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Preface
Marko Radovan

The present publication contains the papers that were presented at the 7th Adult Educa-

tion Colloquium called “Current Issues in Learning and Motivation of Adults” which was

organised by the Slovenian Institute for Adult Education (SIAE), from 17th to 18th October

2003, in Ljubljana.

The publication provides an insight into two important areas in adult education: character-

istics of adult learning and the nature of motivation for learning. Although much has been

done to address these questions over the past decades, new issues, especially with the

developments of new technologies for learning, are constantly arising. According to Merriam

and Caffarella (1999) there are three main agents that influence the rise of adult learning

in modern societies: demographics, the global economy and technology. Changing

demographics is the reality of all western societies, and it is labelled as a transition from

youth-oriented to an adult-oriented society (Merriam and Caffarella, 1999). Another de-

mographic shift is traceable in the raising of educational level which is a major demographic

predictor that influences participation in adult education. The last SIALS study showed that

the most important predictor of participation is the level of initial education (OECD, 2000).

It was significant for all countries which participated in the survey, that the rate of partici-

pation in adult learning was closely linked to formal education received in previous school-

ing. Societies undergoing such important changes in turn raise the demand for adult learn-

ing.

However, although the needs for learning and participation in adult education are rising,

and lifelong learning has already become an integral part of life in many modern societies,

this does not necessarily means that it is distributed proportionally. Not all adults have

adequate skills for learning and/or are equally motivated to learn. In the adult education

literature there is much evidence of how the lack of motivation hinders participation in

adult education. There are an enormous number of studies that address the issues of why

some adults participate in further education and others do not. Various answers are given

to this question that goes both to external and to internal reasons for participation. In

spite of the fact that motivation is a concept that is hard to grasp in just one theoretical

model, all theorists agree that it is an essential ingredient of the decision-making process

that results in engagement in learning. Accompanying motivation to learn, there are some

other personal barriers that prevent adults from participation in learning. I will name just a
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few of them which are most current, and are linked to the de-institutionalisation and indi-

vidualisation of lifelong learning that emphasizes greater autonomy in learning. With greater

autonomy of the learner, the ability to learn is gaining in importance and consequently

creating a new divide between adult learners.

O r g a n i s a t i o n  o f  t h i s  m o n o g r a p h
It should be noted that the scientific committee of the 7th Adult Education Colloquium

reviewed all the presented articles before they were included in the book. The chapters are

organised into four main sections, each dealing with the topics that were discussed at the

conference. First six papers open this publication with more theoretical overviews of the

topics of learning and motivation. Linden West starts with the emphasis on a biographical

approach to research in adult learning and motivation that captures a person as a whole.

His presentation was focused on biographical issues in adult learning. Peter Jarvis expands

his model of adult learning and recognises an existential dimension of learning. He com-

pares some well-established learning theories and analyzes their suitability from the adult

learning point of view. The need for a more general, all-embracing learning theory was

identified. Knud Illeris draws our attention to a different dimension of adult learning and

makes a distinction between learning in adulthood and in youth. Marko Radovan stresses

the importance of the holistic approach towards examining and facilitating motivation to

learn in the classroom. Analyses of the issues which are emerging from recent research in

the area of motivational research are also given. Jyri Manninen describes the importance

of the images of education, and possibilities for educational institutions to promote edu-

cational programmes and motivate potential participants to enroll in education. The paper

by Sabina Jelenc Krašovec is more focused on the teacher of adults. She explains the shift

from teaching to learning, and examines the role of teacher in facilitating adult learning in

detail.

Four chapters explore the ways of facilitating adult learning and motivation to learn. Milka

Atanasova shares her views on the cognitive, social and metacognitive aspects of motiva-

tion. Barica Marentič Požarnik presents a model that connects learning orientation, motiva-

tion, learning styles and the role of the learning environment. Kristine Smalcel Pederson

gives some demonstrations of the role of guidance activity in adult education and its im-

pact on motivation of adults for learning. Monika Rehrl examines the value of self-directed

learning for enhancing professional learning.

The third part examines another emerging theme in adult education: technology as a new

tool for adult learning. Barry Sponder makes some points regarding the removing the bar-

riers that sometimes hinder adults from using technology as a tool for learning. Guy
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Arquembourg shows some practical examples of how new multimedia technology can be

used in language education. Lea Bregar and Margerita Zagmajster stress the importance of

web portals as an information source in supporting the development of education, and

present the development of an e-learning portal in Slovenia. This part ends with descrip-

tion by Metka Uršič and colleagues of the development of a new learning programme for

older adults.

The fourth part of the book deals with reports on research into adult learning and wider

aspects of adult learning. Two papers are presented that describe research on Slovenian

teachers’ motivation for training (Bogomir Kovač, and Slavica Černoša). Jane Simmons gives

a general insight into the nature and state-of-the-art of adult learning. It puts forward the

view of lifelong learning as a process of production, providing skilled workers for the de-

mands of the economy. Angela Ivančič presents her views on the close link-up between

learning and active citizenship, Hans Gruber shows some aspects of motivation to learn

among professional musicians, while Anthony P. Donajgrodzki presents the project that

supports lone parents and carers in their work-related academic learning.

It is clear from the variety of the contributions in this book that the field of adult learning

is very diverse and hard to embrace. Even so, I hope that this book will not only give some

answers, but also raise some new questions regarding the theory and practice of adult

learning. And that is exactly what our purpose was to achieve.

R e f e r e n c e s :
• Merriam, S. and Caffarella, R. (1999). Learning in adulthood: A comprehensive guide (2nd

ed.). San Francisco: Jossey-Bass.

• OECD (2000). Literacy in the information age: Final report of the International Adult

Literacy Survey. Paris: OECD Publications.
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WHY PEOPLE LEARN: ADULT LEARNING
IN A CHANGING WORLD
Linden West

A b s t r a c t
In this paper I explore why and how adults engage and progress in learning, in the sense,

that is, of significant transformations in their understanding of the world, their place in it

and their sense of self. What is it that enables some people to compose, however margin-

ally, greater agency in their lives, even in the most oppressive of situations? We need to

understand more of why such people, in Sean Courtney (1992) words, become ‘life-spacers’:

better able to engage with new experience and compose their lives on more authentic

terms while other people may remain stuck and resistant to learning, escaping into funda-

mentalism, perhaps, as a solution to their problems. A basic premise of the paper is that

our understanding of adult learning has to be located within a wider understanding of a

culture of profound change and uncertainty, in which lifelong learning, in the sense used in

this paper, has become a kind of survival necessity.
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I n t r o d u c t i o n
What Anthony Giddens (1999) has described as a runaway world may also, paradoxically, be

providing many new opportunities for people to experiment with their identities, however

precariously. Earlier forms of industrial and agrarian societies, for instance, provided social

scripts, which individuals were expected to learn and live by, but contemporary societies

are placing more responsibility on individuals to compose their own biographies. This is

poignantly illustrated by the shift from the notion of the linear biographical career, at least

for men – from schooling to work and then on into retirement – to a more unpredictable

life course in which there may be many different careers, periods of unemployment as well

as formal learning. It should be added, in this new world, that if people find change con-

stantly choosing them, they are also choosing change. Many women, for instance, under

the impact of feminism, have challenged traditional roles – of being midwives to others’

desires - and insist on building lives on more of their own terms. This is the territory in

which to locate the question as to why people learn, and what enables them to succeed: a

space and time in which we are, like it or not, forced to make ourselves up, as we go along.

I want to ground a consideration of these issues in three case studies of adults learning.

The cases chosen illuminate complex processes as to why people engage in learning, and

what enables them to keep on keeping on in the task. The processes of motivation and

progression in learning are seen through the eyes of the learners, rather than institutions

or policy makers. ‘Brenda’ is an adult learner who lives in a community experiencing eco-

nomic dislocations where many traditional industries have closed. She was using adult learning

to reconstruct her life and sense of self. The other two cases are from a study of highly

disaffected young mothers (aged 14-19) engaged in a community arts educational outreach

project in a marginalized community in East London. ‘Gina’ and ‘Shazir’ were wrestling with

crises of identity, like Brenda, while their stories provide a more holistic perspective on

progression in learning, in comparison, that is, to the conventional linear metaphor of mov-

ing up the educational ladder, so beloved of policy makers.

My basic argument is that processes of adult learning, for many adults, are increasingly

implicated in the struggle to build a biography and some greater sense of agency in a life.

And that there are three essential elements required for success in the project: the first

the availability of significant others, or good objects, in psychological terms: people who

value us, give us a sense of legitimacy and enable us to take risks with who and what we are.

Relationships of this kind can be at a personal level, with a new partner, or they can involve

a teacher, mentor, guidance worker or counsellor. They provide a sense of stability, cohe-

sion and or positive emotional reinforcement in a changing world. Significant others can

exist at a symbolic level too – as a character in literature, for instance – with whom we

identify and who becomes part of our inner psychological drama. The second element has
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to do with the idea of learning as transitional space – provided in higher or adult education,

therapy or more informal settings – in which we can take risks with our identities, without

feeling too threatened or paralysed by anxiety. The third element – and each of these is

intimately related – has to do with story and the psychological importance of developing a

more extensive narrative repertoire.

C h a n g i n g  t i m e s
As indicated, processes of adult learning have to be located in a culture of perpetual change

and frightening insecurity as well as new opportunity for self-experiment. Anthony Giddens

(1999) uses the phrase globalisation to describe a number of interconnected economic,

cultural, technological and political imperatives that are impacting on our lives, including

intimate relationships in ways which make biographical learning, or what he terms the re-

flexive project of the self, a survival necessity. The new global economic order involves

fund managers, banks, corporations as well as millions of individual investors, transferring

massive sums of money from one part of the globe to another, at the flick of a switch.

Traditional economies, and communities, can be destabilised overnight and traditional oc-

cupational structures associated with them can disintegrate.

Moreover, as noted above, in previous agrarian and industrial societies, people lived accord-

ing to more or less clearly defined social scripts, but economic transformation can mean

these can unravel in what has become a more individualised world. Macro-level forces of

globalisation, with their associated politics of the market and liberalisation, can impact at

the micro level of human experience. Many working class men, for instance, in the older

industrial areas of the United Kingdom, have lost traditional roles, and may struggle, psy-

chologically, to cope with change and lost status. Family relationships, including those be-

tween fathers and sons, can be dramatically affected, as the old opportunity structures of

industrial capitalism disappear. Many working class women, on the other hand, are forced,

like it or not, to enter the labour market, often in poorly paid, low skilled jobs, while con-

tinuing to carry traditional domestic responsibilities, with implications for the welfare of

children. For those men and women in reasonably paid work, increasing demands are being

made on their time, under the banner of efficiency, by the greedy work place, while grow-

ing occupational insecurity creates pressure across occupational groups. If most people

continue to want some degree of security, they are told, persistently, by politicians, in the

neo-liberal economic mantra, that this is impossible in a world of cut-throat competition

(Elliot and Atkinson, 1998).

R i s k
Moreover, sociologists such as Giddens and Beck (1992, 1997) have coined the phrase ‘risk

society’, to capture the impact of these changes on individuals and the choices they have
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to make. Ulrich Beck (1997) has observed that individuals are facing a range of insecurities,

at a time when they have lost faith in national governments or corporations to address

their insecurities or to deal with environmental degradation and pollution. The political

agenda, in this view, is dominated by a pervasive neo-liberal economic consensus, in which

responsibility has shifted from the State to the individual. The welfare state, in the UK and

increasingly across Western Europe, has retreated and individuals, under the banner of

lifelong learning, for instance, are ‘encouraged’ to take greater responsibility for them-

selves and their lives. People are told to be permanently flexible, which means, as Beck sees

it, ‘Cheer up, your knowledge and skills are obsolete, and no-one can say what you must

learn in order to be needed in the future’ (Beck, 2000).

But many people, it should be repeated, are choosing change, as well as change choosing

them: under the impact of feminism, black consciousness and the broader politics of iden-

tity and representation. There is an increasing interplay of the global and local, via commu-

nications technologies, which, inter alia, challenge local and familial templates, and offers,

however illusorily, a range of lifestyle options. We are forced, like it or not, and however

fragile our material world, to make some choices about identity – what it means to be a

man or woman, and the values we are to live by – given the market place of competing

possibilities in which the old structures of authority – whether of formal religion, or even

of science – have broken down or are contested, at least in parts of Western Europe. We

have no choice but to choose. Nothing is certain in this ‘postmodern’ frame and we are

faced with the perpetual question of how we should live our lives, and on what terms.

W h y  p e o p l e  l e a r n :  b i o g r a p h i c a l  p e r s p e c t i v e s
A key premise in my approach to research has been that our understanding of why and

how people learn has been limited because learners themselves have rarely been encour-

aged to reflect, in a flexible and longitudinal way, on their motives for and experiences of

learning, in the context of their whole life histories and present lifeworlds. Many traditional

studies of adult motivation, particularly based on survey and quantitative methods, barely

scratched the surface of why people engage in learning, as viewed through learners’ eyes,

lifewide and lifelong. While researchers using survey methods have asked large and diverse

samples of people why they participate in education, they are unable to explore, in all their

complexity, the reasons and meanings people themselves give for and to their actions, and

how they explain what may be liberating or domesticating in their experience.

Biographical research, on the other hand, offers potentially more nuanced perspectives on

the human subject as learner, actively engaged in recomposing a life. Such research can

enable us to illuminate the meaning of actions, and the understanding of their significance,
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through the stories of those at the centre of the process. Biographical methods have

increasingly moved more centre stage in studies of adult learning (Jarvis, 2001). There is

also, it seems, an interdisciplinary momentum at the core of such research, given the sheer

complexity of actual lives and the stories people tell about them. Learners’ narratives can-

not, or ought not to be categorised according to narrow disciplinary frames. Stories about

learning, for example, frequently defy categorisation as ‘sociology’, ‘psychology’ or ‘educa-

tion’. Biographical research tends to expose the gaps between disciplines: sociology, for

instance, has lacked any convincing account of how the social, including learning, is trans-

lated into changes in inner-life; or why people in ‘objectively’ similar situations, react and

learn very differently. Mainstream psychology, on the other hand, tends towards an essen-

tialism in which learning is conceived in individualistic and asocial ways, as in some North

American theories of motivation or adult development. The influence of culture and rela-

tionships in shaping who and what we are, and how we learn, are dispatched to the concep-

tual margins (West, 1996).

Nowadays, I tend to use the term auto/biography to characterise my research (West, 2001).

The researcher, in these terms, is a learner too, and draws on his or her own stories to

make sense of others’ lives, and theirs to make sense of his/her own. The idea of auto/

biography challenges the notion of a detached, objective biographer of others’ histories:

the suggestion that a researcher’s history, identity and personality play little or no part in

constructing the ‘other’s’ story, or ought not to, in the name of ‘objective’ science. Michelle

Fine (1992) insists, instead, that: ‘…we are human inventors of some questions and repressors

of others, shapers of the very contexts we study, co-participants in our interviews, inter-

preters of others’ stories and narrators of our own’. Fine argues, instead, for the reflexive

and self-reflexive potential of experience, in which the knower is part of the matrix of

what is known, and where the researcher needs to ask her/himself partly how she has

shaped the research, but also how she has grown in it. The researcher is a learner too, with

a story to tell.

Te l l i n g  s t o r i e s
My first story, about Brenda, is taken from a study of 30 adult learners who entered higher

education and were living in communities undergoing major economic and social disloca-

tion (West, 1996). The other two stories are of young women engaged in learning as part

of a community arts project in a difficult marginalized community in East London (West,

2002). The first piece of research spanned a period of four years with 7 interviews across

a number of research cycles. The longitudinal nature of the process enabled strong rela-

tionships to develop and illuminated some of the complex social, psychological and educa-
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tional processes at the heart of learner motivation and progression. The second study

focused on what learning entailed in the totality of particular lives, and what enabled some

young women to progress, as they perceived it, and what such a process might mean.

Brenda and her changing narrative

Brenda was a student in an Access to higher education programme. She was striving, when

we first met, to rebuild her identity and career. She was a woman in her early 50s and

married to a senior executive. At her first interview she described how she wanted to be a

teacher and had done so since she was 14. Her father who insisted, against her strongest

wishes, that she work in an office, she said, denied her the opportunity. She experienced a

deep crisis of confidence and identity in recent years, exacerbated by her children growing

up and problems in her marriage. Her husband, over a period of years, became obsessively

involved with work and chose to live nearer his office in another city for most of the week.

Life at various levels became uncertain for Brenda and she felt increasing unhappiness and

insecurity.

In the first interview she told me, as stated above, that she wanted to be a teacher. We

talked about this and her decision to enrol in an Access programme. She referred to changes

in her relationships with her husband and children. His workload had become heavier as the

firm in which he worked struggled while her children were becoming independent. Such

factors provoked basic questions, as she put it, about her past, present and future life-

style. Fundamentally, she was asking, like many of the learners, who she was and had been,

and what was the meaning of her life.

Her husband was caught up in the increasingly frenetic world of work, with decreasing

amounts of time for her and the family. He eventually began an affair with another woman,

in another town. At a first interview, she was a diffident woman of 52. She told a tale, like

many other students, of being motivated by vocational aspirations (because this was a

socially acceptable reason for educational participation). Moreover, she was anxious to serve

her husband’s needs too, as part of preserving her marriage:

...I’d thought about doing it [being a teacher] for about two years before, on and off. I was

also mindful of the fact that the family was growing up and there would come a point

when they would start moving away…I needed something I really could get to grips with but

that would also be interesting but fulfilling as well...it is important that I have my own little

bit of identity down here again with studying. So I can keep motivated....he [her husband]

has gone up several… rungs of the ladder, and I feel I’m down here a bit. So maybe that is

another motivation as to why I am taking on an Access Course, not because I can in any

way, be up there with him, but because at least I will be able to offer him a lively mind.
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Brenda was a woman of her time, born at the end of the Second War and socialised into the

role of servicing the needs of others. Such women often construe themselves as midwives

to others’ desires. As the relationship with her husband crumbled and the children left

home, Brenda felt bereft. Yet she began to recompose an identity, and build a new career,

partly through higher education. She felt affirmed in relationships with other learners,

teachers and, most significantly perhaps, her daughter. She was someone with whom she,

Brenda, could identity and she felt inspired by her daughter as she, the daughter, com-

pleted a degree despite a life threatening illness. The daughter encouraged her mother to

take some risk and enter higher education. And, over time, her story changed. Brenda is

talking below, some eighteen months later:

Yes, I’ve gone through a tremendous barrier....Well thinking about going on to Peter, my

husband, he is a man: a spade is a spade, that’s why philosophy and psychology are com-

pletely out of the window, as far as he is concerned. Philosophy you go mad,

psychologists...forgive me, you know, as far as he’s concerned, if you’ve got problems well

I’ll say ‘We’ve all got problems Peter!’ you know, we’ve all got differences and that. He’s very

much a physicist, he thinks very logically and sometimes that has caused me pain... he’s

hurt me, you know, with his rather blunt graphic answers.

I think we are all creative in some way or another.

Yes. He’s like a peacock and I hate it…. So you see...but what is worrying me about the

degree is I can see me actually pulling away. I don’t know where it’s going to lead...

Brenda struggled, at first, with the research, and tended, as she later acknowledged, to tell

the story she thought I wanted to hear. She often did this with men, she said. But she

gradually talked more openly and reflexively about her motives and their link to childhood

and gender, including abusive parents, not the least as I shared some of my experience of

being a child, and needing to appease parents in a difficult family environment. Brenda, at

one juncture, was wrestling with feelings of failure, of never being good enough, despite

everything she tried. She was stuck for words at one point and I shared my need to gain

recognition and acceptance from my mother and from powerful others. Her story was

enlivened in that moment of auto/biography, as she talked of realising how her oppression

was no isolated affair, but illuminated a highly gendered culture, in which women were

often used and abused. She found tutors who empathised and encouraged her, and a hero-

ine in literature, in this case the prostitute in a novel by Mau Passant, with whom she could

identity, and who, like her, had been used in a male dominated world.

She began to appreciate that her experience was no isolated, personal affair but part of

women’s oppression. There were women in the Victorian novel who were abused too and

this sensitised her to the cultural, political as well as psychological roots of her suffering.
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As is the case with many women the process of understanding and sharing experience,

whether fictional or not, can break down feelings of isolation and self deprecation as a

personal story is revised and located in broader patterns of unfairness and submission. This

realisation enables blame to be shifted from the self towards a culture in which women

have been objectified and denigrated. Brenda remained reluctant to describe herself as a

feminist but her narrative became significantly more feminist nonetheless:

....perhaps one of the reasons why I recognise it even more now is because of the books we

have been studying in Comparative Literature, where we have seen the Victorian heroine...she

has married in the real world but her unreal world is fairly childlike. And I can see a little bit

of myself, maybe lots of people can see a little bit of themselves in this, you know. I think,

at the end of the day, there are areas where we are all children. I don’t think, we never

completely grow up.

....But I was thinking more of the Victorian wife and mother, the role of wife and mother.

And I don’t mean that I am an arch feminist. I’m not, but I believe if you have got an inter-

est, it is good to be able to pursue it if you have that ability or the opportunity or the funds

or whatever….

Who is your favourite heroine?

Well, funny enough, it is a prostitute...And the reason I feel sorry for her is because she is

within the confines of this coach with all these stereotype people who ostracise her, be-

cause she is different, because she is a prostitute, because she is a lady of easy virtue. I

don’t mean I am saying I am a lady of easy virtue but you know, because she is different

and they then realise she has this hamper of food and they are on this very long journey.

Oh, she is useful to know, let’s get to talk to her. So they chat her up, eat her food and they

arrive at an inn to stay overnight, I don’t know if you know this story, the Prussians, you

know, Prussian, Anglo Prussian, Franco Prussians. And the Prussian Officer is interested in

her sexually so she doesn’t want to know, she is trying to retain her dignity and she eventu-

ally gets coerced, emotionally blackmailed, forced, oppressed, call it what you like into

going to bed with this chap and is terribly upset afterwards and they all climb back into the

coach, by which time they have replenished their food supplies, which they fail to share

with....

And the last three lines of that story are so real and so painful, I just could draw alongside

with her in that she is trying to hold back the tears of hurt and frustration and anger at

being cheated when she really has been open and honest.

Brenda was clearly talking as much about her self as her heroine, and of feeling cheated

and exploited across a life; of being hurt, humiliated, and prostituted, even, as she has

dutifully given while others continued to take. Her narrative’s power derives from finding

new languages to invigorate and reinterpret her life story; and by establishing connections
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and empathy with significant others from literature as well as ‘real’ life. She was no longer

alone as others’ experience echoed in her life and inspired her to take further risks. She was

more able to scream, shout, cry, enjoy and learn because she felt more legitimate. She

could begin to enter the transitional space between self and others, inner and outer reality,

and play. She was coming together in the process, in psychological terms ‘not as a defence

against anxiety but as an expression of I am, I am myself’ (Winnicott, 1971).

Those reading this paper will not know Brenda, of course, at least personally. Except, in a

sense we all know Brenda, and her story has an archetypal ring to it. Her narrative may be

deeply familiar to those engaged in adult learning, of the struggle of the woman student

to become more of a person in her own right. She is there in our adult learning group, and

maybe represents part of ourselves. Brenda’s story has also to be located in a particular

historical time, as economic pressures intrude into the family relationships and as many

women reassess who are what they are, under the impact of the politics of identity. Her

motives could simply be understood in vocational terms: at the level of wanting to build a

career, in the narrow sense. Yet, against the backcloth of her life history and present

lifeworld, it was part of a much larger struggle for agency and some legitimacy in her life,

at a particular moment of history. Change was choosing Brenda, and she was choosing

change, in an effort, always fragile, to compose a life on more of her own terms. To suc-

ceed, however partially in the project, required new sets of relationships and the encour-

agement to experiment with her story, in the transitional space called higher education.

Gina and Shazir: ‘cottoning on’

East London has been an especial casualty of globalisation and the politics of the market,

as well as, arguably, a beneficiary too. Since the 1970s it has been subject to a massive

process of deindustrialisation, dramatized most obviously in the closure of the docks but

also affecting the traditional trades and industries of the area. But large pockets of what

has been termed ‘yuppification’ co-exist with the depressed public housing estates suffer-

ing racial violence, drug abuse and growing youth employment. It is a place of widespread

educational under-achievement and social exclusion, poor health and poverty (Bardsley at

al, 1998). Participation in formal post compulsory educational provision, of whatever kind,

is low. There are, as indicated, other dimensions to the area, representing, as it does, the

Janus face of contemporary capitalist consumerism, one redolent with new opportunity

structures (as at Canary Wharf) alongside growing social division and alienation. Despite

the towering presence of Canary Wharf, this is a location, in the main, where ‘imagined

possibilities’, for many, are few, and participation in higher, further and adult education

tends to be the exception (West and Reynolds, 1999). It is a place where traditional

neighborhood and family support mechanisms may have collapsed, under the impact of
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economic change and lost confidence. East London may represent, in an acute form, the

divided state of contemporary neo-liberal England.

Gina and Shazir live in a community ravaged by economic change and the politics of in-

equality. But they were encouraged to participate in a community arts project organised

by a body called Theatre Venture, which specialised in outreach activities among alienated

young people. The project’s role was to recruit such young people from local communities

and to organise some experimental workshops, employing a range of artists. The Univer-

sity of East London (UEL) was to provide additional workshops for the young people, and

students from UEL would work with the youngsters on video production, as part of their

own placements. The aim was both to engage disaffected learners in the visual arts and to

encourage them to progress into formal arts education. The project was ambitious, and

involved recruiting groups of disaffected and educationally alienated young men and women

(West, 2002).

Gina and Shazir participated in a series of workshops called ‘Cotton on’. They were targeted

at young mothers, aged 14 to 19. The focus was the visual arts, and textile design in par-

ticular, but also there was sculpture, printing, photography and video, partly designed to

explore the theme of pregnancy and parenthood. In-depth interviews were held with Gina

and Shazir at an early stage of the project and towards the end. Gina told me about her

educational background in which no-one ever really listened to her. She felt pressurised to

participate in education and get a job and yet wanted to enter college too. But she had her

child to think of. She felt confused, muddled and under pressure, from all sides.

