differenti?l Aptitude Test.
Some people consider this an intelligence test but I don't. It simply
measures aptitudes, Be on time because it is timed‘and‘everyone has
to start together. You can take your Interests Profiia home with you
this week but bring them back with you next class.”

Ahhe threw down her pencil and collapsed "back in her chair.

"And here I've been working so fast to finish‘it! I've always
had troubie with tests,” she moaned.

“I'm sure going to have to study this profile some mofe,"
Jenny comﬁented as we walked oﬁt. "Science Profgssionai?” She shook

her head.
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Interview with Jenny: November 26

e o
43

"I just couldn't beLiéCé it when everybody else was finishing-
that Personal Preference tegt,and I still had well over one hundred
questions to do!” Jehny exclaimed. "I started thinking airight, let's

, i

L X
just start marking them;

read 'em and mark '

em. Do you know I just
qan't bring myself to do that? I have to read and 5223. And I wanted -
it to be a really trﬁe, accurate picture of me. When 1 got thinking
about it afterwards, I ﬁhought that's basically what I do in
eVerythiﬁg. Ilﬁever really ruéh completely into something, I always
think about it.”

"So, yop;re fairly-cautious?"' I asked hef.

"1 think so,” she replied, siﬁping her coffee.

~"Is there a parallel between the'wéy you did that test and the

T decision about whether to get a paid job outside the home?”

“Yeah. Because it is an important decision, that one. 1It's
§omethL§g that, when I do make ‘that step, it had better be the right
one., On the spur of the momen?, because I'm feeling really gréaf
about getting out of the home and doing my own thing, 1 take a job and
it isn't good for me, then I'm the loser. Like, I've just wasted a
whole bunch of time and I don't like tha;."

"I think you've said- before that it's more thﬁn wasting time,’
1 prompted.

“Yes. It's just not fair. For the upheaval it would cause

here, for one thing,"” she agreed, waving her arp to ‘indicate her
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home. Also, to give somebody your word that yes, you will work for
the company and then to hate the job, fhat wouldn't be fair because
it's bound to show up in your work. And if I'm unhappy on the job I'm
sure the heck not going to be happy at home? am 17"

She paused and poured another cuﬁ of coffee. “You see, 1
don't have to go'to work. I have nobody t&lling me that I have to go
to work. This is my decision if I want to. And‘I want to do the
right thing." . She sighed, "I guess I just want the best of both
worlds but I wish it could be presented as, Jenny, this is what you
should do and it's right. But life isn't like that; 1've got to make
these decisions myself. And that's part of why I came to the course,
hey? I thqught at least 1'll get some testing out of this;-at least
I'}l have some direction to start in,”

She giggléd. "Well, the direction has beég pointed to me and
it's not-what I expected. And, to tell you the truth, right now Qﬁen
I look at Ithat profile, at Sciences Professiopal, I don't believe
that. But, then, I've never tried any of fhat kind of wbrk so maybe
it is true. Maybe if I\pick out a few things on there more geared to
my interests than a Brain Surgeon, maybe it will really pan.out.”

. I said to my hushand I can't see training for fifteen years to.
be a Brain Surgeon and then do one operation before I have to retire.”

We laughed.
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Session Ten: December 18

"1 wonder what the counselling session will be 1like?”

"Did anyone see any of the others this past week?”

Five of us sat waiting for Stan. Two weeks ago, when we had
completed tﬁe second two-hour session required to complete the
Aptitude Test, Stan had asked us to divide ourselves into two groups
for the last sessions so thét we would. have more time to discuss our
results. The other five had come the week before but nonevof us had
seen or spoken to them.

“Lord, it's so long since I've done fractions and things like
that. And square roots?” Sandra commented about the testing we had
completed.

"It was that Space Relations section that I had so much
trouble with,” Jenny chimed in. "I've aiways been lousy at math but
1 figure 1 can always go and learn how to do that. I'11 never be aBle

! . N
to change fdlding that paper though!"” She laugﬂed.

I recal%e; that the Space Relations test had required us to
visualizé a three-dimenslonal shape when it was unfol&ed. "Well,
think of it this way,” 1 joked with her, "I'm sure Br;in Surgeons
don't‘havg to fold paper.”

We laughed.  "Right,” she said. Just give me brains end stuff
like that.”™ She became serious. “But, you know, there's a feeling of
exhilaration when you come acr@ something that you can do really

well or feel that yOu'fe/doing well but the feeling of not being able

to do something - that's an awful feeling.”



Stan arrived then and immediately put a puzz}e on the board -
try to connect all these dots with one continuous line - and asked us
to. work on. it while he got everything organized. About ten minutes
later he returned with an armload of books and pamphlets which he
laid on the desks at the front of"thé room.

“So, how did you do with it?" he asked us with a grin and
then showed us the solution on the board. "You see it requires;you to
draw the line outside the square of the dots. The problem is that we
assume weihave to stay within that squére and, unfortunately) this is
the way we look at nurselves. We feel uncomfortable viewing ourselves
in a different perspective. I-hope tonight that‘you can come to view
yourselves in a new perspéctive.".

He passed out the test results to us and began to explain the
meaning of each sub-scale on the Persohal- Preference Schedule and
Diffefeq;iﬁ} Apﬁitude Tes;, including equivaleﬂcgs for the latter with
the GATB test, "With thesg equivalencies ydu can use the Caﬁadian
Dictioﬁary of Occupations,"whe explained. "And the COPS Profile also
uses the same headings as the Dictionary."” |

"Remémber," he cautioned, "don't be discouraged by your
fesults. If you've been out of school for a while this could have an
impact. But, with upgrading; your resulgs could change. I'11 give
you twenty minutes or so to look through some of this-infbrmation," he
said, gesturing at the material he had put out. “Then I'll show you
the Career Resource room here in the school which you can also use.”

We browsed through the materials he had brought in which

+
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i . .
described various post-secondary rograms and career areas. FEllen and

|
1 looked through the Canadian chtionary of Occupations, trying to

decidher the coding system it used é? describe the entries, We agreed
)
it woSid take quite a lot of time to

tudy and use it.

The Career Resource room had/ files of simi%ar materials. "1

just want on\to know this 1is here;" Stan said as we looked briefly
at the room. "We‘wént'the"comaunity to use the school so feel free to
arrange to come and do some research here ."”

"It's kind of hard to know where to start, isn't it?" we
commented as we returned to the classroom. Stan élugged in the kettle
and we made ourselves a hot gfink. Jenny and 1 went to the wéshroom

and, giggling about being "caught,” had a cigarette.

"I‘haq to look twice at the name on that Personal Preference
Profile,” she said., "It just doesﬁ't seem\fd fit. T didn't think you
could altef personality tests By your mood or ag;thipg like that. I
can't figure it out.” | |

"Why don't you ask him about it?" I suggested., N

When we went back into the room she did.

"You don't recognize yourself?” Stan replied. "If that's the
case, think of the possibility of a split between what you are and
- what you want to be." , .