Her first visit to the Centre in which the Workshops were based, was on the advice of a

Health Visitor but she felt upset that she was leaving her daughter in the crèche. Separa-

tion was hard but she slowly relaxed and was able to let go. She changed, she said, as a

result of the parenting programme (of which Cotton on was part). There was a time, she

insisted, when she could not tolerate mess, in the home or anywhere else, and everything

had to kept in order: ‘I hate mess, and everyone goes on at me to let her feed herself’. She

never let her baby play on the floor, in case she got dirty, while upstairs other children were

‘romping about’. She was more at ease now, and had let go of herself as well as her baby in

the workshops. She was taking risks, in short, with an identity and her relationships, includ-

ing with her own baby, were strengthening.

She liked the Centre and the peer education project, while Cotton-on had given her ideas

for the future:

I would like to go back to college, do an Art A level, but I don’t know if I am going to be able

to do it at A level….Because it is getting crèche places and it is full time, I may have to do a

BTEC first. Eventually I want to go back to my media…
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Gina had begun a course in Media Communications and Production. Her class in College

produced magazines and radio shows. It was ‘just basic media stuff’ she said, somewhat

disparagingly, but she dropped out when she was pregnant. As for the future:

What is the problem? The problem is, the colleges are really good, they have got crèches

and everything, but there is not enough places in them crèches. There are so many young

mums out there all wanting to go back to college and they just can’t because they have no

childcare. Childcare is so expensive and once you have got over the money issue it is finding

someone to leave your child with, someone who you trust. That is basically it. If you are

lucky enough to get a place in the college crèche it is alright, it is wonderful, but there is

not enough places.

There was a great deal of anxiety about returning to college, given other pressures in her

life, even though, as she put it, she was determined to do so for her daughter, at some

stage. It was all too much of a risk just now, in a life which was perpetually framed by an

unpredictable present and a turbulent past.

Three months later, Gina was working intensely on her sculpture in the Arts course:

When I was pregnant and I didn’t really get very big. I made myself a little pregnant belly

from a washing basket to put your washing in. I used chicken wire and plaster of Paris and

painted it up funny colours. They kind of expressed my mood when I was pregnant, bit

dark, dull colours, bit cold.

Yes… I don’t know people who are looking at it probably won’t get it, but to me it’s a hango-

ver for anger

Her pregnancy was hard and troubling, and she felt, at times, unreal since she did not look

pregnant. She was depressed, and ‘really ill throughout’. Her mood was translated into the

sculpture. She was trying, she said, ‘to get across that, the darkness.’ There was no head on

the sculpture, either, it was a headless torso, she said, which was deliberate:

So there is no head, and I suppose, as I was pregnant I didn’t really feel. I suppose all I was,

was a baby carrier. That is what I felt. There is no head and no legs because I wasn’t actually

a person. Like a baby machine. So just middle, just boobs and a belly.

She thought sculpting was therapeutic and that she needed to express her feelings about

the pregnancy, and of being ‘a baby machine’. Gina also suffered from Crohn’s disease,

which she did not know when pregnant. The doctors insisted her stomach was trouble-

some because of the baby and nothing else. She was sick throughout the entire period and

anaemic. Her time was spent ‘laying around, depressing all the things I wanted to get up

and do and I couldn’t’. But she was past that now, she said, and the Centre had provided a

key. She was starting to use brighter colours too, more ‘yellows and reds’ and although on

medication, she felt better.
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She thought Cotton-on had been good. She enjoyed it and it gave her ideas for the future.

She wanted to enrol on an art course, maybe do an A level, and the workshops offered a

range of relevant experience. She in fact applied to do a graphic design course at her local

college, but was doubtful about going through with it. She had always liked art but an A

level might be too much, too soon. It was a big commitment given her present life and

responsibilities. There were different and conflicting voices inside her. She had done Art at

school and she got a good grade there, which she really enjoyed. But College was another

story, maybe a step too far just now.

She dreamed of working for a magazine, doing the page layouts and digital designing, ‘ei-

ther the front cover or posters and that. Always me aim. So I am trying to get my art

qualifications so that I can get there’. She had gone with ‘Hannah’, from the group, to a

‘Futures Fair’. A career’s woman there from the local college gave them a brochure. She

needed to act soon, she said, or she was never going to do it. The thought frightened her

that she might remain frustrated. But she simply could not take too many risks at present,

since there was a baby to worry about.

The art tutor helped her to think about what to do. She and the youth leader encouraged

her ‘to go for it’. And it was easier for her than some of the other girls, she thought,

because, as she put it, she had ‘more opportunities than most’. She was smart, by compari-

son and had a high IQ, she said. And she had already been to college. Gina went on to talk a

great deal about her life history. She had gone to ‘a really good school’ and felt she had a

good start, educationally. She came, she said, from a stable home, at least in comparison to

some. Her mother worked in a school and had encouraged her to be creative. Gina wrote

stories, dressed up and played heartily. And her parents had supported her financially when

she was at college.

There had been a ‘turning point’ in her life, she said. She was sitting at home, one day, and

her brother asked what was on television. She could ‘reel off the whole of daytime TV, TV

guides and I thought oh my god how sad. That is all I do, sit at home watching TV, the same

shows every day at the same time. I knew is was a bit sad.’ It made her get up and go to the

Centre. Her whole life had been sad, she thought, and she did not want her daughter living

that way. This motivated her to want to learn, and she enjoyed working with the others in

presenting a case to the council for more single-parent friendly housing. She was also

engaged in peer sex education programmes for schools. Yet there were continuing doubts

about engaging in formal learning or getting a job. She had, on her own admission, a de-

structive and rebellious side, when she wanted to do nothing, and she disengaged from the

group, and art, on occasions. Her anger could hang out in self-denying ways. At the core of

the progress, in her story, was her relationship with the youth leaders, and the art tutor,
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who acted as surrogate parents. She liked talking to me too, she said, because I listened.

And doing art enabled her to face painful aspects of recent experience, and to progress

emotionally as well as aesthetically. Art was a way of telling her story.

Shazir and mixed messages

Shazir was living in bed and breakfast accommodation when she began attending the Cen-

tre. Her social worker wanted her to take her son ‘somewhere and do things’. The social

workers thought her incapable of looking after the baby properly, she said angrily. She had

‘split up with his dad’, because he was ‘cheating’ on her. The police were involved and the

baby was sick ‘with meningitis and loads of other problems’. Eventually she ‘escaped’ bed

and breakfast and ‘was moved’ into a one bedroom flat:

He [the baby] has intolerance, so it is hard to cook for him, good stuff, and I have only got

a fridge indoors, haven’t even got a freezer to store food for him. I cook fresh food every

day for him, which is hard and expensive and the leader tries to help us budget and stuff

like that with our money, things like that. It is hard. It is like being in a B & B still because at

the B & B you just had a cooker and a fridge and start living like that again. But it is just you

have got more space and that is it.

Shazir was initially wary of other group members. She did not like talking to people. They

only had ‘to say the slightest or do the wrong thing…and I would blow up about it’. Eventu-

ally, she settled down and liked the peer education and dealing with issues of sexual health.

She felt better about herself as a result. And one of the girls she rowed with had left,

which was good. She liked a residential, too, organised by the Centre, which gave her space,

as the crèche workers had the children all day. People took turns in cooking and washing up

and ‘we got on really well’. ‘There was canoeing, horses and other outdoors activity as well

as the focus on peer education’.

Shazir thought the arts project was ‘fun’. She wanted GCSEs, educational qualifications,

she said, because she needed ‘a job, office work, or whatever’. She had thought about

computing, at the beginning, ‘but now I wouldn’t do because it would just drive me mad,

but I couldn’t work in an office anyway, can’t sit still for a second’. Nothing was clear for her.

She never gained any qualifications at school since she ran away from home. And then ‘fell

pregnant’. The school ‘didn’t want’ her there, in any case, and she hated some of the teach-

ers. She ran away aged 12 and ‘carried on running away’ until 15. She moved in and out of

foster homes and never really settled anywhere, ‘until now’.

She had not seen her parents for 3½ years:

Me and my dad never got on. He used to hit me, he used to be really abusive and stuff. I

only had to put a slight bit of weight on and he would put me down about it. My mum had
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heart disease so she never used to fight back or anything. And I remember when I was little

when my mum used to burn food he would throw it across the room because she had

burnt a little bit on his plate and I didn’t like it. Me and my dad never got on. He used to call

me, he used to say I was a little angel but we never got on…Yes, he used to be a lot violent,

more when I got older than when I was little. He never used to hurt me that much when I

was little but I had really bad asthma and I was in and out of hospital a lot when I was little,

so he never used to hurt me that much, because he knew the doctors would be seeing me

quite often…

She used to fight back, as best she could. She once dreamt of being doctor, when she was

five: ‘I went through about 10 years of thinking I wanted to be a doctor. Always wanted to

be a doctor. And then a journalist, and then went through all the jobs’. Her dad told her she

would make a good doctor. When her sisters ‘had cuts’ she used to bandage them up, ‘or

put plasters on, get all the dirt out, stuff like that and he said I was good at doing things like

that’. But she knew she would never make it. She might like to be a school teacher, and

when her son went to school, she could go to College: ‘three years in college and a year in

uni and I could be a junior school teacher’. She still had a dream.

She might, for instance, teach English. She was ‘always’ good at it in school. There was a

‘top band and bottom’ and she was at the top. She didn’t like poetry, or Shakespeare. Macbeth

‘was too nasty’. He used to hurt people, ‘and that little boy that got stabbed and they

showed us a film clip and it was horrible and I didn’t like that at all. And the words they used

I didn’t like’. Sometimes she used to go to school ‘for a whole week and not bunk’. But she

got ‘a bit lost’ with ‘heroin and stuff like that’. Macbeth seemed, as she talked, too close to

home for comfort.

She stayed with a friend and ‘it would start off with a little bit of weed, think nothing of it,

and just went a bit further than we should have done’. She did not blame her parents

‘really’. There were reasons for what happened, which she understood.

But I don’t think I will ever forgive dad for the way he has been because if he wasn’t, if he

was protective and nasty I would probably would have done better at school and if he had

made us feel more comfortable to talk to him about stuff, then I would probably have

stayed in school or gone to school, but me and my dad, I mean he, sees the baby, he doesn’t

see the baby, but he makes remarks like, your baby is evil because he is a white man’s baby

and he would kill him if he saw him, but he knows that I would never let him do it.

She said she was like her Dad and they were both ‘stubborn’. She shared his temper and

people told her she looked like him: ‘and I don’t like that. So that is why I have cut all my hair

off and try and change it because of the comments that I look like my dad. I change some-

thing about me’. This aspect of the story places identity work and risk taking, in an acute
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and highly personal form. We are also reminded of how children of abusive parents often

continue to crave for their attention, however abusive, for fear of the alternative of aban-

donment. In Shazir’s narrative, moving between different cultures, as well as between hate

for and wanting attention from parents, compounded a sense of fragmentation.

She joined a Christian Church, via an organisation called ‘Lifeline’. The vicar and his wife

helped her with her baby, when she needed it most. They were ‘there when he has been

sick, and the hospital when I need them, and stuff like that. They come up to the flat and

make sure he is OK. They have been like surrogate parents to me’. Shazir talked about how

her father ‘went all out of control and everything. He had a breakdown three times and

used to leave us, leave us with all these debts and stuff and then come back again and

nothing happened. And mum couldn’t cope with it any more. She used to sit back and do

whatever he used to tell her to do. And it has always been like that’. Stability, among signifi-

cant others, was a precious commodity.

The conversation turned to art at this point and Shazir talked animatedly, again, about it

being ‘good fun’. She told me about a cushion she made with her baby’s picture on it:

... on the front of it, printed on to fabric, which is quite interesting. I didn’t know you could

do that. And I was meant to be making a wall mount with all these pictures from nought to

a year, going through what he used to do, and stuff like that. Haven’t finished doing it yet.

I have done a few because it is getting the pictures, because I have got to go through all

the pictures and try and find them at the right stages and I haven’t done that yet. But we

done that with the plaster stuff, done it on our hands and done a lot of painting and stuff

like that. We have cut out mushrooms and everything. Experimenting like a 5 year old again,

so it has been quite fun.

She loved art at junior school, ‘all the time’. She even did art in her lunch break and just

talking about it made her feel like ‘a kid again, messing about with paint. You really think

about doing it now. Except when you do it with your little boy or girl. And it is quite weird

because you sit there and just splash paint around and that is nice, just do a little bit more

here and there. So here it has been quite like a therapy’. It had made her more aware of her

son’s need to play and experiment, ‘instead of thinking he is going to get dirty all the time’.

She bought crayons and paints and he can ‘splash paint around and make it more exciting

for him’. She was changing: ‘You see more things in perspective when you are doing art,

because you see more colours and stuff and you think this would look better in his room,

this would make him more cheerful. Stuff like that, yes it does. And you make more things

for him too’. Shazir smiled as she talked, which she did with her counsellor, she said, as she

told me about that experience. She rarely talked about ‘family stuff’, because it made her

feel ‘like jelly’, but she could talk to me. Sometimes in the group someone would burst into
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tears, but they went outside ‘for a smoke and talk about it and cuss our boyfriends off, or

babies’ fathers off’. It was ‘nice’ to have people who could say ‘I know what it feels like’, or

just listened.

There were no dreams of college, or a job, at present because her son took priority. ‘No-

one knew what was wrong with him’, she said. The doctor was waiting for test results, and

the uncertainty dragged on. One day he was fine, and then he was ill. She missed working

and had been a chef in old peoples’ homes. She hated ‘sitting round doing nothing’. And,

‘hopefully’, one day she might train as a teacher. The Centre, she said, had been a lifeline,

‘more like a family, one big family we are, quite good’. Shazir’s story takes us to the heart of

a social psychology of building a biography, and into the role of art and relationships in

taking risks, and becoming, however fleetingly, more of an agent in a life.

U n d e r s t a n d i n g  b i o g r a p h i c a l  l e a r n i n g
What insights might be drawn from such stories about why people learn and what enables

them to progress as learners and how might this be understood? For young women like

Gina and Shazir, but also Brenda, making progress in a life and re-building an identity, is

especially hard when people feel overwhelmed, powerless and low in self-esteem. A per-

son, any person, needs to feel, at core, accepted and encouraged, to engage in biographi-

cal learning. They have to be able to see themselves – in the eyes of others as well as self -

as a learner or a budding artist, rather than a failure and inadequate. They have to be able

to take risks and enter and engage in a community of practice. They must learn to tolerate

the deep ambivalence of moving from the safety of the periphery and of defensiveness

towards the world, to embrace membership of a group and the new identity this brings

(Ainley et al, 1999).

Engaging with what is new and different, and investing of self in the process, brings, in

turn, anxiety about being rejected, of being found wanting, all over again. The young women

in Cotton-on knew, experientially and existentially, what it meant to be an outsider, to be

labelled stupid as well as incapable. All of which explains why some retreat into ‘defiant

outsiderdom’; and others simply give up completely (Ainley et al, 1999). Yet, it is to be

noted, that, in certain respects, when viewed in the light of a life history, Brenda and the

two young people were managing difficult biographical processes rather well, despite the

anxieties generated.

Hollway and Jefferson (2000), drawing on the work of Melanie Klein, argue that anxiety is

fundamental to the human condition and that unconscious defences come into play when

a self and identity feel threatened. Klein’s insights are derived from clinical work and she

argues that defences against anxiety operate in relationships between people, both in early
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as well as subsequent experience; including when something unfamiliar and unsettling is

encountered. But defences can be lowered, over time, as significant others – teachers, an

art tutor, a therapist and or a guidance and worker – can contain some of the anxiety by

providing reliability, psychological consistency and a sense of unconditional acceptance. All

of which can enable someone to enter transitional spaces – as in art, higher education and

or a relationship with a guidance worker – to take risks with their story and identity. For

others, staying on the edge can be a defence against the risks involved. There can be

safety in the margins.

Risk taking, and becoming more of an agent in composing a career, in the sense developed

in this paper, is no individualistic affair, but fundamentally inter-subjective. In this reading,

we exist and subjectively develop in shared spaces of affective intercourse, in which there

is a fundamental overlapping of one and another. Contemporary psychoanalysis, especially

feminist object relations theory, takes as its prime focus the changing, multi-faceted and

highly contingent subject in the process of becoming, which partly explains its appeal to

some educators. In this reading, human beings do not exist in relation to each other as

mere physical bodies, positioned according to distance relationships while identities are far

more than positioning in text. We exist and develop, rather, in a shared space of affective

intercourse in which there is a fundamental overlapping of one and another. The infant, for

instance, can be seen to exist in the gestures and meaning of others. Communication, and

learning, cannot be reduced to participants in isolation (Diamond 1998). As with the infant,

the adult, especially at times of vulnerability, loss and change, can feel frightened, and

anxious. If the shared space of affective intercourse in which we are situated, however –

our relationships with others, including those in educational settings – provides some secu-

rity, a sense of basic acceptance to enable us to acknowledge our vulnerabilities, as well as

some challenge, then we can begin to learn, play and tell new stories, in emotionally more

open, experientially inclusive, and critically diverse ways.

Psyche, in feminist object relations terms, can usefully be considered as consisting of a

cast of characters, of people and interactions in the social world, which become part of

inner life. Some people may injure and constrain us; others inspire and give us a sense of

legitimacy and existential hope. The external drama is internalised, in childhood and through-

out a life. But casts of characters can change as new people enter the social stage. Such

significant others – ‘good objects’ in the language of object relations – mirror new bio-

graphical learning possibilities for us. The feminist movement provides a telling case in

point as many women have found, in and through the support of others, the psychological

resilience to rewrite the story of their lives. New people become part of our inner drama,

pushing us, potentially, towards greater agency, and a fuller and critical engagement with
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our existence. Biographical narratives, like those above, are often saturated with material

about significant others and the importance of supportive yet challenging relationships in

‘life-spacing’ and managing biographical discontinuities. Feminist object relations theory

provides a language to explain how the intersubjective may be translated into more vi-

brant, intrasubjective life, providing the energy, and will, to challenge the stories that bind.

S t o r i e s ,  r e l a t i o n s h i p s  a n d  l e a r n i n g
The role of story in adult learning is clearly central. Jeremy Holmes (1996) has written that

‘autobiographical competence’ – the capacity and confidence to compose one’s own story

- is central to emotional health, including finding meaning in a life. The word ‘narrative’,

Holmes notes, derives from gnathos or knowing. Narrative, he suggests, ‘turns experience

into a story which can be temporal, coherent and has meaning’. It creates, potentially at

least, links between past, present and future. Raw material is translated into symbolic form,

which allows a person some detachment from what may be painful raw experience. The

recognition of the role of narrative in mental health has of course a long history. Freud, as

noted, argued the therapeutic power of story and the importance of a narrative truth in

‘the talking cure’. But creating a more eclectic and experientially authentic story – whether

through art or feminism - is also, I suggest, at the core of profounder forms of adult

learning, in the broadest sense. Stories can be seen as vehicles for experiments in self

composure: the more a story convinces others, whether teachers or researchers, the more

it may constitute a new, emerging reality of self.

Narrative structures, in this perspective, may themselves organise and give meaning to

experience rather than being simply reflective of it. At a first interview, in the early stages

of an Access programme, for instance, a student, like Brenda, may offer an account that is

deferential, even self-demeaning, with significant details omitted in the desire to impress

others or because they are considered inconsequential. By the end of four years of study,

a more distinct voice and inclusive story may be articulated. Developing a story is essential

to building and sustaining a biography and to making choices at key moments of transition,

if we can find people willing and able to listen.

T h e  c h a l l e n g e  o f  a u t o / b i o g r a p h i c a l  p e r s p e c t i v e s
Auto/biographical research of the kind described in this paper provides enriched and nuanced

insights into what encourages and enables people to learn, lifewide as well as lifelong. It

offers access to the struggles, we all share, with the constraints and possibilities of social

circumstances; of our unique yet interconnected biographies; and of the vulnerability but

also the robustness of the human psyche and our capacity to learn from experience, how-
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ever painful (Hollway and Jefferson, 2000). Such research provides glimpses into the pre-

conditions for agency, lifewide as well as lifelong. At the core of such transformational

processes lie the relationships in which we are embedded and the extent to which these

bring legitimacy and challenge, or their opposites; and the availability of suitable transi-

tional spaces – an adult learning group or the community arts – in which we are encour-

aged to take risks, to play, dream and imagine. And then there is the quality of the story we

tell to others and ourselves: whether the story is becoming more open, experimental and

experientially inclusive, or lifeless, detached from experience, repeating, maybe, what pow-

erful and demeaning others may say about us. Brenda, Gina and Shazir were telling new

stories, in more life enhancing ways: a process fundamental to adult learning.
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A b s t r a c t
In contrast to children’s learning, which is fundamentally uncensored and confident, the

most significant feature of adults’ learning is that it is selective. To be an adult both legally

and psychologically means that one is expected and able to take responsibility for one’s

own behaviour. This is at the core of our celebrated concepts of freedom and democracy,

and also applies to adults’ learning: Adults learn what they want to learn and what is mean-

ingful for them to learn, in their learning, adults draw on the resources they have, they

take as much responsibility for their learning as they want to take (if they are allowed to),

and they tend to avoid, reject, reduce or distort any learning in which they see no meaning

or interest. Therefore effective and meaningful adult learning presupposes that learners

have accepted the learning tasks in question. Pressing or forcing adults into learning courses

against their interests or conviction is a waste of public and personal resources, whereas

respectfully guiding adults into subjectively meaningful learning is at the core of the con-

cept of lifelong learning. This issue will be illustrated by experiences from a three-year

research project in the popular Danish adult education systems.

WHAT IS SIGNIFICANT FOR ADULTS’
LEARNING?
Knud Illeris
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I n t r o d u c t i o n
The last decade has seen lifelong learning become a key issue in international education

policy. The concept basically involves the simple message that learning can and should be a

lifelong occupation. This poses the fundamental question of whether the processes of

learning are the same irrespective of age.

In my book, The Three Dimensions of Learning (Illeris 2002), I endeavour to develop a com-

prehensive and contemporary understanding of learning by examining a large number of

relevant existing and acknowledged learning theories and approaches – American, British,

Continental European, Nordic and Russian – trying to draw from each the really significant

elements and to merge all these into an overall pattern.

On this basis, I take up the issue of learning and life age by attempting to show the essential

characteristics of learning in each of the four main life ages: childhood, youth, adulthood

and mature adulthood. Of course, these descriptions cannot be derived from theory alone.

On the contrary, they must simultaneously be solidly grounded in practical studies. An-

other source of this paper is, in accordance with this, my studies and developmental work

in various contexts of adult education, including a recent three-year project dealing with

adult education as experienced by low skilled and unemployed learners (Illeris 2003, 2004).

C a p t u r i n g  t h e  w o r l d
In order to see what is characteristic of adult learning, I shall start by pointing out some

basic features of children’s learning:

In general, learning in childhood could be described as a continuous campaign to capture

the world. The child is born into an unknown world and learning is about acquiring this world

and learning to deal with it.

When viewed in relation to later phases of life, two learning-related features are promi-

nent, especially for the small child. In the first place, children’s learning is comprehensive

and uncensored. The child learns everything within its grasp, throws itself into everything,

and is limited only by its biological development and the nature of its surroundings. Second,

the child places utter confidence in the adults around it. It has only those adults and the

ways in which they behave to refer to, without any possibility of evaluating or choosing

what it is presented with. It must, for example, learn the language these adults speak and

practise the culture they practise.

Throughout childhood, the child’s capturing of its surroundings is fundamentally uncen-

sored and trusting as it endeavours, in an unlimited and indiscriminate way, to make use of

the opportunities that present themselves. Of course, late modern society has led to growing

complexity and even confusion of this situation as older children receive a lot of impres-
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sions from their pals and especially from the mass media, which go far beyond the borders

of their own environment. But still the open and confident approach must be recognised

as the starting point.

Ad u l t s ’  l e a r n i n g  i n  m o d e r n  s o c i e t y
In contrast to children, adults are capable of directing and taking responsibility for their

behaviour, actions and opinions and, thus, also for their learning. This definition is, at any

rate, at the core of society’s definition of adulthood. One formally attains adulthood on

reaching the age of 18, and it is at this point that we all claim the right to make our own

decisions and take on responsibility for our own lives and actions. This is fundamental to

what we regard as freedom and democracy.

In this connection, it is worth noting that learning is basically a desire-based function. It is a

part of our species’ potential that we can learn far more, and much more complex mat-

ters, than all other creatures, and this learning potential is the strongest and most crucial

element in the species’ struggle for survival. Like all other innate potentials for the survival

of individuals and species, it is grounded in desire. This can be seen most clearly during the

first years of life when the child acquires a number of basic skills and concepts, but it also

applies to adults.

It is, however, also a fact that, over time, everyone acquires experiences of learning which

are difficult and unpleasant, for example, when one learns about the limits to one’s fulfil-

ment, or, more generally, when one is obliged to follow a course of learning which, for

whatever reason, one has not chosen. This, naturally, becomes inevitable as soon as a social

formation is involved. A balance must, therefore, be found between individual interests

and common considerations. Modern, complex society involves a huge amount of learning

that, to a greater or lesser extent, is determined by others.

I n s t i t u t i o n a l i s e d  l e a r n i n g
In practice, in our society, schools have developed as the institutions where all of us have to

learn a lot of stuff that we have not chosen ourselves. Therefore, adults’ attitudes to

schools and education are generally very ambivalent. On the one side, we know very well

that learning can be useful and rewarding and even joyful in many ways. On the other side,

institutional learning is often demanding, usually directed by others, and sometimes boring

and tiresome.

Traditionally, adult education has been voluntary, and it has therefore also been the normal

situation that the adults themselves have chosen the course in question. It might, there-

fore, be expected that the adults would themselves take responsibility for the learning

provided by the course. However, two conditions complicate this.
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Firstly, some ordinary conceptions and experiences of education often intrude. Even though

the institutions, the teachers and the students might say otherwise, everyone in the edu-

cation situation obstinately expects that the responsibility will lie with the teacher. This is

what we all have experienced at school, and unconsciously we take this picture with us into

adult education.

Secondly, many participants in adult education today are not there of their own volition,

but because they are forced to be there, directly by authorities or employers, or indirectly

because they have to learn and qualify themselves if they are to avoid the marginalised

situation of the unemployed.

These complications lie behind a very complex and paradoxical situation that can be ob-

served in most adult education courses today. On the one hand, the adult participants

behave like pupils, taking no responsibility and waiting for the teacher to direct the course

and tell them what to do. On the other hand, they have a very hard time accepting the lack

of authority that the traditional role of pupil entails. As adults, they are used to directing

their own behaviour and deciding for themselves.

Thus, when adults enter an institutionalised education programme, there is a distinct ten-

dency for them to slip into the well-known pupil role where control and responsibility are

left up to the teacher. This is the least demanding role to adopt, and often the teacher is

also inclined to take on, and even insist upon, the traditional, controlling teacher role. It is

only in the very few cases when the participants are brought to realise that they can take

responsibility and use the teacher to support their own learning that the picture alters.

D e f e n c e  a g a i n s t  l e a r n i n g
In addition to this, in our complicated modern society the amount one can learn far out-

strips what any person can manage, and this applies not only to the content of learning but

also to the options for attitudes, modes of understanding, communication possibilities,

patterns of action, lifestyle and so on. Selection becomes a necessity, and, in principle,

adults would like to carry out and take responsibility for this selection themselves.

Thus, adults’ basic desire to learn and their wish to direct and take responsibility for their

own learning are strongly modified, first by the impact of their school experiences, and

second by the inevitable selection which is necessarily developed into the kind of semi-

automatic defence system which has been described as “everyday consciousness”.

The way this works is that one develops some general pre-understandings within certain

thematic areas. When one meets with influences within such an area, these pre-

understandings are activated so that if elements in the influences do not correspond to

the pre-understandings, they are either rejected or distorted to make them agree. In both
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cases, the result is not new learning but, on the contrary, the cementing of already existing

understanding.

This is why adults are rather sceptical and often reluctant vis-à-vis everything that others

want them to learn and which they themselves do not feel an urge to learn. Consciously or

unconsciously, they want to decide for themselves. But, at the same time, it is easier to

leave the decisions to others, to see what happens, and retain the right to protest, resist

or drop out if one is not satisfied. In sum, the attitude is thus very often ambiguous and

contradictory.

C h a r a c t e r i s t i c s  o f  a d u l t  l e a r n i n g
To sum up, the fundamental characteristics of adult learning seem to be that:

- adults learn what they want to learn and what is meaningful for them to learn

- adults draw on the resources they already have in their learning

- adults take as much responsibility for their learning as they want to take (if they are

allowed to)

- and adults are not very inclined to learn something they are not interested in, or of

which they cannot see the meaning or importance. At any rate, typically, they only learn

it partially, in a distorted way or with a lack of motivation that makes what is learned

extremely vulnerable to oblivion and difficult to apply in situations not subjectively re-

lated to the learning context.

L i f e  p r o j e c t s  a n d  i d e n t i t y
Thus, adults undertake a very stringent process of selection in connection with their learn-

ing and the premises for this selection are to be found in their experience and interests.

This can be a matter of very superficial, short-term interests, something that challenges

their curiosity, or which is topical and perhaps provocative. But, more fundamentally, adults

usually have some life projects that are relatively stable and long-term, for example, a

family project that concerns creating and being part of a family, a work project that con-

cerns a personally and financially satisfying job, perhaps a leisure-time project concerning

a hobby, a life project to do with fulfilment, or a conviction project that may be religious or

political in nature.

These life projects are embedded in the life history, present situation and possible future

perspectives of the individual and are closely related to what we call identity. It is on this

basis that we design our defences so that we usually let what is important for our projects

come through and reject the rest. It is also on this basis that, as the central core of our

defences, we develop defence mechanisms to counter influences that could threaten the

experience of who we are and would like to be.
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These matters typically comprise the fundamental premises for school-based adult educa-

tion seen from the perspective of the participants. They make the participants’ initial mo-

tivation quite crucial, that is the way in which they regard the study programme or course

in question in relation to their life projects.

In some cases, adult education can lead to extensive, enriching development for the par-

ticipants if they arrive with positive motivation and the study programmes live up to or

exceed their expectations. But our studies in the broad Danish adult education programmes

showed that a quite considerable proportion of the participants only become positively

engaged in adult education if they meet a challenge that ‘turns them on’ at the beginning

or along the way. In most cases in current adult education, the situation is that the partici-

pants only engage themselves superficially and do not learn very much, leading to the

waste of a great number of human and financial resources.

What we all must realise is that the adult’s way of learning is very different from the child’s

and that adult education must, therefore, be based on fundamentally different premises.

The basic requirement is that the adult must take, and must be allowed to take, responsibil-

ity for his or her own learning. It is decisive that education programmes and teaching prac-

tice respect, support and even demand this. We all have a great deal to learn in order to

fully understand these fundamental conditions of adult learning.

R e s p o n s i b i l i t y  f o r  ow n  l e a r n i n g
As described, the most fundamental difference between children’s learning and adults’

learning is thus related to how the learning is controlled. In recent years, this matter has,

however, been much debated from a somewhat different angle, i.e. the debate on “respon-

sibility for own learning”. In Scandinavia, this debate has especially been directed at youth

education programmes, the background for this being that young people have not been as

willing to learn ”what they have to learn” as was previously the case, if they have not been

able to see or accept the intention behind it. In so doing, the young people have actually, in

their own way, to an increasing extent assumed responsibility for their own learning, or, at

any rate, their own non-learning. The underlying opinion of many debaters has, however,

been that young people should themselves assume responsibility for learning what some-

body else has decided.

For adults, the problem is somewhat different. As a point of departure, adults clearly want

to decide what they want to learn and do not want to learn. The very nature of adulthood

requires involves, both legally and psychologically, that the individual assumes responsibil-

ity for him/her self, his/her actions and opinions. This is the general situation of learning in

everyday life, and thus adult learning is by nature self-directed – and, strictly speaking, the
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issue of self-direction as discussed by Malcolm Knowles (1973, 1975) and many others can

never be a discussion about learning but only about education and organisation.

But when adults then enter into institutionalised learning situations, a kind of regression

often takes place: they easily slip back into the pattern they know so well from their

schooldays. They leave responsibility in the hands of the teacher, and the teacher is also

almost always willing to assume responsibility, and even parts with it only reluctantly (cf.

Illeris 1998). In this way, there is a reversion to childhood, leading to a highly ambivalent

situation in which the adult participants both want to and do not want to decide for them-

selves.

Most adults, except perhaps the youngest, appear somehow to have acquired the percep-

tion that institutionalised learning is something that belongs to childhood and youth. When,

as adults, people participate in courses and training programmes, they typically use the

phrase ”going back to school”, and this phrase typically reflects the feeling of reversion to

childhood, disempowerment and perhaps even humiliation that lies just below the surface

of many people who have not made a clear individual choice to be in the learning situation.

As Australian David Boud has documented (Boud 2003), adults in general do not like to be

labelled as learners, not to say pupils. Because then it is precisely the case that others

decide what the individual is to do, that the individual is stripped of the authority of an

adult, and that the individual is not good enough as he or she is, because then obviously the

whole thing would not have been necessary. This sentiment has deep roots, it necessarily

has an impact on the learning, and teachers often tend to suppress the fact that it is so.

Therefore we often hear in adult education programmes the phrase: “We are adults, aren’t

we?”, spoken as a sort of mantra in situations where the similarity with the submission of

childhood learning becomes a little too insistent.

There is, however, no doubt that the learning progresses best when adults themselves

accept decisive responsibility. But this presupposes that the framework of the education

programme provides opportunities for such responsibility, i.e. that not too much has been

decided and determined in advance, that the teacher consciously provides space for it, and

that the content of the programme makes it fundamentally possible for adult participants

to learn something which they themselves think is important and meaningful.

Thus, the question of whether the intended learning is or may be subjectively meaningful

becomes entirely decisive for adult education programmes, and the answer lies in the par-

ticipants’ situation in life, their backgrounds and their interests. The educational signifi-

cance is that the learning that adults derive from a programme of education to a very high

degree, and a much higher degree than for children, depends on the conscious and sub-

conscious motivation they bring to the programme, and how the motivation is met. This
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motivation is, naturally, not beyond the reach of influence, but outside influence, whether

it assumes the form of conversation, guidance, persuasion, pressure or compulsion, will

always be received in the light of the individual’s own experience and perspectives. If they

are to change the possibilities for learning, the influences must be convincing on this basis,

i.e. the adults must accept them psychologically, and must be brought to see the meaning

with the education programme in question for themselves and their situation.

L e a r n i n g  s t r a t e g i e s
Precisely this paradox may also both generally and in relation to the concrete and current

situation in adult education be understood as the background for the observation that

adults in a learning context typically more or less consciously practise a number of strate-

gies for their learning. It must be understood as a kind of behaviour that aims to balance

both their own ambivalence and the contradictory situation in which they find themselves.

In our research we have, among other things, taken part in attempts to discover and un-

derstand a number of these strategies as they find expression in the everyday life of edu-

cation (Illeris 2003). We found that the strategies unfold at two levels.

First, at what might be called an intermediate level, because it is not concerned with the

most general matters pertaining to the act of learning as part of the course of one’s life,

and on the other hand it is not concerned with individual concrete situations either, but

with how one might handle the relationship between the way in which the learning course

functions and one’s own relationship to the course.

Second, at a more concrete level, it is concerned with the ability to live with the daily small

and large manifestations of the tendency towards outside control and disempowerment

which, as described, lies latent in the adult education programmes in all the cases where

the adult participant has not undertaken the education programme fully driven by her or

his own wish and interest. It is especially characteristic at this concrete level that the indi-

vidual participant does not apply merely one strategy, but in the course of the day applies

several different strategies and assumes many different positions.

At the first level, one may in certain cases meet participants with ”pure” positive or nega-

tive strategies, either concerned with making the most of it at all times or having aban-

doned all pretence and just not caring at all. Such attitudes are very rare and probably

require a degree of clarity that the complicated conditions do not exactly promote. There

were, on the other hand, other strategies that we found widely common.

The most positive of these strategies focuses on the effort of the individual participant to

find out which elements of the course might be subjectively useful or personally satisfying

to acquire, to concentrate on this, and more or less ignore the rest. The elements that are
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selected are then typically practical skills and knowledge which for the individual might be

perceived as useful in everyday life, in working life or with a view to gaining employment.

This may, for instance, typically be practical craftsmanship techniques and skills, knowl-

edge and skills within information technology or the acquisition of foreign languages. How-

ever, there may also be commitment of a more experiential or enlightening character, e.g.

within film, theatre or literature.

The other widespread strategy at this level is seen in the more instrumentally orientated

individual, who aims to complete the course as easily as possible, i.e. to figure out what is

formally and informally acceptable and then just meet the lowest performance require-

ments permissible while avoiding trouble. If, for instance, a certain attendance rate is re-

quired, e.g. for obtaining formal recognition of participation, the person will make sure to

meet the requirement and no more, and generally take part in no more of the activities

than what is required to manage, academically and mentally.

At the more concrete level a multitude of more socially orientated strategies flourish,

which are often perceived by the teacher as annoying and deviating in relation to the

planned programme. This may e.g. be the use of humour and irony, which may provide an

outlet for frustrations, insecurity and an experience of inadequacy, and which at the same

time may break the monotony, make the situation more tolerable, and which it is difficult

for others to relate to in a negative way. It may also be that a person ceaselessly complains,

not so seriously that real action must be taken, but perhaps more to while away the time,

maintain some sort of self-respect, and challenge ”the system” a little bit. A third possibility

may be ”dynamisation”, i.e. throwing oneself into certain elements or activities in the edu-

cation programme and devoting enormous energy and attention to them in order at least

to feel alive and active, more than in order actually to acquire the skills or knowledge. It

may also be the perfectionist strategy to pursue certain parts or elements of the pro-

gramme down to the smallest detail, so the person may achieve a sense of mastery and

competence, without it being in any way particularly important or relevant.

As regards learning, the strategies will figure as a defence against the developments and

changes which the programmes aim to achieve but which the participants find it difficult

to accept.

Therefore they also appear as hindrances for the intended learning, but rarely as the more

focused resistance that may possibly promote alternative fruitful learning. Generally, the

strategies must therefore be considered signs that there is something inappropriate in the

situation, most often an underlying clash or incongruity which ultimately is concerned with

matters that the participants have not accepted and perhaps cannot accept, and to which

the teacher or the institution are only able to respond in a more or less superficial way,

because they are rooted in a more fundamental societal and political conflict.
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W i s d o m
In this connection, quite a few psychologists and philosophers have referred to the popular

concept of wisdom, which is usually ascribed to a chosen few older people. There is cer-

tainly no agreement as to what the specific characteristics or criteria of such wisdom are,

but it seems in general to be related to life experience and often also to an ability to accept

ambiguity and see issues and problems from various perspectives. Sharan Merriam & Rose-

mary Cafarella conclude an examination of several writings on wisdom with the following

statement:

“Although it has been discussed over the ages by the great philosophers and theologians,

this area of study has received little attention in the literature on cognitive development

and learning in general. […] Despite the different perspectives from which wisdom is viewed,

scholars seem to agree that wisdom involves special types of experience-based knowledge

and is characterized by the ability to move away from absolute truth, to be reflective, and

to make sound judgements related to everyday life.” (Merriam & Cafarella 1999, p. 167).
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HUMAN LEARNING AS EXISTENTIAL:
BEHAVIOURISM REVISITED
Peter Jarvis

A b s t r a c t
Over the past fifteen years I have been continually modifying my model of the learning

processes, as further research has built upon my original empirical research – first pub-

lished in Adult Learning in the Social Context in 1987. At that time I implicitly recognised the

existential nature of learning but was too orientated to a more sociological understanding

in contrast to the prevailing psychological theories of learning. Now I recognise that learn-

ing is an existential phenomenon, and in this presentation I want to demonstrate that some

of the major theories of learning (behaviourist, cognitive, social and experiential) all em-

phasise different aspects of our existential being. In addition, I want to argue that the

instrumentalism underlying much policy about learning fails to recognise that the instru-

mentality of learning is ultimately existential. Hence learning throughout the whole of life

is basically about being and becoming who we are.
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I n t r o d u c t i o n
As our understanding about human learning is increasing, and the theories of learning have

passed through a number of stages - behavioural, cognitive, social, experiential to existen-

tial (Jarvis, 1992), we have often failed to revisit the previous stages. We do need to do this

in order to see their strengths and weakness, to re-interpret them and to integrate them

into present thinking. This has certainly been true in the education of adults which is essen-

tially a practice-driven study, more concerned about the present than the past. If, as I

maintain, learning is both complex and existential then we should be able to revisit past

theories, re-interpret them and see how they fit into our present understanding of learn-

ing. The aim of this paper, therefore, is to do precisely this with behaviourism, and to show

that when fully analysed it might be seen to be part of an existentialist understanding of

learning. The paper has two parts: in the first a brief account of my own work in learning

theory and my own model of learning is discussed, highlighting one or two relevant aspects

for the succeeding discussion. In the second, behaviourism is re-examined and re-inter-

preted and shows that it might be understood in the light of today’s understanding had it

been inadequately theorised. Indeed, the false pre-suppositions of quantitative research

when applied to research into people made the interpretation both inadequate and inevita-

ble. Finally, there will be a concluding discussion.

A n  E x i s t e n t i a l  M o d e l  o f  H u m a n  L e a r n i n g
My research into human learning began in the mid-1980s when I conducted empirical work

into the way that some 200 adults learned. That research was fully reported at the time,

and the book also included a model of human learning (Jarvis, 1987). I recognised then that

the model was over-simple and I have subsequently returned to it a number of times as I

have endeavoured to understand learning better and the model produced below is a much

later edition. I have also changed my definition of learning on a number of occasions in

order to make it fit with my current thinking. I would now define it as a combination of

processes whereby whole persons transform episodic experiences into cognitive, physical

and affective outcomes and integrate them into their biography.

Clearly this is a complex model which would take more space to discuss in detail than I have

here (see Jarvis, Holford and Griffin, 2003), but there are a number of things that I want to

raise since they are pertinent to this discussion. First of all, it is whole persons who enter

situations and construct their own experience. But the whole person is a problematic con-

cept. Traditionally, in the West, the person has consisted of body, mind and soul but the

definition, and even the existence, of the soul has been open to considerable scrutiny.

More recently, some thinkers have related the soul to the self (see Crabbe, 1999) and
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others relate both to the idea of identity. However, the terms soul, self and identity may all

be said in some way to be constituent elements of mind. In the very least, therefore, the

person consists of body and mind, although these are not separate and distinct entities, as

Ryle (1949) so forcefully argued many years ago and as neurological research has more

recently verified (Greenfield, 1999). Mind, as this research indicates, is a construct illustrat-

ing the cognitive content of the neurological activities that brain research has demon-

strated. Mind, as such, does not exist but the brain does. Mind, in some way transcends

brain and enables us to know ourselves as persons, in relation to the external world. Body

and mind are at least an internal dualism in relation to the external world, as Marton and

Booth (1997, p.122) have suggested. Now the whole person who enters social situation and

has experiences (Box 1) consists of body (genetic, physical, and so on), mind (knowledge,

attitudes, beliefs, values and the emotions). In a sense, I want to hold the emotions as

separate since they are not necessarily experienced verbally, although they might be ex-

plained in words. Nevertheless, persons bring their memories of their life histories into the

social situation and this affects their consciousness of their environment.

The second point to mention is the social situation (box 2). People can never be free of a

situation and whatever it is, individuals are to some degree or other usually conscious of it

Figure 1: A Model of the Processes of Learning

2 Social
Situation

1 Person/
Biography/
Experience

4 Person
Unchanged

3 An Episodic
Experience

5 Practice 7 Memorise

9 Evaluation

10 Person Changed
and More
Experienced8 Thought/

Reflection

6 Experiment
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during their waking life, although that level of consciousness is not always constant. Never-

theless, this awareness means that people are recipients of the social pressures of the

situation and when persons are in situations, they construct specific, or episodic, experi-

ences (box 3). Our perceptions of the situation are not like cameras recording everything

equally, and so our experiences are actually individual constructs. This is certainly not the

place to discuss the concept of experience since Oakeshott (1933, p.9) suggested that it is

one of the most difficult words in the philosophical vocabulary, and one that Valberg (1992)

called a puzzle. It is whole people’s constructed experience (box 1) that is transformed and

there are many ways in which this can occur, depicted as the number of routes from box 3

to box 10. These are the learning processes which I will only summarise: whole persons

learn by doing (boxes 3→5→9→7→10); by thinking (boxes 3→8→9→7→10); by memoris-

ing (boxes 3→7→10). Whole people (knowledge, skills, attitudes, beliefs, values, emotions

and the senses) can learn through any combination of the processes either simultaneously

or sequentially and each of the constituent elements may be affected differently in each

learning experience. Or, individuals may not learn at all (boxes 3→4) and so the person is

not changed. However, as a result of learning, the person grows and develops (box 10), so

that learning is one of the driving forces of personal development – the other being the

biological development of the body. This growth and development of the person continues

throughout the life span through continued learning. Consequentially, it will be noted that

from boxes 4 and 10 there are two arrows – one to depict the fact that time does not stop

and that life proceeds; the other returns to box 1, indicating that the learning process is

continuous.

Learning, therefore, must be understood as an existential process in which the person is

always becoming, continuing to learn and develop, and the process is never complete dur-

ing being, the whole of the life span.

This is a very brief summary of my own work on learning as an existential phenomenon,

which will suffice in order to illustrate the argument of this paper.

B e h a v i o u r a l  T h e o r i e s  o f  L e a r n i n g  R e v i s i t e d
There have been many behavioural theorists of learning – from Pavlov to Skinner – and

two major theories, classical and operant conditioning. In this section these two theories

will first be described and then re-analysed under four sub-headings – stimulus, response,

research methodology and definition of learning.

All the theories of learning are what psychologists describe as stimulus-response (S-R) theo-

ries and they all argue that scientific research must ultimately be translatable into some-

thing that can be observed – and usually measured. In this sense they are positivist and
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quantitative. According to Borger and Seaborne (1966, p.68) Clarke Hull (1943, 1952) was

the most influential psychologist of S-R theorists. Pavlov and Skinner, however, are prob-

ably better known. Fundamentally there are two types of theory: classical and operant. The

former consists of a neutral stimulant – in Pavlov’s dog’s case, it was the sound of the bell

and unconditioned stimulus which was food on which the dog was fed. The dog salivated in

response to the food (response) and if the bell sounded (neutral stimulus) just before the

food was given (conditioned stimulus) the dog still salivated. If this procedure is repeated a

number of times and then the bell is sounded without the meat being given, the dog still

salivates (a conditioned response). In other words, the dog has been conditioned to associ-

ate the sound of the bell with the food. Considerable research has been conducted on

classical conditioning since Pavlov’s initial work and it has been replicated with other ani-

mals and with human beings, so that we can see that during this process some form of

learning occurs.

Operant conditioning is slightly different – in this case, Skinner was concerned about pro-

ducing desired behaviour and his work consisted of rewarding the correct response, imme-

diately after its occurrence. Unlike in Pavlov’s research, the response is voluntarily emitted

by the subject, but only when it is the desired response is it one rewarded. The reward

must follow immediately after the desired response, and it has been found that the sub-

ject learns to repeat the desired response voluntarily for as long as it is appropriately

rewarded. Significantly in this case, the reward can be other-administered or self-adminis-

tered: if it is other administered, then it is a technique of control; if it is self-administered

then it might be either a matter of pleasure or even superstition. In a sense, however, the

response precedes the reward, but this is the stimulus for subsequent behaviour.

In both forms there is an element of control – in the former the experimenter controls to

provision of the stimulus and in the latter the experimenter may control the rewards (stimuli

for subsequent behaviour). They are both theories of conditioning. In the latter, the reward

(stimulus) is generally referred to as a re-inforcer and the approach is regarded as instru-

mental. But Skinner (1972) not only recognised it as such, he regarded his work as a ‘tech-

nology of behaviour’.

Borger and Seaborne (1966, p.14) suggest that from this perspective, learning is ‘any more

or less permanent change in behaviour which is the result of experience’. That both forms

of conditioning achieve the desired results is not disputed here, but what it disputed is that

all learning can be reduced to behaviourism. Indeed, it is recognised that operant condition-

ing especially is a common phenomenon and sometimes a useful therapy in contemporary

society. Consequently, our problem is not one of validity, it is one of explanation and analy-

sis, and there are at least four areas that demand further discussion: the nature of stimu-

lus, of reward, of method and of definition.
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Stimulus and Reinforcement: In Pavlov’s experiments the food was not given to the dog in

total isolation, the experimenter was also present, and even if there had been total isola-

tion, that isolation itself is a social situation providing a stimulus other than the food. In

addition, the dog did not have all its past memories removed from its mind, so that there

was an input, however small, from the dog’s mind. While these may not be very pertinent

to dogs, they are much more so when human beings are the subjects when both their

social situations and their life histories provide additional stimuli, and so we can conclude

that in classical conditioning there is actually never only one stimulus. This has been recog-

nised and called sensory pre-conditioning (Ormrod, 1995, pp. 37-8) in which another neu-

tral stimulus might also be affecting the outcome. This can also account for phobias, and

so on, since other stimuli might have been learned without being recognised - these are

what I have called pre-conscious learning in my own work. Consequently, the subjects’ life

history and the social situation in which the stimuli occur may also be provide additional

stimuli by which the intended stimulus is construed and the experience from which the

learning occurs transformed.

In operant conditioning, the subjects are freer but they are still people having life histories

and are in social situations. Both of these might impinge upon their reasons for acting in

the manner that they choose and so it might be over-simple to argue that one form of

behaviour, even if it the desired one, has no other cause than the reward given. It could be

argued that if there are other factors in the life history that are affecting the outcome,

but it could be argued that this is still a form of operant conditioning since the reinforcer

is still operating and has become part of the life history. Unless those other conditions are

isolated, however, it is impossible to theorise adequately about the nature of reinforce-

ment. Additionally, it might be argued that individuals sometimes act in the way desired by

the provider of the reinforcement because of the power or influence being exercised by

the giver of the reinforcement. This would not worry Skinner since he recognised that

conditioning is technique of control. Indeed, the control route in the above diagram is

learning by memorising (boxes 3→7→10).

We can see, therefore, that stimuli or reinforcements occur in many of these instances

that may not be isolated from their environments; people construct their own experiences

from the stimuli that they receive from their wider social situation. The stimulant provided

by the experimenter is only one of contributory factors in the way that individuals con-

struct their experiences, even if it is a major one. Consequently, the concept of stimulus

has been insufficiently analysed and it is necessary to look at the interaction between

boxes 1, 2 and 3 in the above diagram to understand the nature of the stimulation.

Response: Naturally the response has traditionally been seen in behavioural terms, but Ryle

(1963) convincingly argued that it is false to separate behaviour from the accompanying
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cognitive dimension. He showed that thought always accompanies action. If he is right,

then the response to every responses contains a cognitive outcome as well as the ob-

served response. In addition to the cognitive response, there might well have been attitudinal,

values and emotional change and so on, and these cannot always be seen or measured.

Indeed, amongst the highest forms of learning Greek thinkers placed contemplation, pure

thought, and this may have had no behavioural input nor behavioural change as an output,

so that behaviourism cannot account for contemplation. Fundamentally, it is the whole

person that changes as the outcome of the learning (box 10) and this affects future learn-

ing experiences (box 1).

Methodological: Skinner’s approach has been described as the ‘psychology of the empty

organism’ (Borger and Seaborne, 1996, p. 77) which incorporates a methodological prob-

lem since the emphasis of the approach is based on behaviour, the thought processes were

neither considered nor examined. But we are all aware that we think and so an important

variable was omitted from the process. It might be argued that thought was not an impor-

tant variable because we usually conform to what is expected of us. Nevertheless, we do

have a sense that we are free to make another choice, even if we do not so. In addition, as

Ryle pointed out, thought and action are one in many instances rather than cause and

effect.

Even if the organism were empty, the observed behaviour still needs explanation sol that

we cannot agree with Skinner (Borger and Seaborne 1966, p.78) that his approach is only

technique. Data always need interpretation since facts have no intrinsic meaning. Underly-

ing his work is a philosophy, one that led him to interpret his data in the way that he did.