\
The others were still looking at their results and the

g
resource material. Sandra flipped through the Aﬁprenticeship Booklet,
saying she had been high on mechanical aptitude. “"Oh, Appliance

Repair,” she read out. "I could do that, 1 already know how to fix \
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most of the appliances in my house,” s8he laughed.

Stan stayed seated at the front of the room occasionally
commenting on‘the brochures we picked up.

"Isn't he going to give us our co;nselling?" Jenny whispered.

-

"I thought so,t I repliea with a shrug.

Sandra looked at us questioningly and then went up to Stan and
asked if she could discuss her results with him, He invited her to
sit at the desk and they talked for a few minutes,

"I ’don't really want to talk to him in front of everyone
else,” Jenny said to me in a low voice.

| Ruth and Ellen followed Sandra, each spending a few minutes
with him. When Ruth returned to Her seat she said with a quizzical
expression on her face that he had suggested accounting to her. "1
sure would never have thought of that,” she commented and continued to
study her results.

"Are ‘any of you in a hurry to make some decisions?” Stan
asked us.

"No, not really,™ Elien replied. "I've. got time éo do some
more research on this.”

By this 'time it was close to 9:30. Stan passed out some
evaluation ;heets anﬁﬁgsked us to complete and mail them to the course
sponsors.‘ We stood up, turned our chairs back up on thé desk, and put
on our coats.

"Weli, goodbye "

"Merry Christmas."”
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“Thanks." & L

As 1 walked out one of the custozﬁians approached me, “We'd
like you to start using that other eﬁtrance," she said, you're
tracking up the floors”, \ - ;

:"Oh, don't worry,” I replied. The class {is finished, We

LY

‘won't be back' s
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~ 4. TRANSLATING POSSIBILITIES INTO ANSWERS

"I've sort of ®taged away from (the vocatignal ‘counselling
approach) -because I felt the course was really more of an
orientation ... more confidence building, awareness of self
.+. These tests are supposed to be some approach to be objec-
tive  -but, at the same time, I realize that they're not

absolutely foolproof, they're only some representation.’
(Sstan: 5/2)

"(Taking a job) 1is an important decisioﬁ”...'when I do make
that step it had better be the right one ... And that's part
of why I came to the course.. I thought at least I'll get
some testing out of this; at least I'll have some direction
to start in”.

" » v - ' (Jenny: 26/&1]?
- . é . ’ .
Ty The testing was what many of the participants had?eiplicitly
focused on in electing to come to the. course., Even those whose

)

initial focal interest encompassed general’discussion about one's self

and goals;y such as Barbara, still saw the testing as an- important part

of the self-assessment they .expected.: The . connection between testing

~

: R ’ - . '
and what they were there for seemed clear. They expected- that the
R oY R -p . .
- test. tesults would provide a concreteyand accurate indicator of the

\

f directioriﬁ}hey should take. . These results should narrow possibil-

ities. ‘ ‘ , e

3

"But for Stan the. test results were a "repfesentation" only,

not uplike the philosophical and,psyéhological "reflecting devices" he

held out to them in: the %irst few sessions. The results could present
f v 1] »
" new poSsibilities,_new insights, help them break ;hrough assumptions

-

A%

they*heli/ipgﬁt themselves. The test results could broaden possibil-

ities.
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Given their high expectations of the %iility of the test
results, the participants were inclined to take them seriously. While
those who couldn't "see themselves™ in the:psychological models tended

simply to "dismisslthem,' tﬁeré was a much more. concerted effort to
translate the test résulps into something personally meaningful.

For most of the women there was the beligf that the results
would preéent an "acéuréte picture” of £%emselves.m Thus the results

could close off as well as open possibilities . this could be

"devastating”:

&

A: I came out of that class feeling just rock-bottom. It
sure as heck didn't boost.my morale any.
Q: What were some of the things that were happening there
that gave you that feeling?
A: Well, number one, the tests. I felt a real dozo- on
those.. He said this should tell you if you get so and so
on these tests, it should tell you that maybe if you
were thinking of going to unlver31ty you should maybe
takea second 1look at that and decide that you shouldn't
because you're going to find it very - difficult. If 1
read it that way then I would say, 0.K., I won't be able
to do that. 1 was just kidding myself that T could go
~ to university and hack it. ... All the tests, even that
personal preference one, 1 came out of feeling awful.
The only thing I scored high on was heterosexual and
spelling. ~And I thought, jeepers, the only thing I've :
\\‘\\\ come out of here with, the only thing ‘I'm fit for, is a "
howker - who spells well! T found it really devastating.
Q: That suggests you're putting a fair amount of weight on
these tests. Why is that?

A: Bec it was the first chance I've had to test out
sin was at school. . This is the very first time since

then that I've put myself to the test of saying, 0.K., am

I as dumb as I think I am? As I've been led to believe

over the years? = And it kind of proved that 1 was, you

see. : g
» (Anne: 22/1)
55 : .

t

The results had to present positive alternatives to be useful

Fod
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but, more "than that, they"had to be ‘translated into something

"realistic.f Jenﬁy jgkéd about the inappropriateness of:studying to
~be a Brain;Surgedn‘but>her joke revealed'sdme of the qualifications
tggt these women placéd on their options.

For those who were.at home 'Qith young families there was-

concéern eXpressed about the dual responsibilities of raising a family

aﬁd pursuing é career. For all of them their age was a considera-
tgon. Many/felt reluctant to:devote much fime to tgéining and, if
they did, they wanted.to‘be quite sure that theyfwouid like that kind
of work before they enrolled in a training progp;m. . For those who
already had "a fpll—time position in the labour force, there Qas‘the

consideration of financial loss in changing careers.. These were the

. ’ ‘ 7
kinds of consideration they weighed.in making their decision and, to

them, meant "beihgrrealistic“. ;

B: "I feel good about my test results. They've made me
aware of my abilities. 1I've been out of school so long I
wasn't sure about the credibility of my education. I'm
glad that I could still carry on with my education, if I
wanted to. But I'm also aware that age is an important
factor in a second career choice. I think that age is
something that should have been taken into account in the
‘course ... I guess 1 always thought that when I got to
this point I'd go after things that I'd put off for
whatever reason. But now 1 have more . realistically
‘considered my options and what I want out of life”. -

5 .

) : (Barbara: 12/3)

S: "Some §%bthe results were fairly confusing. I was high
\ on mechanical aptitude but when you read -down the list of
related jobs, you think, I don't want to do that so why
should I be high if they don't appeal to me? When I
talked to. him about it he said to lump together

: evqrythlng I was high on - the mechanical, business
prdfessional and the artistic. - He suggested

4
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architecture ... Everything he said, of course, 1is true
but here I am: a 32 year old mother of two kids. There's
no way I'm going to take a four year architecture course
in Manitoba ... But I am’ planning on going to talk to the
community college about their interior design and display
courses.”

~(Sandra: 19/1)

It was one thing to break through assumptions they held about
y . .

themselves, as Stan chal%enged them &o do. It was another to make
"realistic"\choices.