Consequently, we can see that the methods employed in his research suspect, so that we

can also doubt the validity of the stated explanations for what he did, but this is not to

doubt the data, that is the results of the conditioning process.

Definition: The behavioural definition of learning is ‘a relatively permanent change in be-

haviour as a result of experience’. However, this definition is open to a number of criticisms.

In the first instance we can see that learning is not the change in behaviour since this is the

process whereas the change in behaviour is a product of a previous process and the proc-

ess cannot be the product. This is not logically possible

Learning is also about transforming the experience (stimulus) rather than changing the

behaviour as I have suggested in the definition mentioned at the outset of this paper. The

change in behaviour is a result in the transformation of the experience. On at two counts,

the behaviourist definition of learning is illogical and so it should be rejected, although

behavioural learning is not rejected as we pointed out at the outset of this paper when we

noted that we can learn by doing (boxes 3→5→6→9→7→10), but following Ryle, how-
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ever, we have already cast doubt on the frequency that learning by doing actually occurs in

isolation from learning by thinking and memorising.

C o n c l u s i o n
From the foregoing discussion we can see that behaviourism has a number of flaws, which

means that the original explanations need further qualification. It is the whole person in a

social situation that constructs the experience from which learning takes place, and it is

the whole person who learns. The behaviourist explanation might be valid in some instances

within the context of the whole, but the weaknesses in methodology make it impossible to

prove and the definition is illogical and should be rejected. However, every element in the

behaviourist approach to learning can be incorporated into the existential model discussed

at the outset of this paper.

We may conclude, therefore, that the behavioural explanation offers one way to under-

standing some forms of learning but the weaknesses in its analysis means that its explana-

tions need further qualification and that it is better understood within a wider existential

framework.
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A b s t r a c t
The purpose of the paper is to explore the development of motivational psychology from

the mid 1970s until the end of 1990s. I chose this period because some research findings at

that time happened to change the focus of the future motivational research in many ways.

The seminal work on this area was Weiner’s, who changed the focus of motivational re-

search from needs and drives to cognition. In the paper an overview of several different

approaches to the concept of motivation is provided and a number of issues is presented

that indicate the trends in motivational research in the 1990s. They include the shifts: (1)

from exploring interpersonal differences to exploring intrapersonal differences in motiva-

tion; (2) from passive to active definition of an individual; (3) from a study of isolated, de-

contextualized individuals, processes etc. to a study within a real-life social and cultural

contexts; (4) from conceptions of cognitive, motivational or social aspects of learning in

isolation from one another to multidimensional understanding of learning; (5) from mostly

cognitive theories to theories that include emotions as an integral part of motivational and

learning processes; (6) from predominantly self-report survey methods toward the inclu-

sion of qualitative methods. In the paper the significance of those developments for the

research in adult education is also stressed.

THE PAST AND THE FUTURE OF
MOTIVATIONAL RESEARCH: A REVIEW OF
THE LAST 20 YEARS
Marko Radovan
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I n t r o d u c t i o n
Human motivation is a topic of constant, if not increasing concern in the educational psy-

chology of youth and adult learning. Teachers, researchers and policy makers would like to

understand and predict factors that influence learner’s engagement in learning activities

and their continuous motivation for the future learning. The concept of motivation is,

according to Cropley (1980), defined as one of three indispensable components (character-

istics) of lifelong learning. According to Cropley (1980) successful lifelong learning includes:

“… the skills necessary for learning (…), the motivation to carry out such learning, the image

of one self as a learner, a positive attitude to learning, the ability to set goals and evaluate

the extent to which they have been achieved, a realistic appraisal of one’s own potential, a

constructively critical attitude to oneself….” (pp. 6-7).

The above definition assumes that if a person wants to be actively engaged in lifelong

learning he or she has to possess a certain readiness for learning that is described with

motivational and personal characteristics. But how can this “readiness” be fostered? In the

history of motivational research there can be found many answers to this question. The

opinions about the exact nature of motivation differ very much, but there is a general

agreement that motivation includes (inherent or social) needs that are transformed in

motives that direct our actions toward certain goals. The goal attainment consequently

reduces the manifested need. This is a simplified description of the motivational process,

but the means that can help to moderate and influence particular stages in motivation can

be very diverse and depend on our current knowledge about the concept.

The purpose of this paper is therefore to explore the development of motivational psy-

chology in the last two decades in which some crucial theoretical developments happened

that changed the focus of motivational research in many ways. Although the majority of

empirical studies that are presented in this article rest upon research in educational psy-

chology, I am convinced that they can largely contribute also to adult educators.

The review of the accessible research reports will show the following characteristic of

modern motivational research:

- Individual is defined as an active, information seeking organism.

- Cognitive, motivational or social aspects of learning are not studied in isolation from one

another, but multidimensional understanding of learning is stressed.

- Motivation viewed as situated, contextual and domain-specific.

- Central role of cognitions, and a tendency to include emotions as an integral part of

motivational and learning processes.

- Increasing application of qualitative methods.

Although it is hard to separately analyze these assumptions, I will try to explain the course

of events that caused those changes.
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M o t i v a t i o n  –  a n  e a r l y  v i e w
As noted by Sorrentine and Higgins (1986), most of the early research on motivation viewed

student learning as separated cognitive and motivational determinants, and motivational

theories were developed that distinguished between motivation and cognition. Rather then

studying the interaction between motivational and cognitive processes, the argument was

about which of the two was better at explaining the phenomenon of learning.

Weiner described motivation in this period by the following outline:

Person Behaviours

Motivation

Stimulus Cognitions (learning)

Figure 1: Classical motivational models (Weiner, 1974, pp. 97)

Figure 1 show a temporal sequence of events, where motivation is constructed from the

traits or states of the person and different environmental stimuli. The environmental stimu-

lus includes both the nature of the learning material and the incentives associated with

performance. These independent variables are believed to influence the motivation of the

learner. The degree of motivation in turn is related to different behaviours or cognitive

processes. The cognitive process of greatest concern in education research is of course

learning. The model presented in Figure 1 represents a guiding assumption about the mo-

tivation in that time: people are viewed as passive, their actions depend on their personal

characteristics, and incentives provided by the environment (Weiner, 1974). The approaches

that arise from this paradigm can be labelled as “motivate the learner”. Methods are sug-

gested to maintain the students’ attention or to arouse enthusiasm so that the presented

information is processed. Making the learning material relevant, meaningful, fun or inter-

esting characterizes typical attempts to alter the stimulus situation so that the student is

“motivated to learn”. Rather than varying the learning, the environmental context is ma-

nipulated to arouse motivation. For example, competitive environments are established to

promote excitement or co-operative groups are created to capitalize upon social motivations.

In addition a person-stimulus interaction often is recognized and it is proved that different

groups of individuals are motivated by different kinds of material or environments. Closely

related to this approach are investigations that examine the role of reinforcement or in-

centives on learning. Here the task of the researcher or practitioner has been to uncover
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the type and amount of external reinforcement that is most appropriate for a given popu-

lation. Use of praise versus monetary incentive, teacher versus peer approval, positive

(success) versus negative (failure) feedback, reward versus punishment and so on are typi-

cal experimental comparisons.

The seminal contribution to motivational research to come from the work of Bernard Weiner

who argued that those with high or low need for achievement (he was referring to Atkinson’s

achievement motive) can perceive success or failure differently. Weiner’s attempt to in-

sert attributions into the achievement motivation formula shifted motivational research

on to a new level, because suddenly the main concern became thoughts and meanings that

vary with context.

Cognitions                       Motivation                       Diferent consequences

Figure 2: Cognitive paradigm of motivation (Weiner, 1974, pp. 101)

In Figure 2 we can see that cognitions (e.g. expectations, goals, values etc.), influence mo-

tivational processes. Motivation, in turn, affects both thoughts and actions that are re-

lated to different domains of psychological functioning. This conception broke the “mecha-

nistic” view, and described a person as an active, information processing organism, seeking

to understand his or her world. The integration of motivation and cognition was facilitated

by the shift in motivational theories from traditional achievement motivation models to

the development of social cognitive models of motivation. According to Linnenbrink and

Pintrich (2002b), one of the most important assumptions of social-cognitive models is that

motivation is a dynamic, multifaceted phenomenon. This means that the individual is no

longer seen as “motivated” or “non-motivated”, and that motivation cannot be viewed in a

quantitative way that is characteristic of traditional models of motivation, but they stress

that students can be motivated in many ways and that the main issue is to investigate why

and how students are motivated to learn in different formal or non-formal settings. This is

especially true of adult learners: »To talk about persons not being motivated is to misunder-

stand the situation. They may not be motivated to learn what we want them to learn, but

all adults are motivated to learn their own learning in their own way.« (Rogers, 2002, pp. 95).

C o g n i t i o n s  a s  t h e  c e n t r a l  p o i n t  i n  c u r r e n t
m o d e l s  o f  m o t i v a t i o n
This assumption implies the notion that it is not just social demographic, cultural variables

and personality characteristics that influence individual’s motivation, but rather active regu-
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lation of motivation, thinking and behaviour that mediates the relationship between the

person and the environment. That is, students’ own thoughts about their motivation and

learning play a key role in mediating their engagement and achievement.

This line of study involved a variety of cognitive constructs that were introduced that may

facilitate or hinder the individual’s motivation. The four main groups of variables that are

currently present in motivational research are:

a. Self-efficacy beliefs

b. Causal attributions

c. Intrinsic motivation

d. Achievement goal theory

Self-efficacy beliefs.     Self-efficacy is one of the central motivational variables that influ-

ence student achievement. According to Deci (Deci & Ryan, 1985) people have an innate

need to feel competent over their environment. So it is not surprising that competence

beliefs are a central part of most current motivational theories that presume that mas-

tery over one’s environment is an important need of human agency. Self-efficacy con-

cerns beliefs about capabilities to do a task or activity and has been defined as individuals’

beliefs about their performance capabilities in a particular context or a specific task or

domain (Bandura, 1997). It is assumed that self-efficacy beliefs are situated and

contextualized, so they are more situation-specific than similar concepts like self-concept

or self-esteem. Although the role of self-efficacy has been studied in a variety of domains,

a number of educational psychologists have examined how self-efficacy relates to behav-

iour in elementary, secondary, tertiary and adult academic settings (e.g., Bandura, 1997;

Carré, 2000; Pintrich, 1999; Schunk, 1991). It was found that self-efficacy has been posi-

tively related to higher levels of achievement and learning as well as to a wide variety of

adaptive academic outcomes such as higher levels of effort and increased persistence on

difficult tasks in both experimental and correlational studies involving students from a

variety of age groups. Self-efficacy was often studied also in the field of adult learning and

proved to be an important predictor of person’s motivation. Adults who are learning and

can feel an actual sense of progress and real accomplishment usually persist longer in

learning activities.

Causal attributions.     Research based on beliefs that are studied within attribution theory,

suggests that when a failure or success occurs, individuals will analyze the situation to

determine the perceived causes for the failure or success (Weiner, 1985). Weiner (1985)

identified the following four attributions that are most frequently used: ability, effort,

task difficulty, and luck as the most important achievement causal attributions. These at-

tributions were further categorized along two dimensions: stability and locus of control.
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The stability dimension refers to the consistency of pattern of causal attribution, whereas

the locus of control dimension, derived from Rotter’s work, refers to students’ beliefs as

to whether the cause of success/failure lies within or outside them. Later, Weiner (1985)

added a third dimension, controllability, to distinguish causes one can control (e.g. skill or

competence), from causes one can’t control (e.g. aptitude, mood, others’ actions, and luck).

According to Weiner causal dimensions influences different aspects of achievement be-

haviour. The stability of cause influences individuals’ expectancies for success. If conditions

(e.g. ability) remain the same, then an outcome should have a stronger influence on ex-

pectancies for future success than attributing an outcome to an unstable cause (e.g. ef-

fort). Weiner (1985) also argued that locus of control is - more than with expectancies for

success-, associated with affective reactions like pride in accomplishment, self-esteem or

self-worth. He argued that affective reactions depend on attributing success, whether to

internal or external causes. If the causes of success are internal this should enhance pride

or positive self-esteem; attributing failure to internal causes should produce negative self-

esteem. He also proposed, like Bandura (1997) and Eccles et al. (1983), that expectations

for success influence the individual’s choice of subsequent achievement tasks.

Intrinsic/extrinsic motivation. According to Deci & Ryan (1985) intrinsically motivated

learning is learning that meets people’s need to be competent and self-determining. In self-

determination theory Deci and Ryan (1985) distinguish between two types of motivation.

They differ according to different reasons or goals that influence behaviour. The most

basic distinction they make is between intrinsic and extrinsic motivation. Intrinsic motiva-

tion refers to doing something because it is inherently interesting or enjoyable, meanwhile

extrinsic motivation refers to an activity as a means to an end; activity that leads to some

other outcomes. Although intrinsic motivation is considered as the most favourable and

important type of motivation, we can hardly say that most of our activities are intrinsically

motivated. This may be to some extent true for early childhood, but with the years our

conduct is more and more marked by social demands. This is especially true in the context

of adult education. Thus it is important to note that Deci & Ryan differentiate between

various types of extrinsic motivations, which represent different stages of agency that

describes the degree to which our behaviour is autonomous.

One of the main components of intrinsic motivation is high personal interest in the task or

activity. Similar to other constructs in motivation, interest is also multifarious and should

not be understood as simply liking or not liking a particular task or domain. Interest theo-

rists have distinguished between personal or individual interest and situational interest

(Hidi, 1990; Hidi & Harackiewicz, 2000; Krapp, 1999). Personal interest reflects an individu-

al’s interest in a particular topic or domain (Hidi & Harackiewicz, 2000), and is thought to be
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relatively stable over time and is partially a function of individuals’ preferences as well as

aspects of the task. In contrast, situational interest is based entirely on the features of the

learning context and may be short term or long lasting (Hidi & Harackiewicz, 2000).

The final important cognitive dimension in the present motivational theories is goal con-

struct.

Achievement goal theory. Goals are one of the most influential constructs within moti-

vational research today (Murphy & Alexander, 2000), and are defined as guides of students’

behaviour, cognition and affect (Ames, 1992; Ames & Archer, 1987; Dweck & Elliot, 1983;

Maehr & Midgley, 1996; Urdan, 1997). It is assumed that there are two general goal

orientations that concern the purposes individuals are pursuing when approaching and

engaging in a task: mastery and performance goals (Ames, 1992). Mastery goals orient

learners to “developing new skills, trying to understand their work, improving their level of

competence, or achieving a sense of mastery based on self-referenced standards” (Ames,

1992, pp. 262). In contrast, performance goals are externally referenced and orient learn-

ers to focus on their ability and self-worth by outperforming others in competitions, achieve-

ments or grades, receiving public recognition for their performance and surpassing nor-

mative based standards (Ames, 1992). At first the concept of performance goals was viewed

as a unidimensional construct, but recent research has demonstrated that linkage of per-

formance goals and academic outcomes is not (always) consistent. It seemed apparent

that the relationships between mastery and performance goals are not two opposite con-

structs but two constructs on the parallel continuums (Elliot & Harackiewicz, 1994; Middleton

& Midgley, 1997). Elliot and Harackiewicz (1994) made a distinction between two different

types of performance goal: an approach-performance goals and an avoidance-perform-

ance goals. Under the performance approach orientation students are primarily concerned

to demonstrate ability. Under the performance avoidance orientation students are prima-

rily concerned to avoid the demonstration of lack of ability (Elliot & Church, 1997).

( R e - ) d i s c ov e r i n g  a c a d e m i c  e m o t i o n s
Although cognitions are in the centre of modern motivational research there is an increas-

ing concern with broader outcomes of education that also considers values, mental health,

coping, and also emotions and affect. The important role of the affective domain in (adult)

learning has been stressed in theory and in practice, because emotions are always involved

in learning and make an important impact on learners motivation. How do emotions influ-

ence motivation? Reeve (2001) mentions the two-fold impact of emotions on motivation.

Firstly, they serve as a “read-out” system that provides us with a report on how well or how

poorly our motives were satisfied. In this view, emotions reflect the satisfied versus frus-
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trated status of motives. Secondly, emotions can also be considered as a type of motives.

They energize and direct our actions toward goals we set to our self. Following from these

functions of emotions, it is assumed that emotions influence students’ cognitive proc-

esses and performance, as well as their psychological and physical health.

At the present time, cognitive conceptions of motivation are still mainly focused on learn-

ers’ thoughts and beliefs, although the times are changing (e. g. Linnenbrink and Pintrich’s

(2002a) model that combines goals and affect). Of course all motivational theories recog-

nised the important role of emotions, but primarily the main fields of investigation in edu-

cational psychology were always cognitions of success, mastery, achievement etc. This is

also true for Weiner’s attribution theory that most directly addressed emotions. Emotions

in this theory are linked to three dimensions of perceived causality: locus, stability and

controllability. Thus, they are a result of cognitive analysis of success or failure. While there

has been an increase in the research of the role of emotion in motivation in recent years,

there is still a lack of examination of specific emotions that are linked to academic learning,

classroom instruction, and achievement (e.g. enjoyment of learning, pride of success, or

test-related anxiety). This means that a lot of questions regarding the role of emotions in

the learning and motivational process remain still unanswered, and it is expected that in

the future emotions will become an integrated element of motivational models.

M o t i v a t i o n  –  a  c o m p o s i t e  s i t u a t e d  i n  c o n t e x t
As we can see from the explanations made so far, it is significant that motivation is not a

stable trait of an individual, but is situated, contextual, and domain-specific. In other words,

this means that not only are learners motivated in multiple ways, but also their motivation

can vary from situation to situation in the classroom or school. Hence, motivation is per-

ceived as an inherently changeable process that is sensitive to the context, and it is argued

that ecologically valid motivational psychology must include individuals “within wider psy-

chological, disciplinary, social and cultural contexts” (Salomon, 1995, p. 106). As noted by

Illeris (2003), all learning is characterized by the integration of an external interaction proc-

ess between the learner and his or her social, cultural or material environment, and an

internal psychological process of acquisition and elaboration. This statement is also con-

gruent to Jarvis’ observation that learning is not just a psychological process that is iso-

lated from human environment, but is associated and affected by it (Jarvis, 1987). Salomon

also stresses the term “composites” in describing learning of the individual in context, be-

cause “... motivation of the individual and the learning environment, once broken down into

their more basic elements such as discrete cognitive processes, motivational attributions,

cease to resemble or represent the real-life phenomena” (Salamon, 1995, p. 106). Salomon
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(1995) further stresses that learner never interacts with isolated construct in the class-

room, but with the “composite” of all aspects of learning environment. Further he points

out that also individuals should be viewed as composites with their personal traits, abilities,

attitudes, values, expectancies etc. that are not functioning in isolation but jointly. This

means that in contrast to earlier views of motivation which considered cognitive, affective

or social aspects of motivation in isolation from one another, current research emphasizes

the need to develop models that integrate all mentioned components (e.g. Illeris, 2003;

Jarvis, 1987; Zimmerman, 1998).

D i f f e r e n t  d e f i n i t i o n s  l e a d  t o  d i f f e r e n t
a p p r o a c h e s
The last and related set of changes in the motivational research in the last two decades

involves methodological issues in terms of how to measure and analyze the earlier men-

tioned constructs. As we found out, the new generation of research stresses the “hot”

nature of cognition that involves the inclusion of goals, expectancies, values and other

beliefs, and as well emphasizes the situated and social processes that affect motivation to

learn. To date, self-report questionnaires have been the main method used for studying

issues of motivation, and have been used frequently to investigate the relations between

contextual variables and individuals’ beliefs, attitudes, and behaviour. This research pro-

vided some important findings, but on the other hand, self-report questionnaires do not

permit an in-depth exploration of how individuals come to construct their own

understandings within classrooms and schools or the role contextual factors play in the

development of motivational beliefs and self-regulated learning. Consequently in the tradi-

tionally quantitative research paradigm in psychology, qualitative research methods are

increasingly used to gain a better understanding of people’s experiences and the meaning

of these experiences to them, and the dynamic interplay between individuals and contexts

(e.g. De Groot, 2002). These studies have revealed many aspects of motivation, how they

relate to one another, and how they relate to outcomes of learning. The need to research

the role of context in shaping students’ cognitions and motivations is accompanied by the

growing interest in social-cognitive, socio-constructivist, and sociocultural theories of learn-

ing, and the realization that, to be ecologically valid and practically relevant, our research

must broaden its focus to reflect individuals acting within psychological, disciplinary, social,

and cultural contexts (Goodenow, 1992; Salomon, 1995).

C o n c l u s i o n s
In this paper I have focused on five key developments in the motivational research that

describe motivation as a holistic concept that involves interaction between thoughts, emo-
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tion and learning context. In this vein learning is as a much social as it is an individual proc-

ess, which is situated, culturally, and disciplinarily. The effects of social context, task design

and structure on motivation are now understood in terms of mediating cognitions: not

only cognitions of control and competence but also perceptions of purpose and meaning.

Accordingly, it is inappropriate to label students as “motivated” or “unmotivated”; rather,

adult educators are urged to consider ways in which the learning environment can be al-

tered to enhance students’ motivation that depends on a variety of motivational con-

structs including goals, affects, self-efficacy, attributions, and intrinsic motivation.

R e f e r e n c e s
• Ames, C. (1992). Classrooms: Goals, structures, and student motivation. Journal of Edu-

cational Psychology, 84(3), 261-271.

• Bandura, A. (1997). Self-efficacy: The exercise of control. New York: Freeman & co.

• Carré, P. (2000). Motivation for adult education: From engagement to performance.

Paper was presented at AERC 2000 Conference in Vancouver (BC), Canada, June, 2000.

Available from: http://www.edst.educ.ubc.ca/aerc/2000/carrep1-final.PDF

• Deci, E.L. & Ryan, R.M. (1985). Intrinsic motivation and self-determination in human

behavior. New York: Plenum Press.

• De Groot, E.V. (2002). Learning through interviewing: Students and teachers talk about

learning and schooling. Educational Psychologist, 37(1), 41-52.

• Cropley, A. J. (1980). Lifelong learning and systems of education: An overview. In A.J.

Cropley (Ed.), Towards a system of lifelong education: Some practical considerations (pp.

1-15). Hamburg: Unesco Institute for Education (UIE); Oxford (etc.) : Pergamon Press.

• Elliot, A. J. & Church, M. A. (1997). A hierarchical model of approach and avoidance achieve-

ment motivation. Journal of Personality and Social Psychology, 72(1), 218-232.

• Goodenow, C. (1992). Strengthening the links between educational psychology and the

study of social contexts. Educational Psychologist, 27, 177-196.

• Hidi, S. (1990). Interest and its contribution as a mental resource for learning. Review of

Educational Research, 60, 549-571.

• Hidi, S., & Harackiewicz, J.M. (2000). Motivating the academically unmotivated: A critical

issue for the 21st century. Review of Educational Research, 70, 151-179.

• Illeris, K. (2003). Towards a contemporary and comprehensive theory of learning. Inter-

national Journal of Lifelong Education, 22(4), 396-406.

• Jarvis, P. (1987). Adult learning in the social context. London; New York; Sydney: Croom

Helm .

• Krapp, A. (1999). Interest, motivation and learning: An educational-psychological per-

spective. European Journal of Psychology of Education, 14, 23-40.



52

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

• Linnenbrink, E.A. & Pintrich, P. (2002a). Achievement Goal theory and affect: An asym-

metrical bidirectional model. Educational Psychologist, 37(2), 69-78.

• Linnenbrink, E.A. & Pintrich, P. (2002b). Motivation as an enabler for academic success.

School Psychology Review, 31(3), 313-327.

• Pintrich, P.R. (1999). The role of motivation in promoting and sustaining self-regulated

learning. International Journal of Educational Research, 31(6), 459-470.

• Reeve, J. (2001). Understanding motivation and emotion (3rd ed.). Fort Worth [etc.]:

Harcourt College Publishers.

• Rogers, A. (2002). Teaching adults (3rd ed.). Buckingham ; Philadelphia: Open University

Press.

• Salomon, G. (1995). Reflection on the fields of educational psychology by the outgoing

journal editor. Educational Psychologist, 30(3), 105-108.

• Schunk, D.H. (1991). Self-efficacy and academic motivation. Educational Psychologist,

26(3-4), 207-231.

• Weiner, B. (1974). Motivational psychology and educational research. Educational Psy-

chologist, 11(2), 96-101.

• Weiner, B. (1990). History of motivational research in education. Journal of Educational

Psychology, 82(4), 616-622.

• Zimmerman, B.J. (1998). Academic studying and the development of personal skill: A

self-regulatory perspective. Educational Psychologist, 33(2/3), 73-86.



53

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

A b s t r a c t
In my paper I am emphasising the role of a teacher in the process of learning and education

of adults. The role of teacher in the learning process depends strongly on his/her philoso-

phy, defining the role of various learning subjects and means (teacher, participants, learn-

ing sources) and organization of the process (use of learning methods, accepting adults as

competent and independent learners, etc.), which results in different roles of teacher as a

motivator. Teacher of adults can act in different ways such as stimulating critical thinking

or obstructing it, liberating the participants or making them conform to the teacher, facili-

tating autonomy of thinking in the process of learning of adults, or breaking it.

Basic topics of my paper:

• changing the role of the teacher and consecutively his activity as the result of the influ-

ence of a new trends in the process of teaching;

• the role of teacher in processes of learning, education and teaching from the position of

enabling adult participants to become lifelong learners;

• teaching style and the style of leading groups as an important factor of facilitating inde-

pendence and decision making in the process of the adult’s learning (influence on learn-

ers behaving in the learning situation;

• impact of educational goals on defining the role of teacher;

• teacher of adults as a facilitator of further participation of adults in education in learn-

ing.

TEACHER OF ADULTS – FACILITATOR AND
MOTIVATOR OF ADULT’S LEARNING AND
CHANGES
Sabina Jelenc Krašovec
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I n t r o d u c t i o n
In today’s society the individual is responsible for his/her own success: this is the message

of some politicians, economists and educators – and it is already a little bit threadbare. If

we would here emphasize such a stand point, that would mean recognising a principal of

meritocracy in society and it would also mean that we consider most individuals as enlight-

ened, capable of instant growth and able to learn independently and self-directedly. Only

with such an interpretation is it possible to say that the individual is himself/herself re-

sponsible for constant learning and success.