And, finally, even aSéuming your lresults were positive and
presented something realistic to you, there was fhe further requiré—
ment, on the part of at least some, that you gould translate all of
this iﬁférmation into some Rind of plan of action. This was what was
expected of the final, counselling session but when %t didn't happen,

they felt they had beén "left in the air” or "left in limbo”

R: "I was under the imjg jon that the final night' there
“would be a certain amo Y of counselling on an individual
basis. " 1 felt that we were sort of left on our own more
or less tqwsum it up. He had scored the sheets and when
we went .up and asked him something specific he did
elaborate on it. But I was just under the impression
that the whole package would sort of be gone over on an
individual basis and we would get a bit more direction, a
bit more counselling ... I sort of felt left up in the

air.”
(Ruth: 19/1)
J: "1 was really upset the very last night when we got the
tests back and were supposed to have the conference with
him. It. was so rushed. We 'had just received the

results. How could we come up with any conclusions in
such a short time? And for me, he didn't  suggest any)
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places, any possibilities.”

Q: "In terms of other jobs?" .

J: "Where to go now? What's the next step? This is what
I'd hoped for; maybe not have all the answers but at
least some direction. How do you go from here to here?
So I'm still in much limbo right now."

(Janeé: 26/1)

/ : . f
«

{ -

As Jenny was later to ruefully fé@l;;t, she had entered the
course thinkihg that the testing would be.Lthe magic thing that was
going to point me right in one direétion“. But there was no magic in
‘the festing‘after all; forvmany they provided no cléar indication of a

direction to start in.



Interview with Jenny: February 3

Jenny anJ I sat down together in her dining room for the,lést
time in early_february. Ougimeeting had been postponed several weeks
because of the death of her father. We talked at some length about
that before we‘turned to the Transitions course.

| "I'd iike to briefly review the course with you,” - I
explained; "and see if you can think ba;k to what you were thinking
about or‘feeling at- that time.”

"Sure, let's try,“ she agreed.

"The first session ..."’

"That's probably the only‘oné I do rehember weil,"»she broke
.in. |

"Oh, reélly? Why does that one stand out in your mind?"

"Because for the very firét'part of the session, I found that
it was kind of a high for me. I thought, geé, look at all these
ladies who don't know Qhat they want to do with themgelves. It'é nicg
to know there are other peéple like yourself.” .

"Anything else about the first session?”

"It‘got pretty heavy there for ;.While, remember? Towards the
end he was just talking and talking. I found it boring and I didn't
uﬁderétand a lot of it or his ;erminology. You see, I thought there
would be a lot more personal involvement, we would talk more as people
to each other and to him. Not him stand and lecture. Ahdithat's
basically what I recali-of the next/coﬁple of weeks -as _being like

that ., " ’
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'

“The second seésion was fhe one where he presenged that model
in séme detail,” I reminded her,

"Yeah, and that just irked me."

"Irked you because?”

;I think I had put him in a position that he was supposed to
know what he was falking abOuéi P.K.? Then I think I started to see
him telling me sometﬂing tﬁat i wanﬁed to queétion and 1 couldn't
question. T did try. Ibfelt that we should have been abié to discuss
things 5ecause ;hét's how you learn hey? Asking Questions, aiscussing
your views, having your views changed ~ that's how you learn. It
almost put me to thé point where I wondereg if ]Z,waﬁted to pursue
something along the lines of a classroom'sitﬁatioﬁ like that.”

"was this the first gime you've gone into a classroom, as
such, since you left high school?” ‘ ; |

"Yeah. 1I've taken other tﬁings like fyping or crocheting, but
thosg thingéiare cut and dried. You don't have to question why is thé
letter A there on the keyboard.  But when you get into something like
this it's not cut and dried. When'Stan wouldiSéy sometﬁing and'ingide
of me I disagreed with him‘I‘d(§et angry beéause I didn't feel I co;ld
" express my viéwpoint. But I also started realizing that just becdusé
he's standing there and is'supposea to be the éqtho;ity because he is
up there, that my viewpoint ig_évery bit as importan&‘to me as his
viewpoint. Like, I am just as sﬁart af‘coming to a conclusiqn”as he

is and when it's dealing with me I'm probably smarter. So that's when

I decided that I wasn't going to take everything he said as gospel.”
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"And when you say gospel, you mean?”

"The truth.”

"And that's what you meant when you said that.third night that
you weren't going to take everything so seriously?” | '

"Yes, That I would weed things out a £it and hear his views
but that I could have my own views which might be different - even if
we didn't discuss them."

"What about éhe lost-on-the-moon sessions. Any éomménts?“

"Yeah. That was fun. That's exactly how I looked at it.
Isn't this a nice break from him standing there talking."

"You ‘miséed the second night where we gave each other
feedback." |

"That would have been intefesting. I could have séen how you
related to Marie and I did and things like; That's;interesting; 1
like that.”

"That was also ‘the night’wheﬁ we did that exercise with our
characteristics, When I told you about it you said.ypu pouldn't see
the‘point of that.”

"No, i still don't. In my particular case I didn't have.to
have my characteristics clarified. When‘; wént through that périodq‘nf
my life a few years back when I felt . so ldw and »realiy analyzéd_
myself, I looked at all my traits - physical, mental, the whole bit.

I had basically come to gripé with what I was all about ‘so therefore,

I didn't see the purpose of that.”
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"$o whereas at that time in your life you did analyze yourself
and &our feelings, at this time you didn't feel you needed this kind
of exercise?”

"Right. 1 needed to‘then. I don't now. I don't think I took
any of this course as something I needed.”

"Except the testing, maybe.”

"The festing waé what I wanted. I thought maybe it would show
- me something. But leading up to that I didn't need any of it.”

"So, you had a fairly ;pecific focus, you thought the testing
would show you something?”

"Yeah, actually T thought Fpap that was going to be the magic
thing that was.going to point me right - in one direcﬁion — there you
go, Jenny, there's your decision.” She laughed. “Remember, I told
yoﬁ a long time ago that 1 had the course built up in my mind to be
entirely different that what it was? Well, 1 was wrong."

“"So have the tests showed you anything?”

"Well, I haven't reache%}a deéision on ‘anything. I guess tﬁe
only thing which sort of comes’éo mind is that, if I wanted to do one
particular kind of course, I would have to look gack at my test
results and see how I scored. If it was an English course, I scored
high on that end of it and maybe I could gd right into it. But 1if I
wanted something that involved math I'd have to say to myself, gee,
I'm going to have to take a lot of éath upgrading first.”

"So they've given you some information?"”
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"Yeah, I don't know what my decision would be, what I'm going
»

to go "intp, but I would know, at least, to go over to fhat reference
library at the school one day ;nd read that literature.”

"If you look back at the course now, how would you describe
the kind of experience it was for you.” | d

"I don't know. I guess I'd just have to say it was something
to do. Like it was something 1 at least tried; maybe I made a.firsp
step \into something and maybe learned a little bit. . Whether I
benefitted from it, I don't know. Maybe a little bit."