It is apparent that, in contemporary society, the principal of meritocracy is not being achieved

and it is impossible to gain, because we are facing the growing phenomena of uncertainty,

inequality and poverty. The living conditions (together with economical, social, cultural and

different other factors), influence very significantly the position and possibilities of the

individual. It is impossible to imagine that equalizing of the individual’s chances can be gained

only through the existing school and educational system, which is remaining, more or less,

unchanged and is all the time carrying the role of reproduction of distinctions between

individuals.

It is stimulating conformist, non-critical unreflective learning which is accepted as the most

appropriate way of learning, especially for children, yet as a logical consequence, also for

adults.

In this situation, we can talk about losing the freedom of learning, since adults are not

always aware of their own needs and interests. Needs and interests, which are imposed by

the leading social structures, are very important influences also in the area of education.

Learning can appear in different forms (Jarvis 1992), but the outcomes are either confor-

mation or change. The greater part of learning, which is going on under the clearly set

conditions in different educational institutions, contributes above all to conformism of the

participants in setting educational goals. The goals are clearly defined, and they are sug-

gesting to participants that they are learning what they want.

The school system with its strictly prescribed goals suffocates reestablishment of the

creative and cooperative learning environment and impedes realization of the lifelong learn-

ing strategy; the results are adults, who didn’t become lifelong learners, and are not pre-

pared to learn independently. Many adults are weak learners and could not be responsible

for their own personal growth, which can occur through reflective learning. They are also

not prepared for independent learning and they accept the dominant role of the teacher

as the natural one. Learning gaps and inequality between different social groups are in-

creasing, and it is necessary to widen the spectrum of different learning possibilities, suit-

able for different learning needs of adults, with a different, motivational role of the teacher
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of adults. Many theorists, such as P. Lengrand, B. Bernstein, I. Illich, J. Dewey, C. Rogers, etc.,

have realized decades ago that an important reason for the great need to develop new

accession to learning, is not only the result of instant changes in society, but also the

consequence of disappointment with traditionalism in the educational system (and its in-

stitutions), connected with teaching, perceived as a strong instrument of assimilation,

conformism and rigidity.

In this situation it is most important to examine and value the role of a teacher in the

learning situation – his/her role has to be changed in order to develop more capable adults,

able to think critically and act according to that, as a result of learning in an anticipatory

and innovative learning process. Teacher’s role is undoubtedly important; the question is,

first of all, how to define it.

In this paper, I shall be arguing that a teacher with his/her stimulating philosophy and teaching

style could be an important motivational factor in most learning situations. I wish to illumi-

nate the changing role of a teacher1  in the learning process, his/her attitude to contents,

organization of learning and learners. I maintain that personal growth of learners is mainly

the result of their active role in the learning process, irrespective of the kind of education.

I believe that a changed role of the teacher can help to improve the presently weak em-

powering potency of the existing educational system.

W h a t  k i n d  o f  t e a c h e r  d o  a d u l t s  n e e d ,  i f  a n y ?
Adults learn not only in educational institutions but also in different learning settings (vol-

untary associations, societies, clubs, libraries, labour organisations, cultural organisations,

etc.) or else they learn on their own. Although we suppose that many adults are capable of

learning (self-directed) and are able to participate actively in the development of their own

capabilities, they might still need help in doing so. The people helping them with learning

have different roles and names; if they are not included in educational institutions, they

are rarely called teachers, but more often mentors, tutors, instructors, trainers or simply

facilitators. Their role is not the traditional role of the teacher, which means that it is less

formal, the relationships are less authoritarian and more open; the learning climate is more

likely to be creative, co-operational and positive. The “traditional” teacher, who is transmit-

ting contents to learners, is - especially in adult education (but also in education of children

and youth) - not desired. In the last decade we have been confronting the formulation

“paradigmatical shift from education to learning” (G. Dohmen 1996), which means that at

the heart of education there lies not teaching, but learning. The focus has moved from

.............................................................
1 In this paper I use the term »teacher« for different professionals, working with adults in different learn-

ing and educational settings.
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what the teacher does to what happens to the learner. Of course the teacher is still present,

but his/her role is different. That also means that the way of carrying out the learning

process is shifting away from education, as a strictly planned and organised activity for

transmission of knowledge; is shifting away from activity which is defined by “traditional”

teaching and the formal relationship between teacher and learner; shifting away from very

structured, institutionalised and supervised activity. It is becoming a learning process, initi-

ated by the needs of the individual and based on life problem situations and experiences of

adults. The learning process is less directed; this dramatically changes the role of the teacher.

The role of the teacher depends strongly on the goals of learning or education2, and also

on other aspects influencing the process of education. Education is the organized possibil-

ity for learning, which is set by one party for another - in activity thus structured, the

teacher is a very important element.

T h e  r o l e  o f  t h e  t e a c h e r  i n  t h e  p r o c e s s  o f  l e a r n i n g
Different experts define different influential elements of education, which are interde-

pendent and together create the learning situation. I shall present four elements of educa-

tion, referencing to A. Rogers. Between those elements, teacher and his/her role is very

important, because it connects and in a way influences the realization of other elements.

Teacher is the element which re-establishes the learning situation, although learners later

take over control of the learning process. Teacher should evaluate the needs of learners,

set goals together with participants and suggest contents and learning methods, but still

retain the authority. That means re-establishment of action, which will empower learners

to learn in a way which suits them best.

Four elements of education are (Rogers, 1996: 41-42):

1. the teacher – agent;

2. the student participant;

3. goals and objectives;

4. methods/content.

1. The teacher may be at different levels of the educational process – at programme level

and at class level the teacher/tutor.

2. The participant/learner – is the individual or a group, intentionally placed in the learn-

ing situation. Needs, characteristics and readiness to learn vary considerably between

participants, so they have to be examined very strictly.

.............................................................
2 The purpose of this paper is not to define differences between learning, education and training, al-

though they are very significant especially because of the goals and course of learning. I suggest that
the reader connect the presented definitions with his/her own philosophical context. The presented
findings are the result of different comprehensions about adult learning, based more on the humanistic
and classical andragogical tradition.
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3. Goals could be loosely or closely defined, but they do influence the learning process. In

adult education in general, goals are defined more loosely than in education of youth,

since the greater part of adult education appears as non-formal education. Very closely

defined goals (for example in education of children and youth) with strictly defined

standards of knowledge, restrain the freedom of the teacher in the process of teach-

ing. Goals could be narrow or wide. Rogers (Rogers, 1996: 45) claims that “all structured

learning opportunities can be seen once again as forming part of a continuum. At one

end are those planned teaching-learning programs with narrow goals, the aim of which

is to demonstrate that there is a “right” way to do something or other “. These are

largely in the skill area, but that is also connected with right ways of understanding or

behaving. “Choice is strictly limited and not encouraged - we speak about training. At

the other end are all those activities that set out to convince us that there is a “right”

way of thinking and feeling” (Rogers, 1996: 45). Choice is not encouraged, either; “there

is only one way to think, one set of values and attitudes to hold” (ibid). Rogers calls this

indoctrination. Between both ends is a large area of education with wide, loose goals.

We could locate most of the adult education in this middle area, because development

of choice is encouraged, many ways of thinking and doing are accepted, self-determi-

nation is encouraged. This way of learning is probably most suitable for the great part

of adults, because they can value their viewpoints in the discussion with others while

they are searching for their own ways of solving problems.

For the teacher it is very important to declare in what kind of education he/she wants

to teach and be part of. As a consequence, the teacher’s stance towards participants,

to contents and to selection of teaching methods, is developed.

4. Methods/contents – “the nature of the goals we set helps to determine whether the

emphasis of our programme of work lies more towards content or toward method”

(Rogers, 1996: 43). Methods and the content are closely related. Programmes with nar-

rowly prescribed objectives tend to concentrate more on content than on methods

(specified content should be covered); on the other hand, “programmes, aimed more at

personal growth, confidence building, assertiveness, are less rigidly controlled” (ibid).

The teacher in these cases feels it is more important to engage in particular activities –

participative learning methods – than to cover a set amount of material; he/she is

encouraging participants to enrol actively in the learning process, accept decisions about

the program, its content and goals. Teacher is above all the facilitator and partner, and

teaching is nondirective.

It is difficult to imagine that the purpose of education would be mostly teaching/training

adults about certain skills or attitudes; every teacher should be aware of the opportunity
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to encourage autonomy and a critical approach of adults in the learning group. The more

active learners are, the more rewarding is learning. Learning is perceived more as a process

which enables understanding and personal changing, which reinforces understanding of

the social milieu and active participation in it and connection of new knowledge with per-

sonal conceptions and meaning. Learning is less and less comprehended as an accumulation

and memorising of knowledge – quantitative enlargement of amount of knowledge (Marentič

Požarnik, 2000). In the recent period, discourse is centred on two models of learning; the

first is dealing with traditional ways of transmitting and accepting knowledge, the second

with modern accession, based on needs of the individual, influencing the role of teacher

and participants.

Figure 1: Two models of learning (Rogers, 1996: 78)

A changed perception of learning demands different relations between teacher and learn-

ers; exchange of experiences enrich the learning process.

The contribution of Carl Rogers was, beside his findings in the area of counselling, also

important for the area of learning and education; his conceptions about learning and teaching

are part of the efforts towards humanizing the process of education and enforcement of

the lifelong learning strategy. He made some personal conclusions about learning and teach-

ing (Rogers, 1995, Rogers, 1994):

- it is very difficult to teach anybody how to teach;

- learning, influencing behaviour, is the most important learning; it can be achieved through

self-discovery and self-directed learning;

TWO MODELS OF LEARNING

TRADITIONAL/

INPUT

passive �

receipt �

fill of deficit �

responsive to outside stimulus �

keywords: give, impart �

transfer of knowledge/skills �

need for teacher �

MODERN/

ACTION

� active

� search

� seek for satisfaction

� initiated by inner drive

� keywords: discover, create

� problem-solving

� self-learning
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- results of teaching are mostly insignificant, but they can also be harmful;

- Rogers preferred to be ”the learner”, who can learn what is personally significant for

himself;

- he was convinced, that the most successful learning is learning in groups, learning in

relations with others and self-directed learning;

- the best way (the most difficult) way of learning is trying to understand why particular

experience is important for someone.

Roger’s thoughts suggest that the most successful learning can occur without teaching,

yet with personal initiative, being experientially and problem based3. We also know, that

much adult learning goes on in the group with a help of an expert. The question which

should be raised is: what kind of help should teacher give to participants in order to facili-

tate their learning, thinking and critical perception? Is teacher’s role teaching? Is teaching

facilitating learning, motivating and help, or it is more or less transmission of knowledge

and imparting of convictions? Is it possible to talk about neutral teaching?

T h e  r o l e  o f  t e a c h i n g  i n  t h e  l e a r n i n g  p r o c e s s
Teaching is the way of promoting learning. Knowles (1980: 25) defines the expert’s role as

facilitator of change; with the help of an adult educator, learners will move from one pole

to another: from low to higher maturation, from dependence to autonomy, from passivity

to activity, from subjectivity to objectivity, from narrow interests to broad interests, from

selfishness to altruism, from imitation to originality, from self-rejection to self-accept-

ance, etc. With the help of an adult educator, learners should become more capable of

growing and changing.

We can define teaching very heterogeneously, also non-traditionally, and it certainly does

not mean the authoritarian and directive role of teacher, though he/she has authority. I

believe that in the process of education we need both, a teacher and teaching, but their

role has to be properly defined and accepted.

Jarvis (1988: 120-126) talks about the teacher and teaching, which is connected with facili-

tating. Teacher should teach above all in a socratic and facilitative way; less didactically

(classical).

.............................................................
3 The well-known findings of Kolb about experiential learning emerged as a reaction to the unconnectedness

between theoretical and practical components in the process of education and because of neglecting
personal experiences in this process (Kolb, 1984: 70). He claimed that learning is a cycle process, which
should involve:
- concrete experiences and understanding (on abstract-logical thinking),
- active experimentation in the outside world and inside value of reflective observation.
The qualitative process of learning is the complex of all typologies. Learning could start with concrete
experience, which is followed by reflective observation and analysing of the experience, in the model of
abstract concepts and experimenting of what is learned.
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Didactic teaching is defined by Jarvis as a traditional concept of the teaching process.

That’s the process of making selection of knowledge, skill, etc. from the milieu and it’s the

process of transmitting it to participants by the use of some skilled technique. The partici-

pant should be able to reproduce that selection. Socratic teaching is defined as a method

which incorporates questioning into the teaching and learning process. Learners are ena-

bled to respond and express the knowledge, which they have maybe never crystallized in

their own mind. Teacher should diagnose the students’ needs and previous knowledge.

Those experiences of participants have led some adult educators to regard themselves as

facilitators of learning rather than teachers. Teacher, who uses facilitative teaching (the

concept used also in experiential learning - Kolb), employs student-centred methods/tech-

niques (rather than teacher-centred). This concept is the most useful concept for teaching

adults, because it creates an awareness of specific learning needs in the students, con-

fronts student issues requiring a solution, provides adults with an experience and encour-

ages reflection upon it.

This classification shows us, that teaching can be interpreted very differently. Another

classification (Fox in Marentič Požarnik, 1998a: 255-256) deals with subjective theories of

teaching and teacher’s role. Fox identifies four possible acceptations of teaching:

1. Teaching as transmission of topics/contents with techniques, adapted to the learner;

2. Teaching as developing learners’ abilities and skills;

3. Teaching as a journey - leading the learner towards goals (emphasising autonomy of

the learner);

4. Teaching as a stimulation of the learner’s growth and development.

The first two definitions are simple comprehensions, while the last two are more devel-

oped comprehensions. Those two accept the learner with all his/her experiences, motives

and expectations; such accession should be the basic mode of teaching adults.

To summarize, we can say that the role of the teacher of adults is less important, less

active; on the other side learners have to be more active. Learning that way means action

learning, which could be explicated by another dichotomy (Marentič Požarnik, 1998c: 24):

- if we consider learning as accumulation, retaining � teacher has and “transmit” knowl-

edge (teacher as delivery van) � teaching is transmission (explanation and lecture meth-

ods)

- if we consider learning as active construction of meaning � learner is active searcher

(set questions, hypothesis; use his/her knowledge) � teacher is mentor, partner, learn-

ing all the time � teaching is live interaction (different learning and teaching methods,

cooperation, problem based learning, dialog, experiential learning, etc).

L. M. Zinn (1990) defines five global accesses in the process of teaching (philosophies of

education), which are very useful for explaining different ways of learning in different
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educational institutions. In each philosophy the role of the teacher and the learner is clearly

defined, but also corresponding to the teaching methods. Zinn cites that in past times,

what was more important was a liberal, classical education, with the lecture as prevailing

method, but also literature study and discussion. Today we are moving to more radical

education, where more active learning methods are necessary, like experimental work, prob-

lem based work, learning contract, individualised learning, group work, dialog, etc. Also

here we can see the changing role of the teacher, who is more coordinator and partner in

variety of the adult’s search for knowledge.

Consider the part of the scheme, which is interesting for the topic of this paper:

LIBERAL BEHAVIORIST PROGRESSIVE HUMANISTIC RADICAL ADULT
ADULT ADULT ADULT ADULT EDUCATION
EDUCATION EDUCATION EDUCATION EDUCATION (RECONSTRUC-
(CLASSICAL, TRAD.) TIONIST)

PURPOSE To develop intellec- To bring about To transmit culture To enhance To bring about,

tual powers of the behaviour that will and societal struc- personal growth through education,

mind; to make a ensure survival of ture; to promote and development; fundamental, social,

person literate in human species, social change; to to facilitate self- political, and

the broadest societies, and give learner prac- actualisation. economic changes

sense-intellectually, individuals; to tical knowledge and in society.

morally, spiritually, promote behav, problem-solving

aesthetically change. skills.

LEARNER »Renaissance Learner takes an Learner needs, Learner is highly Equality with

person«; cultured; active role in interests, and motivated and self- teacher in learning

always a learner; learning, practicing experiences are key directed; assumes process; personal

seeks knowledge new behaviour, and elements in learning; responsibility for autonomy; people

rather than just receiving feedback; people have learning. create history and

information; strong environ- unlimited potential culture by

conceptual, mental influence. to be developed combining reflection

theoretical through education. with action.

understanding.

TEACHER The »expert«; Manager; controller; Organizer; guides Facilitator; helper; Coordinator;

transmitter of predicts and directs learning through partner; promotes suggests but does

knowledge; learning outcomes. experiences that but does not direct not determine

authoritative; are educative; learning. direction for

clearly directs stimulates, insti- learning; equality

learning process. gates, and evaluates between teacher

learning process. and learner.

METHODS Dialectic; lecture; Programmed Problem-solving; Experiential; group Dialog; problem-

study groups; instruction; contract scientific method; tasks; group posing; maximum

contemplation; learning; computer- activity method, discussion; team interaction;

critical reading and assisted instruction; experimental teaching; self- discussion groups.

discussion. practice & reinfor- method; project directed learning;

cement. method; inductive individualized

method. learning.

Figure 2: Philosophies of adult education (Ellias, Merriam, & Zinn, 1990: 76-77)
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It is very natural that teacher’s work is influenced by many different determinants, espe-

cially by his/her beliefs about the elements constituting the process of learning. Looking at

the scheme of philosophies of adult education we can easily imagine how differently the

teacher can accept his/her role in the process of learning and, also depending on that, the

role of participant and the procedure of learning.

Those determinants we can entitle philosophical orientation of teacher (Apps in Zinn 1990);

it depends on teacher’s values, beliefs, stands and decisions. Apps is convinced that teach-

er’s beliefs intervene in five areas, important in the process of education:

- beliefs about adults as participants in adult education;

- beliefs about overall purpose and goals of adult education;

- beliefs about contents or subject matter – what is to be learned and what are the sources

of content;

- beliefs about the learning process – how adults learn, how learning should proceed;

- beliefs about the role of the adult educator – teacher of adults.

Marentič Požarnik (1998a) similarly talks about subjective comprehensions and their con-

nection to more complex subjective or implicit theories about teacher’s own activity, about

learning and teaching. Many researchers are convinced about the important role of those

comprehensions in teacher’s decisions in learning and teaching situations and consequently

learning results (Marentič Požarnik, 1998a: 246). Learners are entering learning influenced

by teacher’s behaviour, modelling their own learning style in connection with that; it is

expected that such learning will mirror teacher’s influence.

Most teachers have a combination of two or more philosophical orientations; knowledge

about them is important, because teacher can improve his/her activity in the learning

process, change it, strengthen communication and team work with learners and colleagues.

Teacher’s reflection about five different areas, questioned by philosophical orientation,

which means that one weighs up better one’s role in the process of learning, role of partici-

pants, relations in the group and possibilities to make them better. Teacher’s philosophical

orientation is connected with the way of planning a learning session, performing and evalu-

ating learning. Social structures with their claims about desired results of learning are also

important aspects, which influence the action of teachers.

Teacher’s philosophical orientation has a strong connection with teaching style..... It re-

flects “qualities displayed by a teacher that are persistent from situation to situation re-

gardless of the content” (Conti, 1990: 80); it is also broader than the teaching strategies. It

reflects an atmosphere, created by a teacher and “cannot be determined by looking at one

isolated action of the teacher (ibid: 81).
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We can identify two basic modes of teaching, which are defined by those characteristics4 :

TEACHER-CENTERED LEARNER-CENTERED

APPROACH APPROACH

currently the dominant approach strongly supported in the field’s

throughout all levels of education in literature; connected to ideas of

North America (also in other countries), A. Maslow and C. Rogers (potential

related to the ideas of Skinner; also for individual growth is unlimited)

in adult education

learners are passive, they become active individuals interact with their

by reacting to stimuli in the environment surroundings

humans are controlled by their behaviour is the result of personal

environment; schools are social perception; motivation results from

institutions, which have the people’s attempts to achieve and

responsibility of determining and maintain order in their lives

reinforcing the fundamental values

teacher’s role is to design the environment learners are proactive; their experiences

which stimulates the desired behaviour play an important role in learning

learning is defined as a change in education focuses upon the individual

behaviour; outcomes are often defined learner rather than on a body of

as competencies. information; helps students develop

a critical awareness of their feeling

and values

learning – acquisition of problem-solving

skills, enhancement of the self-concept

development of interpersonal skills

the central element is trust

Figure 3: Teaching style (Conti, 1990: 81-82)

Teachers do not select their learning style and also don’t change it constantly. Their effi-

ciency depends on the learning and teaching situation.

.............................................................
4 We can evaluate Teaching Style by PALS (Principals of Adult Learning Scale), author Gary J. Conti: Identi-

fying Your Teaching Style. Conti 1990.
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Those comprehensions are not exceptional; Carl Roger made a comparison between tradi-

tional education and person-centred education, which are two poles of a continuum. Dif-

ferences between both approaches, which reflect also the role of the teacher, can be

resumed to a few findings (Rogers, Freiberg, 1994: 210 – 213):

THE TRADITIONAL MODE OF EDUCATION

- The teacher is the possessor of knowledge, the student the expected recipient; there is

a great difference in the status level between them.

- The major methods of getting knowledge into the recipient are the lecture, the text-

books or some other means of verbal intellectual instruction; the examination measures

the extent to which the student has received it. These criteria are the central elements

of this kind of education.

- The teacher is the possessor of power, the student the one who obeys.

- Rule by authority is the accepted policy in the classroom.

- Trust is at minimum (teacher’s distrust of the student, student’s lack of trust in the

teacher’s motives, honesty, fairness, competence).

- The students are best governed by being kept in constant state of fear (fear of failure;

it increases as we go up the educational ladder).

- Democracy and its values are ignored and scorned in practice; students don’t participate

in choosing the goals, the curriculum or the manner of working.

- There is no place for the whole person in the educational system, only the place for the

intellect.

THE PERSON-CENTERED MODE OF EDUCATION

- Facilitative leadership has a ripple effect. Leaders who facilitate others are themselves

facilitated.

- The facilitative teacher shares with others the responsibility for the learning process.

- The facilitator provides learning resources from within himself/herself and his/her own

experience and from books, materials, or community experiences.

- The student develops his or her own program of learning, alone or in cooperation with

others; learning climate is facilitating; learning from each other is important.

- The facilitator focuses on fostering the continuing process of learning; the content of

the learning is often on a secondary place, important is progress in learning how to learn.

- A student reaches personal goals through self-discipline.

- A student evaluates his/her own learning (with feedback from the group and facilitator).
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- Learning in a growth-promoting climate tends to be deeper, proceeds at a more rapid

rate and is more pervasive in the life and behaviour of the student than is learning ac-

quired in the traditional classes.

Researching of the area shows us that by decreasing the dominant role of teacher we can

encourage learning for enabling adults for independent problem solving. With regard to

the experiences of adults, teacher can create a cooperative discussion arena, where criti-

cal thinking (on the area of formal knowledge), critical reflection (in the area of self) and

critical action (in the area of world and society) is possible (Barnet, 1997).

In such conditions the learning group is changing. Freiberg defines differences between

passive and active learning groups as a result of traditional versus person-centred mode of

education (Freiberg, 1992 in Rogers, Freiberg, 1994: 10). In a passive group, learners are “as

tourists”, work by themselves, seldom participate in the group and seldom discuss the

reasons for their answers. Despite teacher’s control of the discipline, learners are usually

late to class. On the other hand, an active learning group behaves as a group, where stu-

dents do small-group projects and create new ideas and material through different projects.

Learners are cooperative, also take the initiative to interact with teacher and colleagues,

talk aloud about the way they derived answers, and create a common discipline rule.

Different findings indicate the importance of teacher’s philosophical orientation or subjec-

tive comprehensions, based at one time on the personality of the teacher and also on

claims and anticipations of society and the educational system. Despite requirements for

reestablishment of a different learning culture and consequently better learning results of

youth and adults, it is difficult to change stances about the role of a teacher. As long as the

main goal of education remains above all acquiring as much knowledge as possible, and

other aims of education and learning are denied, it is illusory to expect altering the role of

the teacher.

W h a t  k i n d  o f  s t r a t e g i e s  c a n  e m p h a s i s e  t h e
m o t i v a t i o n a l  r o l e  o f  a  t e a c h e r ?
By acknowledgment and recognition of different aims of education, the traditional role of

the teacher should be modified. This process is multilayered; for reaching quality, non-

traditional teaching should include several steps. It is necessary to:

- stimulate teachers for personal and professional growth; “inner” and “outer” learning,

which should be connected in integrity, including the whole person – equilibration of

professional and unprofessional parts of life, equilibration of personal development and

privacy; possibilities for teacher’s intellectual and social development (education for un-
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derstanding, team work, cooperative learning) and permanent advancement of cogni-

tive skills;

- provide continual professional teacher’s education, which influences the advancement

to a higher level of professional development5 ;

- enable teachers to understand and respect findings about the influence of a different

teaching style on the quality of work in the group;

- stimulate teachers to take into consideration different cognitive and learning styles of

participants and use appropriate and variegated teaching methods and techniques;

- empower teachers to use different learning sources and open the learning situation,

which stimulates problem based learning, critical stance for acquired knowledge and life-

long learning and lifelong education;

- stimulate teachers to introduce meta-learning: learning how to learn;

- encourage fruitful discussion about the expectations of the further development of

educational and learning possibilities (the system in the whole, the role of the teacher,

results of education and learning, different needs of children, youth and adults, develop-

mental needs of society, etc.) within professional groups (education and adult education

experts) and also in civil society.

C o n c l u s i o n
Growing and becoming are the most important goals of human personal development. We

all remember R. Kidd’s formula B × B × B – being, becoming, belonging. That means, that

education of adults should stimulate learning for growing and becoming. But on the other

hand, most of the educational provision for adults, governed by the state, is still oriented

traditionally - like initial education - and reinforces non-reflective learning, thus emphasis-

ing the traditional role of the teacher.