"I wonder how many will make a change after this courée?" she
mused as I prepared to leave. "I think everybody there was basically
thinkisg of some kind of change in their life and just didn't know
where evén to begin or didn't kno&ywhat they Qanted to do and maybe -
" the course would ...." Her voice trailed off and then she giggled.

| "Well, 1 saw Sandra the other day at the‘racquetball courts
and we talked about the course, I‘said, yeah, I've decided I'm going

to be a hougewife. Ardd we just laughed.”
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5. A QUESTION OF DEFINITION

"I walk in to the class with the package that I have prepared
with the three dimensions of self, relations with others, and
the worker. I come in, I guess with some kind of assumption
that I would carry on in that way ... The idea is that I
would like to think I'm staying flexible but I find that
sometimes I'm not gaining a very defined need. They're
telling me a lot of things. and when I sort of look at that
then I say what they're really saying is what I've got. So 1
just carry out what I have. Then at the end they say great,
exactly what I wanted or gee, too bad we didn't have more of
this ... In a sense you try to walk that middle line.”

(Stan: 5/2)
"I don't think I took any of this course as something I
needed ... The testing was what 1 wanted. But leading up to

that T didn't need any of it.”

(Jen;y: 3/2)

-

In packaging the Transitions course Stan had built a curricu-
lum around an abstract, idealized person_who, experiencing some dis-
turbance in her life, needed to develop a new understanding of herself
and the situation she was in; From that centre the curriculum unfold-
ed in a "proper, sequential order.”

- When he walked into the classroom with that package, he felt
that he was safe to assume that he had what Fhey\"reallyu'e?ded."
Whetﬁer the participants were aware..of it or not , were able fo define

it or not, they were there because they were experiencing disturbaq?@.\

-~
IS

. ~ A
Why else would they be there? And, therefore, his analysis of‘theit

1 h

situation and the prescription of need that arose from it'“was

justified. All that was required from thel participants was to
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identify themselves witﬂ that abstract person at the centre of his
curriculum. From that cgntral perspective the activities would
cohere.

But the nine participants had come into the course with their
own understanding of their situétioh and, arising out of that, an
expectaﬁidn of how the course fit within 1t. It was from this centre
tﬁag they interpreted the flow of activities which made up the Trans-
itions curricuigm: bHow does this fit me? How doés this help me find
diréction?

.ifIt is suggested that what characterized the Transitions course
experience was the underlyiﬁg tension created by the existence of
these differently centred interpretive perspectives: the entering per-.

spective of the women, centred in their own self-definition of their

situation and the prepared curriculum's perspective, centred in the

3

instructor's definition of what their situation "really"'was.

‘The nature of the instructional process was such that the
participants had to either adopt the perspective willingly, or,
failing that, were left "outside” the process, interpreting activities
from.a differgnt vantage point. From the Qutsider's vantage point,
much of the activity appeared yandom and pointless. Bridging the gap
between them required an act of translation which freqqently distorted
the integrity and meaning of the original messagé.

Stan proceeded on the aésumption that, 1if the participants
didn't already identify themselveé as being in need of self-awareness,

the need would become obvious in the presentatian of his content.
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Implicit in his approach were notions of student role and instruction-
al authority which reinforc~:i this assumption.

Those few who coincidentally defined themselves as needing
self-awareness could become 1immediately engaged in the classroom
activity. Barbara was a good example of this. She came 1into the
course articulating her needs to be those of "reassessment of life
goals, an opportunity for self-awareness.,” The philosophical and
psychological models helped her focus her thinking in a way which she
both expected and wanted. She could immediately centre herself within
the activity/

Marie was the other who was most engaged in the first
sessions, actively questioning and commenting on his lectures, enjoy-
ing "using her head.” She had come to(tbe course with diffuse expect-
ations and an assumption that someone teaching a course would "know
whaf he was ;alking about.” For ﬁer, the first sessions-were "like
psychotherapy,” where she*fested her perceptions against the body of
knowiedge he presented:. "I just think he's hélping me ... he sort of
makes you feel that you're normal, kind og confirms some of the things
you‘th%nk may be true but you'ré not sure.”

Marie's acknowledgement of Stan's instructional role and
authority was an implicit requirement 1In accepting the defined
curriculum, The package he had éreated structured the léarning
process in a deductive manner. It started with the presentation of

Lo , .
generalized, academic mod§§b and moved toward a more individualized,

but still representational, career profile. His role throughout was
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’

to lead and structure this process; his authority was that of the

academic expert, the neutral obsarver, the test administrator. He was

o

there to teach, they were there to learn. It was a one-way relation-
1

ship.

The initial lecture format®, the language of 'the presentation,

0

his intermittent apologies for being "academic,” and his queries about

whether he was yet "over their heads” consistentl§ reinforced the

expert, teaching role. 1In so doing he placed the participants in a
student role and tacitly required them to acquiesce to his definition
of their need.:

.[ ny's agitation after the first two session - she walked

home " —-fatg all the way” - revealed the feelings engendered‘by thag
tacit N ;g‘€¥to suspend one's own definitions in favour of his.
% wF .
defining herself in need of self-assessment, expecting
that She would get answers from the course - not more questibns - she’

was bewildered by and resentful of his actions. It didn't seem to her
that he was trying to broaden her understanding, it seemed to her that

he was trying to 1impose his, She saw himVpresenting "the fruth,"

forcing a single answer, couched in jargon, on her.

[y

The measure of the gap between them was evident in their
mutual misunderstanding in the second session over.the assignment to
.

4use the "Power Cycle" model.

Stan intended the model as a tool- for self-analysis. But

Jenny, seeing no need for self-analysis, assumed that his intention.

was to find out more about her so "he could assist her.” The

.

i



She felt put on the s%ot, a student who would "look stupid.”

£
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potentially embarrassing misuse of his ‘languagé and the obfuscation of
o . . .

trying:to express, ofe's, self in alien terminology\wére her concerns.

. . , s ' LB

Stan's €oncern, however, was that he might appear to be over-

stepping the boundary of a legitimate request from an instructor. He

[

, feared that she saw him "prying into her personal life.” This, he

stressed, was not his intention. . Thafkkind of self-disclosure was not

part of ‘the inherenély ihtellectuqliptpcess he offered.

)

LY : . }
The sense of imposition Jenny felt was shared by cthers whose

entering definitions of .self .were similar1y distanced from .thafi

8]

abstract person .that Stan's curriculum was designed to ssrve. Few
othérs\became as "irked" as Jenny, who resented the implication that.

she had some deficiency that she was unaware »f. But these others
/ A .

/ ‘ e

shared her sense that “"this isn't what I'm there for.'

'~
N -

The more the distance between.definitions of self and needs,
the more the distance between the participants and the activities.

This distance was simply exacerbated by the academic nature of the
LN o N Ly

: : N 4,

first sessions. - You didn't "see yourself" in the models, it "didn't

pertain to you,” it was "useless philosophizing,” it didn't “help

. 6 t
you.""
*

(3

When the academic ‘format was relaxed the participants
similarly relaxed and enjoyed getting to know ‘Fach other. Some ques-

tioned the point of the exercises but the majority simply went along

" with them, content to bide their time until the testing began.