If we want to move educational theory and practice towards more open and heterogene-

ous aims, with the purpose of also introducing some fundamental social, political and eco-

nomic changes, we have to do so first by rethinking the idea of education and adult educa-

tion, its aims and desired results, and consequently by changing the concept and its imple-

.............................................................
5 Kugel formed a model of professional development of teachers, which has three levels (Marentič Požarnik,

1998b: 35):
- on the first level, teacher is oriented to himself/herself;
- on the second level, teacher is oriented to profession, fields of activity – he/she is trying to »cover«

learning content as well as possible (reaching goals, set in the program);
- on the third level, teacher is more and more oriented to students/learners:

- first on their abilities to learn and accept knowledge,
- then on ways of successful learning (he/she organises the discussion, group work, etc),
- finally to learners’ independence – teacher creates conditions for learners to accept responsibility

for their own professional development.
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mentation. As a result, the role of the teacher will change and simultaneously also the

methods and results of teaching.

On the other hand, however, change can only be successful when it comes from individuals.

When the number of creative people is large enough, organisation and society will change.

Learning is the catalyst of changes, also with help of the right teacher – facilitator and

coordinator of learning. The question is – do we want change?
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ADULT PARTICIPATION IN DREAM
SOCIETY: IMAGES OF ADULT EDUCATION
Jyri Manninen

A b s t r a c t
The article will show what kinds of different images adults may have considering some

central words and concepts used in adult education. It is assumed that these images strongly

influence the decision making processes and therefore also participation in adult educa-

tion. The qualitative data show that even the common words such as learning and adult

learning may have rather different images in people’s minds, which can be especially nega-

tive when lower educated people are in question. The original study (Manninen et al., 2003)

analysed also the connection between images and lifelong learning paths, and there is a

direct connection between the negative images and passive participation history.
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T h e o r e t i c a l  f r a m e wo r k
Participation models

Participation in adult education has been an actively researched area during the past 30

years. Adult participation has been researched mainly from three perspectives. The psy-

chological approach seeks explanations from individual attributes such as motives, traits,

genome, personality, early childhood school experiences etc. (eg. Garrison, 1987). The so-

ciological explanation model is based on characteristics of the society, policy, work or-

ganisations, qualifications etc. (eg. Rinne et al. 1992). A more interactive model suggests

that participation is a socio-psychological process of interaction between the individual

and the external environment (eg. Rubenson, 1979), as shown in the model below.

Figure 1. The expectancy – valence model (Rubenson, 1979)

As the expectancy – valence model above suggests, participation is seen as a function of

early childhood experiences (home, school), current learning needs and the environmental

factors (for example, study possibilities). The actual decision making process is made by the

individual, when s/he weights the expected outcomes, his/her ability to complete the train-

ing and the overall felt usefulness of the participation.

Even though this interaction approach combines both psychological (individual traits and

personality) and more sociological explanations (structural factors, work), it is still unable

to explain how those “who should not participate in theory” actually break the rule and

become active adult learners. Even though the statistical correlation between adult learn-

ing activity and educational level is clear, the relationship is not deterministic. On the con-



71

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

trary, in the group of workers in Finland 43 % of men and 48 % of women had participated

in adult education during the last 12 months. Even though these numbers are lower than

respective numbers in higher white collar groups (82 % and 86 %), there is still almost half

of the lower educated who actively participate in adult education. (Statistics Finland, 2002).

Therefore it is assumed that current theoretical models of participation need to be elabo-

rated further in order to deepen our understanding of this complex phenomenon. More

research is needed from different perspectives, in order to understand the post-modern

nature of participation and non-participation. This study suggests that a fourth,

postmodern explanation model could be developed to understand the postmodern

nature of decision making processes. In this model, the individual is seen as a consumer,

whose decisions are more or less based on images and feelings and less on facts and ra-

tional reasoning.

This article will show what kind of different images adults may have considering some

central words and concepts used in adult education. It is assumed that these images strongly

influence the decision making processes and therefore also participation.

A fresh perspective – images of education

In this paper the theoretical perspective is based on the assumption that in post-modern

society decisions on participation are based more or less on the image of education that

individual have created in their minds. This approach has been adopted from marketing and

imago management literature (Karvonen, 2000). Image can be defined as a personal con-

ception of reality, or as ‘a set of attitudes, thoughts, observations and beliefs’ concern-

ing the object or issue in question (Nimmo & Savage, 1976; Karvonen, 2000, 41).

Images have become more important, because in the postmodern society people are look-

ing for experiences,     and     decisions     are more often made based on ‘soft’ values and feel-

ings. The concept of a ‘Dream Society’ (Jensen, 1999) is based on the assumption that, for

example, consumer behaviour is nowadays based more on emotional issues and feelings

than on quality, facts and reliability. As proposed by Jensen (1999), in ‘Dream Society’ im-

ages, stories and shared experiences become more and more important as sources of

reality construction. For example, in a recent analysis (Manninen & Onnismaa 2001) friends

and work-mates were found to be the most important source of primary information about

adult learning opportunities; 31.4% heard about the training from their friends (19.6% from

a handout, 15.7% from www-pages, 5.9% from newspapers).

Images of learning and training act as mediators of motivation and participation. They are

likely to influence the way individual adults perceive the available learning and training op-

portunities. Even more important is the influence these factors are likely to have on indi-
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viduals’ readiness to receive any information concerning adult learning opportunities. Those

who have positive conceptions and attitudes towards adult education and who attach posi-

tive images to adult learning are more likely to spot marketing campaigns and read leaflets.

The theoretical concepts and their relation to participation can be summarised as shown in

the next model:

Figure 2. Images of learning and training as mediating variables

Even though this paper concentrates on a narrow and single element (images of education

and training) in a complex system of interacting elements predicting motivation and par-

ticipation, it is acknowledged that the actual decision making process individuals go through

is far more complex and multidimensional. Advanced theories of motivation and participa-

tion all include various complex concepts and the interaction processes between them.

Therefore images play only one role in the process, but - as suggested in this paper - a

crucial one.

The role of images in the theoretical frameworks of motivation and

participation research

The key question (why do adults engage themselves in learning activities and why not?) can

be analysed using two different but overlapping theoretical frameworks, which are theo-

ries of motivation and theories of participation. Even though these both deal with the

same phenomena, the emphasis is a bit different. The general definition of ‘motivation to

learn’ is “an individual’s desire to work towards a learning goal. The motives which are the

basis for the learning desire activate, direct and maintain the learning activity” (Ruohotie,

2000, 8). Participation, on the other hand, deals with the processes which make people

participate in organised training situations. Even though motivation for training is a bit

wider concept than participation for training, these are overlapping concepts and there-

fore the long tradition of participation research can provide a fresh perspective on moti-

vation research, especially when aims, objectives, obstacles and barriers to participation

are analysed.
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Images of learning, education and training play a mediating role, for example in the so

called socio-constructive models of motivation (Pintrich, 1988), especially in its applica-

tions within vocational training (Ruohotie, 2000; Pintrich & Ruohotie, 2000). According to

Pintrich’s motivational expectancy model (1988), the components of motivation are: Learner

goal orientation, Learner efficacy control and outcome beliefs, Perceptions of task diffi-

culty, Task specific perceived competence, Test anxiety and affect self-worth, Task value,

Expectancy for success and, finally, Achievements (learning, results, marks etc.). Many of

these components depend on the image the person has about training, for example Learner

efficacy control is based on the image one has about adult training situations. Especially

lower educated and less experienced adult learners depend more on prior schooling expe-

riences and related images, which therefore play a central role in their motivation.

In a similar way the key concepts from participation research are related to images, espe-

cially those based on the interaction approach (cf. Cross, 1981; Rubenson, 1979). These

models usually employ less influential (see Cookson, 1986) background variables (for exam-

ple, prior schooling experiences and congenital properties, Rubenson, 1979) and more

situational and relevant variables, such as valence – expectancy –analysis made by the

individual (Rubenson, 1979; compare Pintrich, 1988). Expectancy is in many ways based on

the images the person has about his/her learning abilities and the usefulness of education

and training in general.

Figure 3. The complexity of the theoretical framework
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Some sociological models of participation (like Lehtonen & Tuomisto, 1972) emphasise the

availability of information as one of the key factors in the participation process. Unless the

person in question has no access to or no interest in receiving information about training

opportunities, the participation is less likely to take place. As shown in model 2, this paper is

based on the assumption that images modify, screen and direct attention and perception,

so that those who have positive images about learning and training are more likely to re-

ceive information about training opportunities, and vice versa.

The complexity of explaining factors is described in the model below. The model is based

on the interaction approach, so that some of the sociological factors are described in the

upper ellipse and the more psychological factors in the lower one.

This study is based on the simplified setting where only images are analysed. The hypoth-

esis is that these images are modified and created - among many other things - by experi-

ences, rumours and stories told by significant others (friends, work mates etc.), by infor-

mation and marketing, and by previous participation etc. Images, on the other hand, influ-

ence the attitudes, information seeking behaviour and actual participation.

E m p i r i c a l  a n a l y s i s
Data and methods of analysis

This paper is based on a research project where qualitative data is used to analyse what

kind of images adults with different educational backgrounds have about learning and train-

ing (Manninen et al., 2003). The shorter, selected data used in this paper will show what kind

of images adults have about (1) the relationship between age and learning, and about words,

(2) “Lifelong learning”, and (3) “Adult learning”1  - two central terms usually used in market-

ing, in political programs and in documents.

Phenomenography (Marton, 1988; Marton et al., 1993) and discourse analysis (Silverman,

1993) will be used as methodological tools for this study. The empirical qualitative data are

based on interviews (n = 24) and on analysis of open questionnaires (n = 134). All inform-

ants were Finnish adults aged between 21 and 64 years, with different educational back-

grounds and levels of formal training. Both sexes were equally represented in the data.

The images people have about the relationship between age and learning will be analysed

using the data from interviews (n=24) and from the open questionnaires (n = 134). The

data were collected using the method similar to qualitative attitude research (Billig, 1989);

the informants were given a statement and were asked first whether they agree or disa-

gree with the statement, and then invited to justify their attitude. The analysis was done

.............................................................
1 The Finnish term used in the interviews was “Aikuisopiskelu”, which can be translated also as “adult

studying”, “studying something when you are an adult”.
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on the arguments, which in this case were given orally (interview) or in written format

(open questionnaires). The statements in this case were learning-related proverbs, such as

‘You can’t teach new tricks to an old dog’, which is used in this paper.

The data for images concerning “Lifelong learning” and “Adult learning” are based on inter-

views (n = 24), where the informants were simply asked to tell what kind of image these

words bring to their minds. Images of “Lifelong learning” were analysed using discourse

analysis, images of “Adult learning” were analysed using phenomenography.

“Lifelong learning” – the conflicting discourses

Discourse analysis was used to point out different ways of speaking about “Lifelong learn-

ing”. These ways of speaking reflect the different images people have about the term and

phenomena.

Two image categories were found in the data; firstly, the phrases were either dealing with

the term in itself (“Good new word”) or with the phenomenon (“eternal studying”). The

second category was positive – neutral – negative –dimension. Negative phrases were more

often term-based, whereas positive and neutral phrases were based on the phenomenon

in itself (learning throughout life). Negative images were based on the administration origi-

nated purposes people felt to be behind the use of the term.

The analysis shows that the message of ‘joy of learning’ offered by society does not reach

all citizens for whom the meaning of “Lifelong learning” is more that of a government and

labour–originated obligation or even a forced activity.

The analysis was continued by defining whether the phrases discuss informal, nonformal

or formal learning situations, how motives for learning were defined (willingness to learn,

part of everyday life, forced by circumstances), and who was the actor (I or me, they,

people, the young).

An example of different actors in the phrases is given below.

Through experiences one learns automatically [Passive]

...when I myself are nearly middle-aged [Me, I]

...also old people can learn [They]

...but I guess they sometimes go to work as well [Third persona]

Differences were also found as to whether the informant based his or her image on formal

training (one can study at the University at old age as well) or informal, everyday learning

(rest of life you then study at the school of life).

An example of positive, neutral and negative images is given below:

POSITIVE: You can learn even when you are retired. Or throughout the whole life. A person

can never say that I don’t need. It’s good always. (Interview 19, female, 58 years old, basic

schooling, worker)
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NEUTRAL: Old people, even though it means whole… also old people can learn, studying

even when you are older. (Interview 22, female, 29 years old, masters degree, white collar)

NEGATIVE: It’s a somewhat invented term, not necessarily fulfilled in practice. Cliché, theo-

retical term, it just sounds stupid (Interview 2, male, 36 years old, grammar school, blue

collar)

The following table summarises the main differences between the images concerning ”Life-

long learning”.

Table 1. Comparison of different images concerning “Lifelong learning”

”LIFELONG LEARNING”

The nature Positive Neutral Negative
of images

Images - Positive learning - Everyday learning - Centralized

based on...   attitude, joy of   requirements   management

  learning, learning as - Self-evident - Cliché

  an opportunity - Learning as automatic - anxiety, obligation,

- Formal and nonformal   everyday activity   labour market driven

  training emphasized - Staying in the - The way of speaking:

- Need for learning   schooling system in   conceptual level, “the

  remains throughout   different stages of life    people”

  life - The way of speaking:

- The way of speaking:   passive, third person

  passive or “I”   (“they”); external actors

  (pensioned people,

  young people, “the

  people”)

Those who have positive images about “Lifelong learning” represent the group of in-

formants whose attitudes towards training and education are positive. They connect more

often learning to formal and nonformal training settings, and they consider the lifelong

existence of learning needs and training opportunities as natural. They also use “Me” and “I”

forms in their expressions, which makes the images more personal.

Neutral images are based more on informal learning and on self-evident everyday learn-

ing needs. Lifelong learning is seen as a natural characteristic of existence, or as a response

to everyday challenges. The way of speaking is passive, and especially if formal training is

mentioned, also third person (They, the young people), which reflects the fact that this is

externalised, something relevant for other groups of people but not for us.

Negative images are related almost solely to the term in itself and to its nature as an

issue raised by central administration and by labour market organisations. Especially the
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origin in labour markets raises images which relate to obligations and forced participation.

There is also some doubt about the linkage between speeches held at celebrations and in

people’s everyday routines – whether the good principles are ever fulfilled in practice.

However, the negative image is related to the use of the term, not to the actual activities

such as learning and studying.

As a conclusion we can say that those who have positive image about Lifelong learning see

it as a natural part of one’s own life and studying. Also those who have neutral image, have

in principle a positive attitude concerning learning and studying, but they don’t consider it

as a currently or personally relevant activity. Studying is seen as an activity suitable for

others, more eager groups of people (retired or young people), and learning is seen as an

informal activity taking place in everyday life. Negative images, on the other hand, seem to

raise only questions and comments concerning state policy and centrally led campaigns, in

the practice (learning, studying) in itself negative images don’t seem to have a direct influ-

ence. One may ask, though, whether negative images related to the term have influence on

the effectiveness of marketing campaigns.

Age and learning – can’t teach the old dog new tricks?

As described earlier in this paper, the informants were given the old proverb “you can’t

teach an old dog new tricks”2, and asked whether they agree or disagree with this proverb,

and more importantly, how they justify their standpoint. The actual phenomenographical

analysis was based on these arguments (n = 24 interviews and 134 written statements).

The key words and expressions in the data were identified and categorised according to

similarity and theme.

Some examples from the data are shown below. The key words and expressions identified

in these examples are highlighted in bold:

You can always learn something new, if you only have a desire to do so. (Questionnaire

1078, female, aged 29)

It all depends on own will, motivation. (Interview 13, male, aged 61)

Learning at an older age seems to require patience and hard work. From teacher it is ex-

pected to receive support, patience and suitable teaching methods.

[..] the courses and teaching have to be a bit different. It is done on their own rules. From

my own experience I know that older people or seniors are very motivated     students.

When they start to study, they are really motivated and eager. (Interview 24, male, aged

36)

.............................................................
2 The Finnish format of this proverb is directly translated “Old dog can’t learn new tricks”, therefore the

results tell more about the learning of older adults than about teaching.
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The main categories identified in the data (differences to learning of younger people, sup-

porting elements, must have –class and requirements) are described in Model 4 below.

Figure 4. Image categories about learning at older age

Adult learning” – Tough and liberating experience?

It was rather common to have an image that ‘adult learning’ takes place during the eve-

nings after working hours, as the following examples show:

My cousin is an adult learner. It is quite tough, since you have to study and work simultane-

ously. It takes evenings and weekends. I admire them. Myself, I have chosen day time stud-

ies. And only after that I move to the labour markets. (Interview 4, female aged 26).

My first image is that someone’s studying after work during the evenings. (Interview 16,

female, aged 36).

Model presented in the Figure 5 summarise the main categories and images related to

“Adult learning”.

Images include the conception that adult learning is hard work after working hours, which

in the worst case takes in also weekends. Learning is seen as a demanding and tough activ-

ity. Adult learning is also regarded as an activity suitable for older people (“over 40 years

old”) if they want to advance in their career or learn a new profession. There are some

positive images as well, which include the positive outcomes such as joy of learning, useful-

ness, and meaningfulness in general. An interesting detail is the rather concrete image of

adult learner as an ”Enthusiastic Aunt-person, who starts a new course again”.



79

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

Figure 5. Images of “Adult learning”

E p i l o g u e  –  F l y i n g  c o w s
The data show that even the common words such as learning and adult learning may have

rather different images in people’s minds, which can be especially negative when lower

educated people are in question. The original study (Manninen et al., 2003) analysed also

the connection between images and lifelong learning paths, and there is a direct connec-

tion between the negative images and passive participation history.

The paper also described how the common political key term “Lifelong learning” can have

either negative images (use of term) or neutral images (good as an idea, but doesn’t con-

cern us), which don’t motivate people to participate learning activities. Partly we can blame

European Commission, which has outlined the modern 1990’s objectives for Lifelong learn-

ing from the viewpoint which emphasise more the needs of the labour market and devel-

ops the competitive edge of European enterprises. Even some textbooks define ‘Lifelong

Learning’ as a synonym for ‘Lifelong Earning’ and ‘Lifelong Employability’ (see Longworth &

Davies, 1996, 64). By contrast, in the 1970’s, when Lifelong learning was first promoted as

an international programme by Unesco, it was based on personal growth and on the human

being instead of competitiveness and employability.
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If – as this paper suggests – motivation to read and receive training information, and

consequently to participate in adult education is greatly influenced by the images one may

have about some of the key words, we should be cautious about how we advertise and

market training opportunities. If ‘Lifelong learning’ and ‘adult learning’ are banned, we should

create new, neutral words and marketing tools to overcome the traditional interpretations

and meanings embedded in language.

One good example of this is Opintoluotsi.fi –information service (“Study pilot”) which pro-

vides access to all training related information in Finland. This service was mentioned as

one of the three innovations by OECD: “….Outreach policies to reach adults who otherwise

might not consider learning, or who have little motivation to learn. The availability of perti-

nent, up-to-date information, sound advice and guidance to the individual needs of adults

is the key to success. Adult Learner’s Week in the United Kingdom, Learnfestival in Switzer-

land or the Opintoluotsi open search service in educational information in Finland, are good

examples of outreach efforts.” (OECD, 2003).

Instead of using the ‘obvious’ logo animals such as…

… or…

… we decided to use a neutral, new animal to promote the message of learning, personal

development, open opportunities and possibilities:
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A b s t r a c t
Social and economic changes taking place in the current society puts through the mill every

age group. People’s experience, knowledge and skills are among the key determinants of

the success in any context. In the university context students have certain rights, duties

and responsibilities, which fulfillment is mediated through attitudes, motivation and learn-

ing skills, and also through their future plans. The economic context in Bulgaria breaks the

motivation and attitudes for active participation in educational process of the young peo-

ple. Their passive behavior hinders the processes of meta- knowledge /the development

of their meta- cognitive skills/ and influences negatively their personal and professional

development. Activation of students in the instructional process requires application of a

well deliberate strategy. In that sense the study of the topic “Instructional design” is ex-

tremely suitable for at least two reasons: first, to test the pragmatic nature of the theory,

and second, to achieve the educational goals laid down. This paper analyses the goals, ob-

jectives, stages and results obtained in the work with regular students as well as the mu-

tual benefits to all program participants.

DESIGNING STUDY SUPPORT
ENVIRONMENTS: SOME WAYS TO
OVERCOME THE STUDENTS’ PASSIVITY
Milka Atanasova
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S o c i a l  a n d  l e a r n i n g  d i m e n s i o n s  o f  t h e  c o n t e x t
Many changes are taking place in Bulgaria in the fields of economy, policy, education, etc.

The final outcomes are still rather unsatisfactory for many people. The high unemploy-

ment rate (14-15%) and the low living standard represent some of the most eloquent evi-

dence in this respect. The social context itself discourages most of the students and makes

them indifferent to their obligations as learners.

To motivate and improve the students’ active participation is becoming an increasingly

difficult challenge to teacher- trainers. Many young people attempt to obtain a diploma by

using minimal efforts to acquire knowledge and skills and to improve their personal capaci-

ties.

The passive behaviour they prefer to practise (listening to lectures, writing notes and re-

producing the learned material during the examinations) does not help them realize their

cognitive, social and personal capabilities and weaknesses. Generally, the absence of meta-

cognitive knowledge makes the regular students either self- opinionated or extremely un-

sure of themselves. As a rule, this statement does not refer to those studying and working

simultaneously. In the context of their professional obligations they succeed in better real-

izing their advantages and deficiencies. During the instructional sessions these are mostly

the people who are able to clearly define their own positive and negative characteristics as

well as their study course expectations. Even working in fields not directly related to adult

education, they search for opportunities to gain more benefit from the instruction, both

personally and professionally. Unlike the other students who do not work, they ask many

more questions and show strong pragmatic orientation. “Working” students constitute a

small part of the group (8-10 out of 48), but greatly enrich the learning environment by

their ideas, thinking styles, values and attitudes. Very often, and completely reasonably,

they correct “infantile” or “abstract” contributions of their non- working colleagues.

Considering those circumstances (in the social and learning context) I defined the following

priorities in the syllabus of Andragogics:

- to build up a positive attitude towards acquiring the content of the subject- matter

Andragogics (Adult Education);

- to facilitate the creation of a positive ethos and further development of the relations

between students;

- to encourage the improvement of students’ cognitive, social and meta-cognitive skills;

- to change their learning adjustment – the knowledge is not only a goal, but also an

instrument for goal achievement, performer oriented instruction.
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T h e o r e t i c a l  c o n t ex t
Altogether, 45 lectures and 15 seminars are devoted to teaching in Andragogics. There are

key topics in the syllabus concerning the science subject matter, its objectives, achieve-

ments, issues, and trends for future development. Some of the topics are hardly under-

standable for bachelor students in the third semester of second grade. To make students

more committed to the theory, and not denying it as a dead load making their studies

harder, I developed a “scenario” for understanding and acquiring theory in the form of

small projects for “local” action.

One of the topics included in the syllabus is called “Instructional design”. In fact, this is the

subject matter of the present paper because of its volume. The topic content is based

upon previously acquired knowledge, as for instance: models for motivating adult learners,

learning theories, learning styles and approaches, learning forms and methods, technology

of course development, types of forms and methods for achievement evaluation, etc.

During the lectures students become aware of the concept of “Instructional design” since

it is not well known in practice. Actually, the concept “Instructional design” became particu-

larly popular in the theory during the last 3-4 decades.

The Instructional design as a scientific trend develops detailed description of the needed

pre-requisites and situations for implementation of effective teaching and learning.

As a theory examines, defines and suggests various models, approaches, strategies needed

for achieving certain goals of education.

The Instructional design as an approach creates “the scenario” for implementing the activi-

ties of teaching and learning. It focuses the attention on the inter-relation between the

learning needs (who the learners are and what their needs are), the goals of instruction

(why one should study), the development and the contents selection (what to study), the

procedures of learning (how to study), and the evaluation of the achieved results (what

forms and methods are to be used to identify the learning acquisitions).

In the context of the Instructional design, the results are those which help define new

goals, selected approaches, methods and techniques of learning.

Among the most popular models are the following: ADDIE model (McGriff, 2003), Dick and

Carey Model (1990), Kemp model (Kemp, Morrison and Ross, 1996) and ASSURE model de-

veloped by Robert Heinich, Michael Molenda, and James D. Russell (1993).

What connect the separate models are the three basic activities roughly defined as fol-

lows: analysis, strategy development, and evaluation.

The Walter Dick and Lou Carey model is used to activate and motivate the students. This

model prescribes a methodology for instruction which is targeted on the knowledge and

skills to be taught and supplies the relative conditions for the learning.
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The main elements of this model include:     determination of instructional goal; defini-

tion of the context in which the skills will be learned; writing of performance objectives

and criteria for successful performance; development of assessment instruments based

on the objectives; development of strategy to achieve the terminal objective; develop-

ment of “scenario” for instruction; designing and conducting formative evaluation; and,

designing and conducting summative evaluation.

This model breaks instruction down into smaller parts and gives a good idea of how to

decompose an entity, such as the process of education, into logically related parts.

To know more about other popular models the students become familiar with the ADDIE

Model (analysis, design, development, implementation, evaluation).

The “needs”analysis constitutes an important part of the joint work with students or learn-

ers. In Dick and Carey’s model that part is not particularly isolated.

M e t h o d o l o g y  o f  t h e  i n s t r u c t i o n
So, if the first step is to assess the learning needs, how to accomplish it?

Students should take an active part in this phase in order more easily to realize how the

learning demands could be examined. To that end they were asked to fill in questionnaires

and tests, as well as to answer various questions.

The attention was focused on their own motivation, expectations, learning style, self- analy-

sis skills. The learning motivation was examined by a questionnaire, while the expectations

from the course of Andragogy were checked by using written forms. The learning styles

were determined using Honey and Mumford’s (1992) questionnaire, and the self-reflection

about their own learning experience followed SWOT analysis and the K-diagram. It involves

describing positive and negative personal characteristics and some ideas on how to im-

prove them.

Data obtained from the first phase served as a basis for implementing the next stages of

the instructional design.

By means of the various methods used in the context of instruction the students mas-

tered theoretical knowledge that gradually showed them the stages of the design. In other

words, they become real witnesses and participants in the process of how, on the grounds

of information gathered about their own learning needs, the next sessions are constructed.

The second step relates to the elaboration of a framework for instructional design (clear

definition of the goals and objectives - skills, knowledge and attitudes to be developed)

according to data analysis of the first phase.

The third step concerns the development of the ‘architecture’ of learning activities to

meet the objectives.
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The next phase represents the implementation, i.e. the step relating to the creation of

appropriate study support environments (including learning materials and tasks, pro-active

feedback, additional help and support). In other words it means resources and strategies to

be utilized.