Y

L . When the feSting bégan thg%§i5t§¥qg was temporarily abridgedx
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by the assumed valhe of the activity itself. It was not until the

last session, with the test  results in hand, ~£hat the discrepant‘

I

assumptions and intentions became evident again. For Stan the tésting

was pravided on the assumptjon that people needed to see a new set of -

’ Y
possibilities which would “allow them to further "elaborate their

options, give them a new way of seeing themselves. But for the

o

participants th(\\f@sting results were assumed to.be a meaqs' of

narrowing and defining direction. Once again, assumptions -about needs

. N =y
were discrepant and distanced.

Different  assumptions, disctepant definitions of . need,
divergentFintentions, dissimilarity in goals: ~all these marked the
distance between the perspectives in the Transitions classroom

Stan described himself as "walking the middle line" but the
W

reality‘of the experience from the participants' viewpoint was. that it 4

b

was tﬁey who were forced to walk the préscribed middle line.

'For some the jOurney‘along’that midqi%yline moved them closer
to a sense éf direction. —For others it\resuitéd in a sense 6f being
left in limbo or being stranded kback at ﬁhe» beginning, still

directionless:

Q: "How would you describe the kind of experience it was for

you to take this course?”
+ S: "It was a very beneficial experience ....It's like before

I had a paper bag on my head and just couldn't see where
" to go. Now that paper bag is off and I can see which way
I'm going”.. ‘ ‘ : :

(Sandga: 19/1)

Y

4
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"How would you, describe the kind of experience it was for
you to take this course?” -

"It wasn't a very profitable experience ... Really, it
was quite disappointing. I'm exactly at the same spot
right now where I was #n September”. :

-

o o , | , (Carol: 19/1)



CHAPTER FIVE

SUMMARY AND IMPLICATIONS

1. SUMMARY
This study 6riginatgd from an interest in examining the kind
of adult educatioﬁvprogramming defined as the "situation-approach” by
* .
Eduard Lindeman (1961) which links educational endeavour directly to -
\the;&%ﬁigqs life siguafions in which adults find themselves. The

. .l..a‘")‘ ﬁ,:'?
| }.’z‘»‘g’cgif@

point of view, the experience of adult learners in such an educational

wesearch purpose was to describe, from tbe participanﬁs'

program. ' v ] - :
One such situation-approach program was selected: a noh-

N 03 s I3 . . 3 v
credit, evening program designed for women who were gonsidering some
' Ca .

kind of 11ife change by either returning for"fuf%"\'leducation, re—

[

‘entering the labour force, or chdnging careers.
This case study was proposed as a cbntnibutidn to that

research in adult education which, wusing qualitative research
A

techniques, focuses on the education process from the point&Qf 3iew of
the adult learnér. ) -

The _study was based on some five months of field research
using techniques of participént—observation and in-depth interviews
with the nine participants and course instructor. .The strategies
employed in this researcﬁ wefe guided by-the work of such qualitative

researchers as Schatzman and Strauss, (1973) Becker et al (1961/1968)

and Spradley. (1980)

144
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The voluminous data accumulated were subjected to a variety of
analytic operations, principally that of searching for common categor-
ies to reveal patterns of participant interpretation of ‘their exper-

ience. This data analysis was an interactive process between the

researcher and the data, a process which had as its dbjectiVe the
distillation and organization. of the raw data-into a form which could

be presented to the reader.

\ The concept of “"perspective,” defined by Becker et al as "a

coordinated set of ideas and actions a person uses .in dealing with
v . | ‘
some problematic situation,” (1968:5) became a key substantive lever
for analysis. It' provided an analytic framework for the comparative
Fo. . 'ﬂ . ' . . :
analysis of the participants' and instructor's viewpoints and the
differencés in their intentions and actions in the classroom and led

to ad;articulatioﬁ of the major descriptive theme: én,encounter of

4
i

perspectives. . : |
This theme was used to order the description of the parltici-

-pants' experience with data being presentedgito illustrate its \sub-

themes. A sense of the narrative flow of the experience was provided

through a chronological account "of the «class sessions ‘and. th

°

interviews held with the one participant interviewed most frequently \

)

and regularly.
It was suggested that the participants' experience in this
particular program can be characterized as an encounter of discrepant

perspectives -— the personal, .pragmatic perspective of the partici-

pants encouﬁtering the  abstract, academic perspective of the instruc-
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tor embaﬁied in the‘c0urse curriculum.

The nine participants entered the classroom with the pri;afy

goal of "finding direc;ion." They expected the course to be instrum—,
"ental in that search by prdviding a set of immediately relevant and
practical activities by which decisions could be made.’

The curriculm activities t;ey encountered, however, were
selected by the instructor to address a different primary goal,’thé
stimulation of greater awareness. The activities were designed té
raise questions, encouraée speculation and provide new insights into

,thei% present éituation. ;
These divergent goals rested on different assumptions about‘
""how the participants defined their situation énd néeds; assumbtions
which were never wholly surfaced in thevclassroom.nor resq}yed. éince
the instructor had “"pre—packaged” the curriculum on his own assump-
'tioﬁs, the participants had either to adopt‘its central perspective
willingly or, failing that, were left to render meaning from a
'diffefent interpret;ve perspective., \ The _mofe distance Dbetween
definitions of self and needs, the moté the distance between thé part-
icipants and the aétivities. Bridging the gap‘between them réquired
an act of translafion which frequently distorted the integrity and

meaning of the original message.

L The "academic" nature of the first few sessions created an’

initial distancing for the majority of the participants. The formal
R ‘

S 3

stance of lecturing the instructor employed, the abstruseness of his

language, and the passivity and discomfort of the student role all

N
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reinforced this distancing. It was defined" as "bging in the class-
room,” a realm which seemed considerably removed from their everyday
world; The purpose of refiedting ﬁﬁgn one's self through the medium

- of philosophical and psychological models was "helpful” only to those
few. in the class who defined themselves as needing self-awaréness.
For the others the activity remained opaqué or confusing or was simply
rejected as "igrelevant" to "what_I'm there for." -

The didactic nature of the instructional process underiinedvan.
essential differe&ce in the approaéh the instructor took and .that
which tﬁe participants expected. From the instruggo%'s perspecti?e,
the role he had in‘th; classroom was one of strucguring and,léading
\students thrqugh an intellectual self?examinationgthrom the partici-
;ants' perspective, they expected and valued a more personal
engagement botﬁ with him and with the group as a whole. They did not
define them;elves so much as students needing to learn new ideas as
individuals who were looking for "help” from each other and, most
Aépecificélly, from him.

The help they most clearly expected lay in tﬁe results of‘the
test battery.' These were assumed to‘Provide "concrete” information -
which would focus their posSibilitiesv into a more clearly defined
direétion. But igr the instructor the test results were a "represent-
ation” only whirﬁ; if anything, could help theﬁ break through festrigj
tive.assﬁmptione hey held about themselves; could broadeﬁ'their poss—
ibilifies. The rricipants were left tr?ing to traqslate possibil-

ities into "reai i options which took into account such factors as’
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their age and family fesbonsibilitiés.