To facilitate understanding of the nature of Instructional design and to encourage stu-

dents to “abandon” their passive functions, they were involved in obligatory performance

of real tasks prior to the final exam. Every one who is able to successfully perform each of

the tasks is given the opportunity to choose the way of taking the exam. Students were

informed about that in advance at the very beginning of studying “Andragogics”.

There are two possible ways: project development (research area by choice) and

defense of the project at the end of the semester, or the second alternative -

the traditional and well known written examination during the session.

To successfully fulfil the tasks given they should do the following:

Student’s     first step - carrying out a practical task: one of them conducts an interview with

adult learners. Each student has to create a framework for the questionnaire and to inter-

view between 3-5 adults.

The questions of the interview cover the following areas:

- Why the respondent continues his/her learning or training;

- What kind of difficulties the respondent meets during the study;

- What kind of techniques and strategies he/she applies to learn more easily;

- What the respondent’s learning style is;

- What kind of instructional methods the adult learner prefers;

- How the respondent manages the time in order to carry out all personal duties.

The interview aims at stimulating the students to better learn the issues related to the

learning style, techniques, strategies, methods, forms of instruction, and provide data for

the purposes of Instructional design, at the same time.

The second step involves public activity- presentation of the analysis of data collected via

the interviews in front of all students. Students are given the chance to determine the

most interesting moments of the interviews that deserve the audience’s attention.

They were surprised to find out that many of the respondents were not able to determine

their own learning style, did not know what is meant by learning approach, and could not

articulate methods and forms they would like instructors to use. On this background they

realized how competent they had become by virtue of their theoretical preparation. Moreo-

ver, they realized themselves how difficult it is to determine the learning needs of a given

learning group if the people participating in the instructional process don’t have even a

rudimentary knowledge of learning.
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To involve students in the phase “design and development” they have to continue with

the next activities: to participate in working groups. The goal is to develop a draft program

for instruction. The program must be designed to meet the learning needs of a given

target group. Everybody submits data collected by the conducted interviews. Thus a “tar-

get group” of approximately 18-24 persons is constructed.

The program should determine the instructional goal and objective on the grounds of the

learning needs and develop an instructional strategy- selection of appropriate methods,

type of activities and feedback. Finally, it includes also design and conducting formative

evaluation.

Final phase – evaluation is implemented at two levels.

The First is “expert evaluation” held by a team of students (with arguments - positive and

negative characteristics of the elaborated programs).

The three best programs, developed by the particular groups,     are announced (by

students and me) and everybody can make a copy after receiving the “authors” copyright

permission.

The second is to determine by filling a questionnaire how successful the ID is in facilitating

and supporting students’ activities.

Otherwise said, students make particular activities alone (the “target group” turns into

instructional designers).

The successful fulfilment of the tasks (according to previously defined criteria) confronts

students with new challenges – selection of the project subject area and deciding upon

whether to work in team or independently.

The nature of the project work itself creates conditions for spontaneous interactions with

the lecturer and other students, as well.

The project preparation involves students in carrying out various activities, as for example:

selection of research field; defense of the choice; precise denomination of the selected

topic; creation of the action plan; thinking over the technology of project elaboration; time

management, presentation and self- evaluation.

Evaluation of learning benefits:

According to students:

1. More generally:

Working on learning projects (more thorough investigation of a given issue in the adult

education field) gives them the opportunity to develop a number of important skills to be

of value in the working environment, too, as for example, skills for generalizing large infor-

mational resources; defining conclusions independently; decision making; team working;
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allocating duties and responsibilities; defending one’s own position; evaluation skills; self-

reflection skills.

2. More narrowly:

The students learned more about themselves, about their positive and negative character-

istics (for that purpose not only practical tasks are used, but also many other techniques,

diagrams and tests). They developed skills to manage the learning process and improved

their skills to present own work. Moreover, they extended their interactions with people

who possess richer worldly wisdom and improve their social skills (to create a contact, to

communicate in an effective way). Last but not least, students acquired important tech-

niques for learning; review and assessment of their colleagues’ reports.

The technology that I use in the training includes developing of a portfolio by the students.

It contains many interesting ideas on how the textbook’s content can be structured, how

the students can learn more easily, what kind of difficulties they meet.

The personal portfolio represents very good evidence about the efforts made and the

progress that each student has achieved and thus illustrates what we both are able to

achieve for one semester.

My learning benefits as a lecturer:

1. I developed a model for students’ motivation - ARCS

To develop models is a hard task. There’s no way to submit evidence for its effectiveness.

So, I’d rather try to conceptualize the particular stages of my work with students and to

draw the attention to key elements relevant to the very nature of instructional design. In

fact, the development of this model has been inspired by the ARCS model of motivation

(Keller, 1999). The following parts are separated there: Attention, Relevance, Confidence,

and Satisfaction.

In the context of the study curriculum of Andragogics the following elements became

prominent:

Attention -  -  -  -  - directing attention to the course curriculum by using questions, giving exam-

ples of good practice in the field of Adult education in a comparative manner, and, pre-

senting photographs and publications.

Reflection was achieved by analyzing and conceptualizing previous learning experience;

by reflecting on the experience through various techniques, as for instance, K- diagram

and SWOT analysis; by deliberation and awareness of the new paths for development; and,

finally, elaboration of one’s own plan for acquiring new skills.

Relevance was created through selection of learning content according to the needs,

experience and interests of students and by providing a balance between their expecta-

tions and the program’s requirements.
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Satisfaction from the work done involves encouragement and support by the means of

feedback, self- evaluation and assessment on the part of the teacher.

2. I developed an exemplary conceptual framework for teacher’s portfolio.

One of the most popular ways for improving the performance of the teacher is to create

a portfolio.

The portfolio is based on information that helps him/her in the practical work.

To have well structured information and a logical presentation of the teacher’s activities,

the portfolio should include the following sectors:

1. Design of the educational program

2. Approaches, methods and techniques of teaching

3. Educational resources /support materials, original texts, pictures etc.

4. Evaluating the achievements of the learners.

5. Professional development and improvement of the teacher

3. What are the steps to be undertaken to prepare a portfolio?

First, one has to define what spheres of professional activity will be the focus of the

learner’s interest. Afterwards one creates one’s own matrix or table to present the most

relevant information, reflecting the work of the respective teacher. The next stage in-

volves the beginning of the essential work, related to conceptualizing the data obtained

from personal observations and analysis – “reflections during and after the actions”. Simul-

taneously, proofs are “collected” (the so called meta portfolio) for the publications, partici-

pation in conferences, seminars, papers, plans, suggestions for improvement of education.

4. What could be the stepping stones, structuring the information in the

subdivisions of the portfolio?

Design of the educational program - initial situation, differentiation of thematic fields,

defining common and specific skills, new ideas for modernizing the educational program.

The initial situation for preparing the educational program involves analysis of the previous

experience of preliminary information on the expectations of the learners, taking into

consideration the requirements of the employers, protocol opinions and suggestions, given

by colleagues. The next step is to enrich the thematic fields with information entities, and

to define and redefine common specific skills that should be acquired in the process of

education.

Approaches, methods and strategies of teaching     include description of approaches,

methods, techniques and strategies that were effective while teaching learners who en-

countered challenges in the learning process. Furthermore, there’s a need to summarise

the experience from teaching approaches and techniques that were used by the teacher in

the context of learners successfully managing the requirements of the learning process.
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New ideas for applying methods, strategies and techniques, used by other teachers or

found in theoretical sources, should complete the process.

Evaluation of the achievements     - evaluation criteria, methods and techniques of evalu-

ation, mechanism of successful feedback. The criteria for evaluating the results of the

learners and ideas for their precision, regrouping and redefining, should be described in the

portfolio. The evaluation methods and forms that were used, i.e. mutual evaluation, self-

evaluation, formative summative evaluation etc., should be analysed, and the ways for

providing successful feedback with learners should be systemized (the attention could be

focused on the various approaches used by the teacher in his/her work, comments and

conclusions, ideas for improving the mechanism “feedback”).

Teaching resources – working materials, original texts, tests, slides etc.

First, there should be description of the teaching materials that were developed by the

teacher and are available at the library. Secondly, provision of a bibliographic list of Internet

based resources – constant enrichment of the data base is needed. Thirdly, contents of

the teaching packages – lists of all available sources of information needed for the prepa-

ration of the learners and for drafting protocols with ideas on their updating and enrich-

ment should be outlined.

Raising the professional qualification –  –  –  –  – professional improvement

This includes creation and updating of the list of own publications in newspapers, maga-

zines, journals, participation in various forums – conferences, discussions and working

groups, presenting a list of completed courses for acquiring or improving computer lit-

eracy, foreign language, postgraduate qualification, master program etc., and, developing

a plan for future professional and personal development (defining short and long-term

goals).

C o n c l u s i o n
Involving students in the process of fulfilment of various tasks with gradually increasing

difficulty reveals their skills to cope with challenges in both academic and informal context.

Creating an appropriate study environment for acquiring knowledge and its practical appli-

cation makes students more confident and encourages them to take over the responsibil-

ity for their own personal and professional improvement.
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THE MODEL CONNECTING LEARNING
ORIENTATION, MOTIVATION, LEARNING
STYLES AND THE ROLE OF LEARNING
ENVIRONMENT
Barica Marentič Požarnik

A b s t r a c t
The model of learning approaches/styles (Ramsden; Entwistle; later also Vermunt et al.) is

potentially important for understanding and improving education in young peple and adults.

It explains connections between learning orientation (for example orientation to meaning,

reproduction, achievement and vocation), motivation (extrinsic – intrinsic, positive- nega-

tive, achievement motivation) and learning approach or style (surface, deep, strategic;

holistic – atomistic). To achieve high quality results, it is important to encourage a deep

approach/style in learning.

The basic question is to what extent learning style is influenced by personal characteristics

and/or by situational or context variables. Most probably we can speak of an interaction,

learner’s perception of learning environment representing the link between the two. We

still do not know enough about the influence that the (not always optimal) learning envi-

ronment during formal schooling has on learning styles in adults. But the important task of

the teacher of adult students remains to design a learning environment that encourages

and sustains a deep approach and meaningful orientation to learning.
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I n t r o d u c t i o n
Learning motivation of young people and adults is becoming one of the fundamental prob-

lems of today’s education. Often we speak about the crisis of motivation. To motivate

unmotivated and less able students is regarded by some as the most important task for

education in the 21st century (Hidi, Harackiewicz, 2000). In the basic document of our

school reform, we have also listed among the most important problems that we have to

face and solve the lack of educational motivation (Izhodišča… 1996, pp. 10). But we too

often seek shortcuts and look for short-term results, in the sense of external control and

other isolated measures in schools, without looking at the systemic inter-connectedness of

high quality teaching, learning and motivation. This can have adverse consequences for

learning motivation in adults.

Therefore, I shall present a model that brings important variables together in a meaningful

way and also gives a sound basis for improving the context of formal and informal adult

learning.

C o n n e c t i o n  b e t we e n  l e a r n i n g  o r i e n t a t i o n ,
m o t i v a t i o n ,  a p p r o a c h  t o  l e a r n i n g  a n d  o u t c o m e s
The model of learning approaches/styles (Ramsden; Entwistle, Vermunt et al.) is potentially

important for understanding and improving education in young people and adults. It is an

attempt to explain connections between student’s learning orientation (for example orien-

tation to meaning, reproduction or achievement), prevailing motivation (extrinsic – intrin-

sic, positive- negative, achievement motivation) and learning approach or style, conceived

as »a general tendency to adopt a particular learning strategy« (Entwistle, 1996, 93). On

the basis of phenomenographically based research, performed in Great Britain, Sweden

and Australia in the 70s and 80s (cit. after Entwistle, 1996, 80-83; 101-102), a relatively

consistent model emerged which confirmed connections between learning approach, mo-

tivation and learning outcomes.

Learning orientation     (mainly investigated in university students and also part-time adult

students) is linked to the student’s intentions and also to study strategies; three main

learning orientations have been identified:

- Orientation to personal meaning     (student is motivated mainly by his or her interests

in the subject matter – intrinsic motivation – and in personal development; the ap-

proach to learning is predominantly deep, holistic, oriented toward comprehension and

interconnectedness of subject matter. It is relatively independent, not mainly »syllabus bound«.

- Reproducing orientation     (student is motivated mainly by fear of failure – extrinsic

and negative motivation     - sometimes combined with anxiety; he or she wishes to get
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a degree by minimal effort. The surface approach and serialist learning is prevailing; the

student tries to guess what the exam demands are and wants clear instructions and a

defined syllabus to guide studying.

- Achieving orientation (student wants to »outperform« others, to show excellence, to

get the highest possible grades – »university as a competition game«). This means that

achievement motivation     with hope for success is prevailing. The approach to learning

is flexible, strategic, organised – may be deep or surface, as the situation requires.

- It is interesting, from the point of view of adult learners, that Vermunt, in his study of

part time students, found also what he called a vocational orientation, characterised

by motivation to get useful knowledge, applicable to the vocational field (Vermunt

1993, cit. in Marentič Požarnik et al. 1995, 148-149).

The study orientation is also connected to the individual’s mental model or conception

of learning; if we see learning mainly as a quantitative increase of knowledge, we shall use

reproductive strategies; if learning is something that helps us to better understand the

world and ourselves and to achieve personal change, our strategies are going to be in the

direction of a deep and meaningful learning approach. (after Saljo, see Marentič Požarnik

2000, Peklaj 1995, 158-161)

Table 1: The model of learning orientation, motivation, style and outcome (the synthesis of

Entwistle, Ramsden, Vermunt et al.)

Learning Learning Learning Learning

Orientation Motivation Style Outcome

Personal Intrinsic Deep Deep

meaning motivation Holistic understanding

Reproducing Extrinsic Surface Incomplete

Fear of failure Serialist understanding

Achieving Achievement Organised  High grades

Motivation Strategic

Vocational Vocational Task oriented Useful knowledge

interest

The important point is that different approaches to learning (deep, surface, strategic) lead

to different outcomes. The connection is logical as well as proven by empirical results

(Ramsden, 1988). The student who just tends to memorise facts and is focusing on »signs«
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of the study text instead of ideas and meaning would end up with poor understanding and

a knowledge of disconnected facts which leads to quick forgetting. A student with a deep

approach that interacts in different ways with a study text and relates concepts to previ-

ous knowledge and to personal experience, has a better chance to remember and later also

to use the knowledge in different contexts and practical situations.

T h e  l e a r n e r ’ s  p e r c e p t i o n  o f  t h e  l e a r n i n g
e n v i r o n m e n t
Here, we shall not go into other details about differences between deep, surface, strategic

and also deep active, deep passive, surface active and surface passive approaches as well

as the serialist and holist approach (Marentič Požarnik et al., 144-145). We shall concentrate

on the connections between main aspects of the model – study orientation, study ap-

proach, motivation and outcomes, from the point of view of the study context.

The basic question is to what extent the individual learning approach/style is influenced by

personal characteristics on the one hand and by situational or context variables on the

other. Most probably we can speak of an interaction, learner’s perception of learning

environment representing the link between the two. It is the way student perceives and

interprets the educational context which is important. Among the most powerful compo-

nents of this context are assessment requirements. »Students’ perceptions of assess-

ment and teaching profoundly affect their approaches to learning and the quality of what

they learn.« (Ramsden, 1988, 24). Unfortunately, pleasing teachers and learning to get high

grades does not necessarily lead to learning for understanding. The challenging task is to

design teaching in such a way that »pleasing the teacher« would overlap with learning for

understanding and a deep approach to learning. One of the obstacles is teachers’ inability

to »assess for understanding«, another poweful obstacle being too much stress on results

of external testing (»high stake« testing).

The external testing, which by its very nature has to be objective and thus less sensitive to

higher cognitive goals, can be very detrimental in this respect. In Slovenia, a number of

research studies have shown that the effects of external final tests in the general second-

ary school (“matura”) go in the direction of lowering the cognitive level of the teaching

process, consolidating the transmission mode of teaching and reducing the variety of the

teaching methods used, like independent group projects, open classroom dialogue. The

attention and effort of students, especially in the last two years of secondary school, is

directed more or less exclusively to results on external tests and thus leading to surface

approaches, unstable knowledge and quick forgetting of basic concepts and principles (see

Rutar Ilc, 2001; Marentič Požarnik, 2001; Šteh Kure, 2000 and others).
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A too competitive, achievement oriented climate certainly has detrimental effects on in-

trinsic motivation. A comparative study has shown that British, compared to Slovene     ado-

lescents, are more interested in what they learn at school, they like to go to school, see

more usefulness in what they learn, are less bored, see themselves as being more respon-

sible for the school success, perceive that teachers have fun in teaching; British students

also try harder to do their best, are putting effort also to learning things that are not so

interesting and are more critical in their learning. They also have a better self-concept in 5

out of 6 areas (Slovene adolescents having a comparable self-concept only in sports) (Kobal,

2001). We should not forget that the student’s self-concept is closely linked to the attitude

to learning and schooling; persons with a positive self-image are also more resistant to

failure and have a chance to be self-directed learners (Peklaj, 2001).

The long-term effects of teaching and assessment practices should be regarded as more

important than short-term interests of testing for student selection even when justifying

it with »we need external pressures, not everybody can learn with interest.« (Šebart, Krek,

2001).

T h e  s u p p o r t  o f  i n t r i n s i c  m o t i v a t i o n  i n  a d u l t s
h a s  t o  b e  s y s t e m i c
It is important to support the development of what Csikszentmihaly refers to as the »auto-

telic personality«, which can give full energy to activities which are meaningful and person-

ally important, regardless of external praise, rewards or personal ambition, fame, or money.

Full concentration on such activities brings the optimal state of »flow« – »when emotions,

volition and cognition speak the same language.« (Csikszentmihaly, 2001, 163-165). In to-

day’s world, people get less and less chance for enjoyment in giving their full energy to

meaningful activities in learning and work, and displace their »life centre« to free time

activities, many of those being passive or unproductive (TV consuming) and even harmful,

as drugs and violence..

In one of the studies, »autotelic« adolescents chose more active free time activities, those

that required more organised effort; besides, they also spent more time learning (6 hours

per week more than other, less »autotelic« youngsters; they reported on the whole a bet-

ter quality of life, more fun and more self respect (Csikszentmihaly, 2001, 95).

In a similar vein, the CET – Cognitive Evaluation Theory – – – – – proposes that underlying the

intrinsic motivation are innate psychological needs for competence and self-determina-

tion. The effects of external rewards or pressures, assessment, deadlines, competition…

depend on how a person perceives them - more as an external control or more as informa-

tion about one’s competence. In other words: events that decrease perceived self-deter-
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mination, will undermine intrinsic motivation; those that increase perceived self-determi-

nation (connected to an internal perceived «locus of causality«), will enhance intrinsic moti-

vation. (Deci, Koestner, Ryan, 2001, 3) The concept of an internal as compared to an exter-

nal »locus of causality« can be regarded as analogous to the concept of »autotelic« person-

ality. And the »orientation to meaning«, mentioned at the beginning, that leads to deep

learning approach, also implies autonomy in learning, a relative independence of immediate

course requirements.

Learning for tests and examinations, as well as the prevailing transmission mode of teach-

ing, overburdened curricula and time pressure, lack of active methods, too little dialogue

and student initiative - these characteristics of formal schooling, characteristic also for a

large part of higher education, have long-term influence on learning motivation, attitudes

to knowledge, learning styles as well as on self-confidence in adults. We need more re-

search in this area, especially about how perceptions of adult part-time students are af-

fected by their past as well as immediate study experiences. Also, one of the most impor-

tant tasks for the reform of higher education remains to design a learning environment

that encourages and sustains a deep approach, meaningful orientation to learning and

intrinsic motivation.

The teaching as well as assessment of adult students should be maximally aligned to the

objectives we want to reach and to the characteristics of the students (Biggs, 1999). This

means among other considerations clear, meaningful goals that match the abilities, inter-

ests and especially the vast experiences of adults, taken in the broadest sense (Jarvis 2003),

it means creating a good group climate, introducing methods that give place to initiative,

ideas and self control of students, varied forms of »alternative«, authentic assessment,

including self-assessment and peer assessment (Biggs, 1999, 204-206). These are some

basic ingredients that would support intrinsic motivation, »autotelic« personal traits, self-

confidence and an orientation to personal meaning that lead to deep learning. In some

cases, adverse experiences from previous schooling would need some time to be over-

come, so more teacher support would be needed at the start. But according to the best

founded current theories on learning and motivation, this combination promises to give

good long-term results (learning with understanding, a wish to learn more in the future)

and personal satisfaction.

The achievement of such changes in a predominantly traditional university setting would

require sustained support of university staff, in terms of in-service training, consultations,

action learning and action research, aimed at changing their conceptions and practices; the

results are not quick but they are important (Marentič Požarnik, Puklek Levpušček).



101

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

R e f e r e n c e s
• Biggs, J. (1999). Teaching for Quality Learning at University. What the student does.

Buckingham, SRHE and Open University Press.

• Csikszentmihalyi, M. (2001) Lebe gut! Wie sie das Beste aur Ihrem Leben machen. Munchen:

dtv.

• Deci, E., R. Koestner, Ryan, R. M. (2001) Extrinsic Rewards and Intrinsic Motivation in Edu-

cation: Reconsidered Once Again. Review of Educational Research, Vol. 71, No 1, pp.1-28.

• Entwistle, N. (1988) Styles of Learning and Teaching London. David Fulton Publ.

• Hidi S., & Harackiewicz J.M. (2000) Motivating the Academically Unmotivated: A Critical

Issue for the 21st Century. Review of Educational Research, Vol. 70, No 2, pp. 151-180.

• Izhodišča kurikularne prenove (1996). Ljubljana: Nacionalni kurikularni svet.

• Jarvis, P. (2003). Izkustveno učenje in pomen izkušnje. Sodobna pedagogika. Vol. 54, No.

1, pp. 94-103.

• Kobal, D. (2001) Odnos do šole in učenja ter samopodoba pri skupinah Slovencev in

Britancev. Psihološka obzorja, Vol. 10, No. 3, pp. 43-56.

• Marentič Požarnik, B., Magajna, L., Peklaj, C. (1995) Izziv raznolikosti. Stili spoznavanja,

učenja, mišljenja. Nova Gorica, Educa.

• Marentič Požarnik, B. (2000) Psihologija učenja in pouka. Ljubljana, DZS.

• Marentič Požarnik, B. (2001) Zunanje preverjanje, kultura učenja in kakovost

(maturitetnega) znanja. Sodobna pedagogika, Vol. 52, No. 3, pp. 54-66.

• Marentič Požarnik, B. (2002) Notranja učna motivacija kot pogoj in cilj kakovostnega

izobraževanja. Vzgoja in izobraževanje, Vol. XXXIII, No. 3, pp. 8-13.

• Marentič Požarnik B., Puklek Levpušček, M. (2002) Perceptions of quality and changes in

teaching and learning by participants of university staff development courses. Horizons

of Psychology, Vol. 11, No 2, pp. 71-80.

• Peklaj, C. (1995) Rezultati vprašalnika pristopov k učenju (Entwistle, 1979) pri nas: V:

Marentič Požarnik B., L. Magajna, C. Peklaj (1995) Izziv raznolikosti. Stili spoznavanja, učenja,

mišljenja. Nova Gorica, Educa, pp. 151-162.

• Peklaj, C. (2001) Metacognitive, affective-motivational processes in self-regulated learning

and students’ achievement in native language. Horizons of Psychology, vol. 10, No. 3, pp.

7-21.

• Ramsden, P., Ed. (1988) Improving Learning. New Perspectives. London, Kogan Page.

• Rutar Ilc, Z. (2001) Ugotovitve spremljave mature na pouk. Sodobna pedagogika, Vol. 52,

No. 3, pp. 76-97.

• Šebart M., Krek, J. (2001) Komplementarnost divergentnih pojmovanj ocenjevanja znanja.

Sodobna pedagogika, Vol. 52, No. 3, pp. 10-29.



102

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

• Šteh Kure, B. (2000) Kakovost učenja in poučevanja v okviru gimnazijskega programa.

Ph.D, thesis. Filozofska fakulteta Univerze v Ljubljani.



103

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

DISTANCE ACADEMIC ADVISING AND
SUCCESSFUL SUPPORT OF ADULT
LEARNING
Kristine Smalcel Pederson

A b s t r a c t
“A primary goal of distance education is to provide an environment in which learning oc-

curs at the time, location, and pace of the individual learner.” (NACADA, 1999) Flexible dis-

tance education, in any delivery format, can be a wonderful, self-directed educational op-

tion for adults. It can also be an isolating and disappointing experience. Quality academic

advising is one of the most important continuous threads in the successful learning jour-

neys of adults, and this is particularly critical in distance education programs for adults.

Technology and curriculum design are two of the most prominent distance education top-

ics in the field of distance education practice and research. These are engaging and impor-

tant topics, but their predominance often overshadow other important and overarching

themes. I propose to highlight in this paper quality standards and best practice for distance

education academic advising as set by various international educational organizations in

relation to promoting adult motivation and learning. I will address how these distance edu-

cation standards relate to the relationships between adult learners and advisors and advis-

ing tools, including how advising is an important part of the teaching and learning aspect

of education.

In summary, advising of students should be seen as critical motivating and learning compo-

nents of the adult educational experience in addition to the supporting role with which

academic advising is normally identified.
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The purpose of this paper is not to describe the era of the institution or the era of the

professor within post-secondary education, but to describe, at least from my North Ameri-

can viewpoint, what Barr (1995) identifies as the era of the student. The central theme

throughout my discussion is that the role of an academic advisor-adult educator must be,

at least in distance education if not in all adult learning systems, student-centered in order

to fully enable the adult learner in the educational setting. For our discussion, an academic

advisor working within a distance education environment is someone who provides general

information and support services as well as assists students in the development and imple-

mentation of meaningful educational plans that are compatible with their life goals. In

Europe, I believe this type of advising service is generally delivered through what is called a

counseling department. In Canada, the formal term of Counselor is typically reserved for a

more specialized group of counselors who resolve personal life issues that are interfering

with a student’s academic aspirations. A few quotations in this paper refer to informal

counseling and should be interpreted to mean the same as my references to academic

advising. I will not address the underlying philosophies or theories of North American aca-

demic advising, but I will be pleased to provide further references to any adult education

colleagues who are interested in learning more about this area of study.1

To begin with, I would like to provide a brief overview of my Canadian perspective on dis-

tance and adult education. The topic of academic advising within a distance education

model has become a research interest to me as an educational administrator. The role of

an academic advisor, at least from my Canadian perspective, is a role that attempts to

balance best practices and standards with, what appear to be inherent problems in the

system. Advisors work very closely with students, and are important to the student learn-

ing process, but adult learning systems in distance education do not always fully utilize

advising resources. Throughout our discussion I will share with you some results of my

recent surveys and research into these inherent problems, and will present some practices

I believe can be used as a starting point to improving the overall learning of adults in dis-

tance education.