In the end the participants summarized the experience largely
on the 'basis of 1its pra¢tical' outcomes, From this pragmatic
perspective the experience waé elther “beneficial” or “not very
profitable” depending on whether they defined themselves at its end as
being closer to "finding directioa."

For the instructor this variety of judgments was almost
inevitable, he was "realistic"'about'thig'—— "I know that I can't
satisfy everyboay ahd'everyBody has their own kind of orientation.”
Facgd with théée multi}ﬂe orientations and ill defined needs, he pro-
ceeded with.his "packége;" he tried "to walk that middle line.”

But the reality of the experience, from the participants"point
of view, was that they were forced to walk the middle l%ne of a curr-
iculum which imposed differént definitions of need and relevance.

Different assumptions, discrepant definitidns of need, divergent
inten?jpns,t digsimilarity in goals: all these marked the distance
bétve;ﬁ the perspectives of the particibants and the instructor as

t
théy encountered each other in, the classroom. -
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2. TMPLICATIONS .

The situation-approach to adult education rests on the
assﬁmption that it is needs and interests arising out of life
situations which motivate adults to engage in learning. Building the
learning process around these needs and interests, making life exper-
iences the heart of the curriculum, the leérning will‘be "given a
setting of reality.” Tt will be relevant to the adult. Yet this case
stud§~of a situation—approach program has suggested that the needs: and
interests arising out of life situations are.subjective in n;tufe.
External assessments of needs, as made by the instructor in this case,

did not sufficiently accord with the participants' subjective

+ definitions to provide a shared basis of understanding and action in

the learning. Furfhermore, the very structure imposed on the leatrning
process may foster distinctions and‘distancg from the everyday Teali;y
of the participant. Distanced.frbm t?eir sphere of interests, the
learning process is experienced as less relevant by the participants,

This single case study can do no more than serve an illus-

tration of the situation—approach’ to adult education/programming.
Nonetheless,, .it is suggested that it weli ,illust ates two, key
theoretical and practical issues ‘confronting adplt educators who
attempt to implement éuch a program design stratfgy as Lindeman
édvocated: How can the concept qf needs serve as a basis for progranm
design? Whatb is the role of the instructor in\ syructuring the

learning process? Each of these will be briefly discussed with

reference to this case study.
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The concept of needs

"Meeting the needs of the learners” is one of the most import-
and and pervasive tenets in adult education. The ubiquity of this
concept of needs can be largely attributed to the profound influence

of John Dewey's educational philosophy on adult education's theory and

' methodology. (Houle, 1972:10-13) - Indeed, Lirideman's The Meaning of

Adult Education was a contemporary interpretation of Dewey's theories

for adult education with its call for a situation-approach based on
the adult's needs and interests.

Yeg, as Archambault has pointed out, Dewey never clarified the
concept of need in his writings nor elaborated its implications. It
remained v;gue in meaning but widely adopted, often only "with limiteé
connectioﬁ with the total Dewey scheme.” (1957:39)

Ménette's recent review of the concept (1977) as it‘is used in
adult education ‘has reaffirmed Archambault's point that the term
"need” SUfférs from a lack of conceptual clarity. It may be fused in
widely varying and often undifferentiated ways from reference to the
individual's "wants” or "felt-needs” fo an observer's aSse;stnt of
deficiency or "real needs” to its use as a slogan.

The latter wuse of the term, needs as a slogan,' Monette
suggests may serve usefﬁl emotive or public relations functions, but
it must be differentiated from its use as an approach _to program

development which requires a more rigorouswdefinition. (1977:125) He

suggests that the term be more narrowly defined "either from the point
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of 'view of the individual learner, as a desire/want/interest‘or from
an external perspective, as an objectively determined deficiency in
knowledge, skills, or attitudes.” (123) |

~However, even with this differentiapion made in the use of
tﬁe term, there still remains the issue. of thch can’bgfused as a
basis for program planning.

The prescription of needs by"the educator rests inevitably on
some normativé standard against which the.individual's deficiency is
assessed. This value judgment regarding an individual%;:&eal needs”
may “constitute an imposition of the educator's wor 1d view uponi the
learner” and, to that extent, deny "the freedom and self-determination
of the individual,"” (Monette, 1977:124) As Monette, points out, the
ethos of adult edﬁcation is such, that this imposition of values on
others is considered to be contrary to its respect for the learner to
determine the nature of his participatioh in 1earning.

On the other hand, the use of the individuai's "felt;needs” as
a basis for program planning - which would appear to have been
Lindeman's use of the term - haé several inherent difficulties. These
felt-needs, too, repr;sent value decisions, specifying goals the
individual “"wants" to pursue. ~Will any felt-need be acceptable as a
basis for program'decisions? How doés the educator_weigh the merits
of these and choose among them? More crugially, what 'is the
educator's responsibility for providing leadership in the eduéationql
process?

The felt-needs the learners express may represent a starting
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point, but, even if those are accepted without gquestion, the educator
must still make decisions, influence and guide the leérning process.
To suggest that the felt-needs approach obviates value dec%sions on
the part of the educator is quite incorrect, in Monette's 3!ew. "The
felt—-needs approach.l.is, in the last analysis, insufficient for det-
érmining and justifying the kind of interventi&gQ;hich is aﬁpropriate
for the educator in program planning.” (1979:89)

The dialogue between learners and the educator, the educator's .
requirement to be accountable for his mode of intervention in guiding
learners, 1is wﬂat Monette concludes is necessary in adult education
programs which try to emulate the situation-approach ;f needs—based
learning. Recogniging that needs are not "mere empiricg&%y determin-
ablé' facts” but ‘“complex wval.» ‘udgments,” educators must be

critically aware of the wvaliues inherent in £ ;educational

process. (1979:84) VNeither the perspective of the fers nor that

of the‘ instructor should be "absolutized” but7 should be - open to
question and examination. The educator's aimé, his modes of

-influence, his notions of the worthwhile all must be made explicit and
open for critique. (90)

»In light of ;his discussion, how might what happened in the
Transitions classrooélbe upderstood? We have seen that the instructor
cleérly fulfilled what he considered to be his ieadership role. He
justified his curriculum approach on the basis of his expert knowledge

and his prior experience with other learners. The needs expressed by

the learners were "ill defined"'and, he felt,. were "really*fwhat he

Ld
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prescribed. He defined their need as one of "self-awareness” and set
about to address that deficiency. %

Yet, from the point of view of many of the participants, his
prescription of their eeede was conﬁgderably at odds With their felt-
needs and several were affro&ked, by the implication that he know

better than they what they needed. He was imposigg his view on them,

<0

using his instrucggr's role as simple justification for that.
What‘was missing from this classroom was any dialogue about
the definitions of need. The instructor never clarified his

assumptions or allowed for critical reflection upon, and further arti-

-

culation of, the participants' expressed needs. Nor were the
instructor-student roles he imposed ever questidned. The instructor

clearly operated on the assumption that his relationship with them

.

rested on the superior knowledge he would transmit to them and,

further, that the presumed valué of this knowledge was self-evident
. - ; -

solely because he was the instructor. *ﬁ‘” f »
- A &,
. ) . '- m
The consequences of this lack. of dialog. > £ wé have' w%
. IR 33@@" R R &

nekthén»engages

Fuget

seen in .this case study, a learning expérlénce whitﬁm

“
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The role of the instructor

The wunderlying epistemological position 1in $he situation-
o :
approach is pragmatic in nature. 1In the pragmaticgview knowledge is

that which arises from active inquiry, provoked by problems and

-

directed at the resolution of these problems. 1In the pragmatic view,

“the ideal education is one that connect$ general ideas with ‘real
.

problems and that stresses their practical bearing.” (Scheffler,
1965:5) It is a personal discoyery of meaning which the situation
W ‘

approach emphasizes, -

Given this notion of knowledge as personal meaning, Lindeman

.

noted that such education required new types of' teachers whose role
was not that of subject matter specialist or "oracle"-suppl¥)ng the
answers. Rather, the educator's "function Es not to profess but to

evoke - to draw out, not pour in.” (1961: 119&\ The' situation-approach

was ‘learner-centred and this «cast the role of the

differently than . that required by the ."sgbjgct—mﬁfke{4zén'}ed"
7‘6 : ' :
approach. ;= - .
. e gi
This disfinction in instructional role between learner and
subject centred approaches is 'today frequently described by adult
" educators as the distinction between "andragogy” and “"pedagogy.” The
term “andragogy,” is most closely associated with Malcolm Knowles

whose view of adult education closely corresponds with the Dewey-

Lindeman notions. Andragogy, is defined by Knowles as "the art and

science of helping adults learn” and is based on what are seen to be

vsome crucial differences between adults and chiidren which will

-

\
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idfluence the;learning'process{ the adultsl developed self- conceptv

.

reservodrs of 1life experience,. elaborated social roles, and~vtime

perspective. - (1970:37—55): ' "f

Andragogical principlés and the corresponding instructional

techniques have been well described - not only by Knowles but by others

L

.such as Brundage. (1980) In general terms these are techniques which
will effectively engage ‘the adult leatner in the very planning and
selectlon of the learning goals and activ1t1es. It is an instruc—
tlonal role which ghlfts the- balance hf power and control over the
3learning away from the 1nstrnctor and toward a shared respon51b111ty
with the learner. | 7

These ,andragogical' techniques were not vin evidence in the
Tran31t10ns clafsroom where the instructor emphasized his own control
land de- emph351zed theﬁmutuallty of the exchange between the partici-
’pants.and with hinself. To the participants the learning_pro:%ss was
"impersonalmahand'Mintellectual»" ‘lThe instructor's pre-packaging of
the currlculum not only precluded a dialogue abOut needs, it precluded
any . 1nvolvement by the partic1pants in directlng their own learning.\
They were left in a passive position the1r choices narrowed to either
accepting or reJécfing the 1nqu1ry process he prescrlbed It became
very substantlally, a closed prop081tion subJect to an externally con-
trolled script.~

. The c: nsequences of this instructor's control and the ‘role he

chose to play was to substantially impair the participants’ learning

by making the experience distanced and passive. But the crucial{issue
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is less one of technique than of the values such a mode of instruction

reinforces. - p

Underlying ¢t ;“v( gragogical . techniques 1is a clear value

position that proposes an equalit§ and mutuality between instructor

P

and ° learners which ‘acknowledges and ‘respects. the adults' 1life
experience ‘and perspectiﬁes. Just as perspectives about needs cannot
be absolutized and should be a matter of dialogue, so must perspec-

tives about the meaning and goals of the learning become a matter of
‘dialogue between the instructor and learners. S
R, v : :
" .
As Bates concluded in her study of ‘the learning experience in

a learner—-centred program: ;"Primary emphasis must be placed on the

i »
A

values and philosophy of thé facilitator. - Sfrategies and techniques

are likely to be effective énly if a ‘facilitator places a value on the
penéon, and the meanings that she or he makes in a given ‘situation.”
! nat _

/

(1979:280) ] S

{

‘The foregoing discussion has suggested that the Transitions
3 / / : r 3 ) 3
classroom experience departed from the requirements of situation-

/

approach programming iﬁ two important respects: in the way in which

"needs” were ‘defined’and used as a basis for the curriculum and in the
. N Vals .

nature of the instructional process, (The\\sitﬁ?ti§n—approach' is a

\

N

: R S i ~
complex programming strategy which requireﬁ“’Q&g&iﬁiggE;gnr of . the

) \

concepts we use and the educational values we bring ro it.
. (

o ex oy o Ny
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) ﬁy;

"The  contribution of" this research was intended, in

«

Darkenwald's‘word;; téiqu t; our systematic knowlédge of "what is
actually going on in adult education programs;" (1980;69) In'this
respect‘thé\overall implication of this case study is to suggest to
bot% program piaghers and instructors that the participant in adult
.education programs may view the learning situation in very hifferent

ways than what the professionals intend;‘ 1f we wish to facilitate

their learning it is imperative that we better understand and respect

the perspectives adults bring to the‘learhing experience. .
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APPENDIX A

Samples of Condensed, Expanded

and Journal _/Field Notes
{ .
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Samples of Condenaed Expanded, and
Journal Field Notes

'

Condensed Notes
16/10 Observation’

p.1

[conyersation prior to class - reconstructed afterwards] .

g

J quit Oct. lst; was working part-time.
Dec1ded she had to take that step. If she stayed working
maybe nothing would happen; she wouldn't take that step to
change. Well, maybe I won't change anyway.

Expanded Notes
Observation
16/10

p.4 (lines 9-18) p.5 (1-8)

I
1

The dthers.began to come in one at a time then. I
approached each one about allowing me to phone them
outside class and each one showed no hesitation about
that, responding, "Oh, sure” or "That would be fine" ‘and
giving me their number.

J -said she would be home most of ‘the time. I
expressed surprise thinking she was working., She explain—
ed she quit her job Oct. lst. She had been working part-
time, supposedly only 2 days a week although with the
shortage of nurses it was hard to keep it to that level.
"I decided I had to take that step, to -quit. If I didn't
I might never make a change. Well, maybe I won't change
anyway, but if I stayed working maybe nothing will
happen.”

Journal entry
17/10
p.-3-4

I had been very nervous about approaching the other
to ask for their phone numbers yet had made the decision
that I couldn't let another week go by. I found myself
(again) tied up by the idea of "how a researcher should do
this™ but whén I began to think of how "I" would do this
and got in touch with my own confidence about approaching
people I felt more relaxed about it .... So the recurring
theme about how to learn the role of "researcher”.
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APPENDIX B

Interview Questions: Second Round

of Participant Interviews



10.

11.

12,

13.

14,

15.

Interview Questions: Second Round
of Participant Interviews

Review my perception of their definition of situation at
the time the course started and how enrolling in the
course "fitted 1in" to this. (attempt to verify my
perception, irevise inaccuracies, fill in any gaps in my
understanding.) ) ‘ ‘

Review their interpretations of course sessions as given
in first interview; then take them through course
activities from that interviewsto last session. (probe
here for recall of events, significance attributed to any
of them.)
N T , !

bid you do the "model" assignment? If so, how did‘&ou
find it? If not, why not?

What do you think about your test results?

Did you have the opportunity to discuss your test results
with the instructor? Did you take that opportunity? How
was that? )

In the time since the class ended have you done any think-
ing or taken .any action, in terms of _your initial reasons
for taking the course?

Where do you "feel you're at” at this point in time?

Look back at the course now, could you describe what kind
of an experience it was for you to take this course?

Do you feel that you have learned anything from the
course? How would you describe that?

What were the highlights of the course, if any, for you?

Is there any aspect of  the course that you would change?

~ If so, how and why?

What 1is your' opinion of having ‘a male instructor in a
course designed for women: Do you think that having a
female instructor would alter the course in any way? How?

In your view what does the term "taking a second look"
mean? Is that what you had intended to do when you en-

rolled in the course? Did the course facilitate that?

 How would you describe the course to someone who was not

familiar with it?

Do you think that these interviews with me have had any
effect on your ogp experience in the course. If so, how?

166
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Examples of Data Analysis
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#

SAMPLE OF INITIAL CODING CATEGORIES

DEFINITION OF SITUATION

A.

Goals

1. Urgency
2. Specificity

B. Expectations of course

A.

by

format

lectures
discussions
tests

content

"academic”
"everyday"

result

O

“helpful”
"not helpful”

expectation

degree of comfort
I

personal involvement

il

ﬁéfsonal meaning

definition of need

\

\

\

\

PARTICIPANT INTERPRETATION OF EVE

LY
‘~v ,,"
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Sample of Taxonomy of Participant
3 Catggorization of Class Events (Sandra)
~ L . , ‘
<)
. .
3 N 4,
|"Psychology” like being academic not what I| dismissed
o ..4 student expected. ft - not
~» |(sessions nervous - like not why I | helpful
1&32) just sat .there university was there .
- . .. - ‘ \ ’ . . B N -
. , L ,
"Comfortable | just talking everyd%y‘ enjoyﬁd
17 Part”. to each othew : I it
.sessions "relgked” -
3, 4, 5) | participated °
LA i : g
"Counsell-" |+ o what I helpful -
‘ ing" participated : expected got more
(sessions ' why I-was | out of it
6~ 10) . . N there gave dir-
' ‘ oo ection
' . T . / -
.  Feelings of Kinds of Expect- ‘] Pergonal
. comfort” -1deas)' °| atioms meaning
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Instructor and Participant

Categorization of Class Session
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)
w

— \
O .
Instructor's Session Participants' Categorization
Categorization : '
Number - .
By ?urpose zﬂm rq;t . By Content
. K e
. i ¢ L
The Self as 1 ‘/“ mfﬁ. = |
Individual Lectures Psychology
2
Group ¥ .
: : Discussion . - & :
The Self in T4 Exercises | . Leadership
Relationships ¢ | Thing/Consensus
' , Stuff
5 . L
v L o - ’/' 1
XSSP N 3 .o
f‘fﬁ?*i%” The “gp ﬁ"ajs :b; i 6 ¥ Ca
" {Worker- 3 N ’ , .
2 S Testing Testing
. . 7 s ' . ‘
. N Results Results A
5T - . ~
A 8 ) . ) J
E . "‘
- ) 9.& .10 _
' ‘ . ~ i ey
.. - 2
R » s ‘
Oy ' . 3
‘e ] l\ e . * ) "'E— .
N thé?d% .
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SAMPLE TAXONOMY: ATTRIBUTES OF “HELPFUL"
- Validates Provides Identifies Provides
Focuses Experiences Positive Realistic Career
Thinking & Feelings Feedback about Career Planning
v, Abilities Options Steps
Increases Understanding . Increases Feelings Incteases Ability
of Self & Situation of Self Confidence to Make .Career
' .Decisions
Qi
3 * s
g ' Q
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SAMPLES OF THEORETICAL NOTES
.- a %
Journal Entry
Jan. 11

I find when I talk with each of them their responses to the
course in\\x erms of the things they volunteer about the

sessions, the specific exercises or points they recall and the

interpretation they put on them has a connection with this
initial -expectation. It's as though they spotlight what
. speaks most directly to them or, as in the case of Carol,

don't spotlight anything at all because she doesn't find it,
relevant to her. (Although she's still reactlng to "nop>"

relevance."™)

Question: Can I systematlcally find evidence of thlS process
‘of selective focu51ng7
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Journal Entry
Feb. 13
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this morning Ilve been looking.over the tfanscripts of Jenny's
interviews and something keeps coming through which juxta-
poses what is in Stan's interview,
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.+ Stan sees himself as "stimulating awareness” among the part-
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icipants.. The models are to act -as &mlrrors " to provide a

way. to see yourself. = His presentatiBn "and his "sweeping
generalizations” are to stimulate discussion - he "throws
around a few peppers to flavour the soup.”

»

It seems to me that\Jenny found this scary, not stimulating.

She goes to the course and she expects that someone there will
show her how to arrive at a decision she is having trouble
with (do I go. out to work or not’) .There is this man- standing
up at the front ‘pof the’ classroom draw1ng models on the board,

and lecturing t;fher. She doesn t experience this as stimu—
lating” .she experiences this a prescriptive., He's trying to
tell her a certain way to handle things and not only does she
not actually agree with him she's having .a hell of a time

understanding what he's saying.b He's = "operating in a

different vocabulary.”
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So what is going on there that she experiences his present-
ation in this way? First, I think, is her assumption that he
means to give her answers. Seécond, there's something going on
there about his manner of presentation ...... {

Journal Entry
April 15

\
Some attempt to get things to fall tbgether cees

[The participdnts] come into the class with certain defined
expectations of what they want. They are very goal- d1rected
the course 1s perggived as instrumental in achleving some
future state of af TSueuee _ v ,

Throughout the course period there is this ongoingraeganition'

of relevance, i.e., what is instrumental to them. The defini-

tion of that is chiefly determined by how it relates to what
%they feel they want, what is helpful to their gec151on about

finding direction. : ‘ 4
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I thinth can consider entltllng thlS whole process as one of
Seeking Dlrectien f%
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The major point I want to make' in . terms of e11c1t1ng the scene
in that classroom is this: v )

Where perspect1ves vary so do interpretatlons of :the sce@é.

When a course is’ packaged it embodies a certain perspect‘l’
From that perspective elements of the scene. are- defined ®and

“action is prescribed. When the participants enter the course
their own perspective may be at variance and from'that per-
spectime the events in the classroom do not make sense in the
same way, do not hold the same meaning. :
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Perspective is the way by which the elements of a sgituation
are given meaning, made some sense of. If I want to describe
the meanif® that this course had for .the participdirts I -have
\\Eﬁldescribe the perspective they. bring into, it. ‘T have done
is. The . next “layer” of ‘1nterpretation/descript1on/dis-'
/cussion *is to show how the perspectives varied. .
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