The topic of adult learning within Canadian distance education models has enjoyed much

discourse over the years. This discourse centers on whether distance learning aids social

education, a true form of adult education or whether the learning only supports the nar-

row focus of what Spencer describes as education for adults, where the learning has a

.............................................................
1 The National Academic Advising Association (NACADA) is the most comprehensive organization devoted

to academic advising in North America, and has some very good resources. It is based in the United
States and is predominantly concerned with younger adults and formal education, but it also has facili-
tated research and created resources for adult education and distance education. For more informa-
tion, see the NACADA web site: http://www.nacada.ksu.edu/.
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specific vocational-self interest purposes (1998, pp. 343-346). Although the debate is inter-

esting from a theoretical perspective, as academic advisors must support adult learners

regardless of intent in a positive way. Consequently, for the remainder of this paper I will

focus on those practices I believe best support the adult learner to achieve her or his own

aspirations.

For most of the twentieth century in Canada adult education followed an informal path

where numerous non-formal types of learning organizations were implemented. In the

1970’s several institutions were created to provide greater educational access opportuni-

ties for a wider range of adults. These institutions were designed using the Open Univer-

sity, United Kingdom style of open distance education. As Selman notes, the Open Univer-

sity, UK “took the long-established practice of ‘correspondence study’ and embellished it in

a variety of ways: supplementary broadcasts, local tutoring and counselling centres, audio

and other augmentation of the traditional print materials in the course packages, and brief

residential periods of study” (1990, p. 274).

The Open Learning Agency (OLA), the institution, of which I am employed, was one of the

Canadian institutions created on the UK open distance learning model. The OLA provides

informal, non-formal and formal types of learning to the British Columbia public.2  Exam-

ples of these kinds of programs include: television broadcasts; community learning cen-

tres; and courses and programs in the areas of adult basic education, vocational and trades

training, as well as college and university credentials (OLA, 2003). The programs and courses

can be taken for both credit and non-credit interest only purposes.

Since the 1970s, many traditional post-secondary institutions in Canada have followed the

government’s lead in what can be loosely categorized as progressive educational philoso-

phy, a philosophy that recognizes the importance of providing opportunities for individuals

to engage in personal development and social progress (Darkenwald, 1982, p. 69). Although

opportunities for adults to engage in non-formal and informal education through public

distance education in Canada still exist, a new distance education hybrid model that is a

combination of informal and formal education now exists. For our discussion, informal

education means part-time and self-directed and is sometimes called continuing educa-

tion; and formal education means a type of education that is full-time and for credit (Shale,

2002, pp. 1-7). This Canadian hybrid type of approach to adult distance learning encom-

passes part-time, self-directed, non-credit studies as well as for-credit and full-time stud-

ies. In Canada, distance education is delivered by both public open learning institutions and

traditional schools such as secondary and post-secondary systems, technical institutions,

.............................................................
2 See http://www.ola.ca
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and universities, along with some private institutions (Spencer, 1998, p. 26). Traditional on-

site educational institutions that now deliver some distance courses and programs are

referred to as dual-delivery or dual-mode institutions.

The expansion of distance education offerings via traditionally on-site institutions is re-

flective of the trend known as lifelong learning.3  Fretwell and Colombano noted a defini-

tion of lifelong learning within a discussion paper for the World Bank:

”lifelong learning, taken in the broadest sense, is to help individuals obtain the skills and

knowledge to assist them in adapting to different stages of their life including: (a) early

separation from family as a youth, (b) life as a wage earner and member of society during

adulthood, and (c) life as an older adult during which time individuals withdraw from the

workforce and enter retirement.” (2000, p.5)

In traditional adult learning the last two stages are of most important, but in distance

education students come from all three phases. For academic advisors this often causes

much confusion for those trying to apply the research to best practices. An example of

this confusion is found when one considers that most research on academic advising at a

distance comes from studies based at traditional universities and colleges in the United

States. This research focuses primarily on phase one of the definition of lifelong learning

because these institutions have a dual-delivery model as opposed to the Open University

UK that focuses more on phases 2 and 3. Adult education planners must also be aware that

adult-intended courses may attract young adults, who have different needs. A plan should

be in place to enable success of both sets of learners.

Most distance programs and courses at the Open Learning Agency are specifically designed

so adults can take advantage of flexible entrance criteria.4  This flexible entry criterion is

very different from most traditional universities that have rigorous admission procedures,

and little acknowledgement of past learning. North American traditional universities are

becoming more interested in distance education and professional continuing education

and general continuing education programs. Consequently, the lines between distance and

open learning and traditional learning are becoming more and more blurred. Examples of

the existence of both “open” and “distance” learning can be found in the courses and pro-

grams of most dedicated distance providers (Harry, 1999, pp. 1-12). Open entry is firmly

rooted in adult education theory, but best practices of distance learning success indicate

that open admission needs to be linked with appropriate course or program admission

.............................................................
3 A critical and provocative view of the current use of the term and concept of “lifelong learning” is one

by Michael Collins: “The concept of ‘lifelong education’ has been neatly hijacked for state-initiated edu-
cational policy formation, school curriculum development and an ideological distortion of lifelong learn-
ing to mean schooling from cradle to grave (1998, p. 107).

4 For an example of distance open admission, see http://www.bcou.ca/services/home.html on the British
Columbia Open University (BCOU) Web site (a division of the Open Learning Agency).
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mechanisms to ensure the learner is fully aware of and ready for the distance learning

experience.

Although there is some integrated theory linking adult education, distance education and

academic advising, there are many areas within this combination of fields of study that

require greater attention and debate if we want to see residual practices that more fully

support students studying at a distance. Without the foundation of a wide body of inte-

grated theory, the practice of adult distance academic advising will not reach its potential

student learning contribution. As noted earlier in this paper, adult education theorists are

reluctant to fully embrace distance education because of the independent study nature of

many distance courses and programs. At the same time, distance education theorists fo-

cus on technology and instructional design in their theory5 . According to an analysis of

Canadian national policy on distance education by Roberts, Canadian distance education

emphasis on technology and instructional design in research and development may be due

to national government-led initiatives in these areas (1996, pp. 57-65). Although academic

advising theorists have made some recent progress in addressing adult distance education

academic advising theory, academic advising theory still concentrates on traditional on-

site formal education programs for young adults (Gordon, 2000, pp.xi-xvi). Suffice it to

note that work needs to be done in this area because adults are ever increasingly accessing

distance education and in order for that group of unique learners to succeed, creative

educational systems need to be in place. The best systems for the learner require collabo-

rative work by teams of educators (including academic advisors). Academic advisors should

be considered by other adult educators as co-educators in the process of learning, and as

important enablers of adult motivation, learning and achievement in formal and informal

distance education.

When teams of educational planners consider implementing distance learning, there are

many items to consider. Although best practices, standards and quality assurance evalua-

tions of education are commonly used for institutional accreditation and evaluation pur-

poses, Murgatroyd has urged governing bodies to “move away from their approach to

quality in terms of standards and towards a process orientation assessment of the design

of learning organizations” (1995, p. 14). This would, according to Murgatroyd, allow for a

more equitable assessment of innovative programs, and also focus attention on under-

.............................................................
5 There are numerous examples of Distance Education research and theory focussed on technology and

instructional design. Interested individuals need only browse through some Distance Education journals
to see related articles. E.g. Related Journals: Distance Education, American Journal of Distance Educa-
tion, Epistolodidaktika, European Journal of Open and Distance Learning, Journal of Distance Education,
Open Learning, etc.
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standing effective learning organizations. An example of quality design assessment is Ge-

neva’s International Standards Organization (ISO) program. Process orientation is valuable

and important for assessment, but it is still useful to look at some standards and best

practices, particularly for the purposes of improving support services for students learn-

ing at a distance.

In Canada and the United States, unlike many other developed countries, the national gov-

ernments have limited educational mandates, having devolved the realm of most educa-

tional responsibilities to the realm of the provincial or state domains.

Therefore, research about standards and best practices in North America must focus on

professional associations, provincial or state criteria and individual institutional informa-

tion. North American standards have followed the example of world organizing bodies,

such as UNESCO. I will mention some related UNESCO standards, but before that I would like

to highlight some other possible planning tools that can be used to ensure that adult learn-

ing needs are addressed in distance education.

The European Distance Education Network has outlined in the Basics of Distance Education

a conceptual document that highlights most traditional educational systems “predefined

learning regimes which impose severe restrictions on students in what concerns learning

places and paces, curricula, teaching and study methodologies” (Trindade, 1993, p. 37). In

contrast, distance education systems should be much more innovative and different ac-

cording to how they interpret the following essential variables:

- Who Learns

- Who Teaches

- What to Learn

- When to Learn

- Where to Learn

- How to Learn

These basic elements “give the students a higher or lower degree of autonomy or a higher

or lower interaction with the teaching system. The interpretation that the educational

structure makes about these different elements, in order to adapt them to the students’

needs and specific objectives, determines the existence of a diversity of learning regimes.”

(Trindade, 1993, pp. 37-38).

As mentioned, a diversity of learning regimes also creates challenges in learning at a dis-

tance. Students need guidance to sort through the choices to find the ones that suit them,

or to also find out that none suit them just now. With educational funding mandates as

restrictive as they now are, offering a number of flexible choices to learners is sound
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theoretical as well financial practice; the more choices learners have, the higher the chances

are that they will choose one, and will succeed at their goal.

Adults are engaged in distance education largely because their commitments to family and

work, and sometimes their geographic location, are such that they cannot access tradi-

tional on-site courses and programs. Adults are also increasingly engaging in distance edu-

cation because of the convenience, and the personal or professional relevance the courses

and programs offer them. As theorists and practitioners have stated, within adult educa-

tion there need to be critical learning factors for motivation to begin distance education

studies, and equally compelling factors must help sustain the studies if they are to be

concluded with success. As Dortch has recently highlighted, “awareness of possible

motivations behind students’ enrollments allows better insight into how to remove barri-

ers and obstacles to distance learning” (2003, para. 4).

When planning distance education courses and programs, education planners should con-

sider the basic ideas of adult education theory and acknowledge that there are multitudes

of reasons to engage in learning. In general, not all adult learners are interested in a formal

‘education’; the learning itself may be their end goal (Selman, 1991, pp. 160-161). Support

services and institutional policies should also reflect whether or not the institution is able

to support these multiple learning reasons. Learning opportunities such as non-credit, in-

structor-supported courses are easily implemented options within traditional education

programs to accommodate those interested in the learning aspect only choice.6

Adult learning is an individual experience, activated in various ways, and is dependent upon

meaning and connection (Hill, 2001, p. 79). The challenge within this reality comes in trying

to create distance educational systems that address individual needs. In addition to the

individual learning differences, there are challenges of applying sound practices to a vari-

ety of different types of education studies – from traditional correspondence-type courses,

to highly technical and interactive online courses. The European Distance Education Net-

work’s Basics of Distance Education format mentioned earlier is one such simple, yet ef-

fective tool that may help address individual learning needs of adults.

The issues in adult distance education are multi-faceted; therefore, planners’ solutions

should be multi-faceted. We must focus on micro as well as macro levels of planning and

delivery if we want to assist both educators and learners to be successful. If learners are

individuals and should be treated as such, and if the courses, programs and entry into

distance education have varying degrees of flexibility (even within one institution), then it

seems logical to postulate that if adults are to fully succeed in their learning, they need

.............................................................
6 Example from BCOU: M-grade (non-credit) options for courses definition: M grade - Credit-free option.

Assignments completed. Examination not required. (http://www.bcou.ca)
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more than just excellent, customized in-course instruction to succeed. They require a vari-

ety of mentoring and learning assistance to support them in their learning. As Hansman

has noted in her work on understanding situated cognition, “helping students understand

and become participants in academic culture” (2001, p. 47) is one of the facets of learning

that we as professionals may need to support the adult learner in understanding.

The Council for the Advancement of Standards in Higher Education (CAS) is an organization

in the United States that sets out professional standards for higher education. The Asso-

ciation of Universities and Colleges of Canada is an affiliated member of CAS, so the stand-

ards are also recognized in Canada, but they are most widely used in the United States

where post-secondary assessment ratings are deeply entrenched in the culture of institu-

tions. As noted earlier in this paper, the U.S. post-secondary system is mainly focussed on

the younger adult learner who is engaged in formal learning, and the CAS standards do not

directly address adult learners.

There is reference in the CAS standards to distance education. CAS standards state that

services should be “based on theories and knowledge of teaching, learning, and human

development, …. reflective of population served, and …responsive to the special needs of

the individual” (2001, p. 119). CAS standards also emphasize equal opportunity, access and

affirmative action for staff and students. In regards to academic services, the guide states

that the “needs of distance students should be carefully analyzed. Programs and services

to aid these students should be carefully designed to meet their particular needs” (2001, p.

120). The standards also indicate that academic advising for distance students “should be

designed around their particular needs” and that there should be “additional services to

assist students in goal setting and educational and life planning … provided as needed”

(2001, p. 122). Within the CAS standards for distance education there appears to be a solid

foundation for adult learning, but for the purposes of this discussion it does not fully

address the topic of providing academic advising to adult learners at a distance.

The Commonwealth of Learning’s policy on open and distance learning focusses on dual-

mode institutions, and includes suggestions that administrators should consider a variety

of policies, regarding admitting non-traditional students. Their example for considering

different policy approaches for non-traditional distance learners is about course prerequi-

sites and whether it is appropriate or not for “a certain amount of on-the-job experience

to replace academic course credit” (Bottomley, 2003). It is interesting to note that COL’s

reference to teaching and learning processes specifically identifies the inclusion of “coun-

selling and other forms of student academic support” (Bottomly, 2003). Similar to the CAS

standards, Bottomley notes in the COL document that “policy makers should analyse the

student on-campus experience to identify … which facilities or … activities on-campus stu-
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dents value most as part of their overall learning experience.” The results of this analysis

can then be used to help develop distance learner services (Bottomly, 2003). This is a good

idea for dual-mode institutions. It is important to remember, however, that distance educa-

tion students’ needs are not likely going to be the same as onsite student needs, so an

analysis of this kind would have to be repurposed to become a useful planning tool. There

is some embedded adult education practice in these Commonwealth of Learning recom-

mendations, but not a lot of useful information regarding adults and supporting their learning

by distance.

The Open University, United Kingdom has played a major role in defining distance education

quality assurance practices in Europe. The purpose of the UK quality assurance guidelines is

“to provide definitions, identify challenges and look at how physical separation of the teacher

and the learner impacts upon the way in which teaching and learning is managed” (Mills,

2003, p. 4). The documents also cover the dimensions of distance learning. Unfortunately,

I have not been able to fully view these documents, but from the references I have seen,

the OU, UK’s work in this area has significantly influenced other European distance educa-

tion programs.7

The Canadian Recommended E-learning Guidelines document, created in part by the Cana-

dian Association for Community Education, is specifically oriented to programs that are

designed to make students job-ready (Barker, 2002). The Canadian Recommended E-learn-

ing Guidelines is a clinical effort highlighting processes and practices in distance education,

including endorsing assessment and recognition of prior learning. The guidelines come short

in suggesting ways to allow adult learner to self-direct and, or, adjust their academic goals

midstream. Although quite detailed, the guide takes an assembly-line approach to the com-

mercialized end of education (Barker, 2002). This is, perhaps, not surprising considering

that the theories and practices in distance education tend to focus on the mechanics of

learning as opposed to concentrating on the essential human aspect of learning.

The Association of European Correspondence Schools (AECS) has published “Minimum Stand-

ards of Quality for AECS Members” (1998, pp. 121-125). It is a very brief document that

seems to closely follow typical traditional on-site sets of standards, with a few minor modi-

fications to accommodate the separation of student and institution. The counseling prac-

tices section mentions that someone should be available to take student calls during regu-

lar business hours and should answer communications within 7 working days of receipt

(1998, p. 123). The mention of email and web resources is distinctly absent. Recent searches

on the Internet for AECS directed me to several sites that seem to indicate that AECS has

.............................................................
7 I hope to be able to obtain more information on OU UK standards before the October presentation.
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had a complete reorganization in the past few years, and is now associated with world

leaders in distance education and technology through the organization known as EDUCAUSE8.

Unfortunately, as with Canadian E-learning Guidelines, and other similar standards, the AECS

is now focussing on technology and course design. An Internet document about AECS writ-

ten by Bernd Schachtsiek, President of the AECS, does make an effort to bring the learner

into the process, but it is still obvious that AECS is most interested in the technologies of

education (2003).

Garrison has noted that, “the challenge for distance education theorists … is to provide an

understanding of the opportunities and limitations of facilitating teaching and learning at

a distance with a variety of methods and technologies” (2000, p.9). It seems that many

distance education practitioners have enthusiastically embraced the technologies part of

their interpretation of the theory, but have not embraced the opportunities to acknowl-

edge some of the limitations of learning at a distance, and provided alternative methods

and technologies to the problems. As a World Bank report on Teacher Education at a Dis-

tance has stated, “Distance Education, like more conventional methodologies, has strengths

and weaknesses and the more successful programmes are those that have used its meth-

ods in conjunction with other methods” (Perraton, 1997, p. 9). The report also concludes

that, “within a distance-education programme the choice of technology needs to match its

purposes” (Perraton, 1997, p. 10). If adult learning is going to be fully empowered, distance

providers must be willing to look closely at the learners to determine the delivery and

interaction needs, and not get carried away with the alluring qualities of the latest and

greatest technological advances. The newest bit of technology may indeed be appropriate

for the purpose, but it might not be appropriate either.

This opens up the discussion to look at what are appropriate advising activities in the realm

of distance education. Simpson emphasizes that distance education students require regu-

lar, periodic guidance as well as counseling on academic and non-academic matters. This

includes activities such as informing, commending and exploring (2002, pp. 37-48) – much

more than simply explaining course prerequisites and course sequencing. As Fraser noted

in her research about distance nursing programs, “counseling and advising are the sum and

substance of closing the distance between … students and the universities” (1999, pp. 46-

47). She also noted in her research results that program administrators “maintained that

effective counseling and advising were crucial for student success” (1999, p. 47).

Cookson’s 1990 article about persistence in distance education is still relevant today, and

includes details that should be considered in combination with the newest technology and

.............................................................
8 http://www.educause.edu/
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service standards that are out there. Cookson notes that it is very important to have

“skilled diagnostic counseling to ‘help each applicant to explore his aims, motivation and

commitment and comprehend how they might relate to the … [institution]’” (1990, p. 3). He

also noted in the planning of distance education programs, that resources for student

advising and other learning assistance should concentrate on the most vulnerable stu-

dents, those entering the program (1990, p. 3). Best practices at the Open University, UK

also highlights the importance of managing open entry carefully (Tresman, 2002, p. 6). A

different study of adult distance learners concluded that the merits of introducing study

strategies for distance learners were not conclusive. The researchers did, however, receive

very favourable responses from students regarding “efforts to develop generic skills and

enhance deep learning … particularly in the early stages of their study pathways” (Morgan,

1998, p. 52).

As further Australian research has shown in the studies on adult university distance stu-

dents, “robust pre-enrolment guidance” and possibly some preparatory courses in distance

education are critical for adults to identify and come to terms with their underlying

motivations to learn (Bird, 2003, pp.8-13). These motivations are the key to success, par-

ticularly in the long-term goals of university education, but the theory applies to all short-

term and longer-term study goals. Reasons for returning to study and common challenges

in distance education are among the items that need to be fully discussed with adult learn-

ers at the beginning of their distance learning journey, and should happen again through-

out the journey, as motivation lags or goals change. Keeping in regular contact with dis-

tance adult students is an important best practice. Although it is important to fully pre-

pare students for distance education when they first begin, as we have discussed, it is also

critical to keep a dialogue open with them over the course of their studies, in addition to

instructional support. The academic advisor is most appropriate for this task, and has the

best broad-based knowledge for this support work. Courses and instructors come and go,

but in a long-term, often part-time program of study, it is the advisor who can help stu-

dents come to terms with the changing dynamics of their motivation and commitment to

their goals, or to help them readjust their goals as needed.

As standards and best practices demonstrate, there is a need for structure in any educa-

tional program, and there are slightly different components that work well for distance

education. When we look at how programs are designed, and how adult learning can be

enhanced in these systems, it seems that it is the meaning and connection of an adult to

her or his learning goals and studies that are most important. Much of that meaning and

connection is not addressed in the actual courses of study. It happens before and after and

in-between courses. The UNESCO descriptions of academic advising (what they call educa-
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tional counselling) includes reference to technical academic tasks (such as course schedul-

ing, etc.), but also emphasizes that advisors should “assist students in overcoming educa-

tional and personal problems” and “identify systemic and personal conditions that may

impede student academic achievement and develop appropriate interventions” (UNESCO,

2002, pp. 25-26). Advisors should provide personal contact as needed to promote reten-

tion and help them connect to the institution.

That leads me to the final standards document I would like to mention to you, and the one

I find most useful. It is the National Academic Advising Association (NACADA) Standards for

Advising Distance Learners. As I have already described, U.S.-based resources are usually

focussed on younger adult learners in a formal educational setting, and with U.S. distance

education resources, information is usually focussed on dual-mode institutions. Still, the

essence of addressing adult student needs in distance education, and emphasizing the

advisor’s role in facilitating and supporting learning is present in the NACADA information.

According to NACADA, one of the most important goals of the distance education institu-

tion should be to have an ”institutional philosophy of a distance learning support services

program [that] strive[s] to respond to the learner needs rather than the learner adjusting

to an institution’s established organizational structure with the principal goal being to pro-

vide ‘individualized guidance’ so learners may become more effective in dealing with con-

cerns that influence their pursuit of personal learning goals at a distance and at the time

and delivery mode preferred by the learner.” (NACADA, 1999)

One of the most critical points that the NACADA document makes regarding best practices

for distance learning is that the program should connect the student to the institution

through the advisor, with the advisor being the one main point of contact for the distance

learning network at her or his institution. There should be one point of contact (at least in

general terms) for most student support needs. The advisor can be that connection, mak-

ing referrals to other colleagues when appropriate (when the inquiry goes beyond a pre-

determined set limit of discussion depth). This best practice is driven by what students

want – they don’t want to have to contact many different people; that is intimidating,

inefficient, and can be frustrating as well. The adult learner’s motivation for learning can

definitely be negatively affected by administrative obstacles to the learning. To facilitate

learning, advisors need to “advise on the level that the student needs and wants. Multiple

systems and, or, policies may be required” (NACADA, 1999). Most best practice distance

education services have a general level of advising, which deals with most incoming inquir-

ies, with specialist support areas (such as financial awards, specialist program advising,

personal counselling, disability services, student records, etc.) to assist advisors and the

learners if the inquiry is quite specialized.
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One of the criticisms traditional on-site academic advisors have often told me regarding

the centralized idea of advising and services in distance education is that it is too cus-

tomer-service oriented, and outside the boundaries of academics. I do not have the space

to explore this further, but I would like to state that I believe there are many good cus-

tomer service best practices that do have a place in educational settings, including general

politeness, efficiency of service, etc. In education, the customer is not “always right” as is

sometimes the underlying philosophy of corporate customer service, but the student does

deserve to be treated with respect, and provided with as much information, and in as

timely a fashion as is possible. If educational institutions can provide quality service sup-

port to students, the students will have a much better chance to succeed in their learning

at a distance.

C o n c l u s i o n s

In the new era of the student in higher education, academic advising has become a critical

component in encouraging success for the adult learner participating in distance educa-

tion. In distance education, academic advising is a key success factor because the advisor

has the potential to work with the learner throughout the entire spectrum of the learning

experience, not just within the courses themselves. They provide instruction on education,

how to work through the systems and how to manage one’s studies within complex life

styles. They also challenge the adult leaner to think about larger plans and smaller details

that will affect their learning. They help students put their learning in perspective to their

lifeworld, that place where we learn what life is about. They refer students to other re-

sources (academic, support, and administration) as necessary. The distance advisor should

be the student hub for information and support. Also seen as a ‘neutral’ party, advisors

assist learners with the basics of their learning when the learner is unable to contact, is

intimidated by or is uncomfortable with her or his course instructor. Advisors have a broad

vision of the institution, particularly in distance education, and should be recognized as

important consultants for institutional planning. They are also useful teachers for other

staff members regarding the institution, and the resources of education in general. As we

have discussed, in dual-mode institutions, particular attention needs to be paid to distance

education support services. Learner support services do not need to be exactly the same

as on-site services, but the quality of support services should be the same for distance

students as for on-site students.

As I have indicated, I believe distance education research fails to address the adult learner

holistically. Adult education theory fails to integrate the option of distance education learning
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into theory, unless it is addressing completely interactive online course work, neglecting

the fact that adult learners may need different options than the high-tech one. Academic

advising studies also need to expand more fully to explore the adult distance learning expe-

rience. As educators, we must be innovative, offer options and understand the learner.

Theories, standards, best practices and quality assurance documents can be very useful in

establishing distance education best practices, but should be used with critical analysis,

with the emphasis on who the learners are, and how their needs can be addressed. As the

Slovene plan for adult education has noted, it is extremely difficult to apply appropriate

adaptations based on adult characteristics to formal educational programs. An excellent

recommendation in the plan is the idea that “special attention should therefore be paid to

the level of execution of the programme, above all the education and training of adult

educators and to introducing organisational forms and methods of work that suit adults”

(SIAE, 2003). This same approach should be used in distance education program develop-

ment for adults. Be creative, keeping in mind the adult student variables. I believe setting

standards for academic advising with a specific purpose to enhance the motivation of

learning is a critical one for adult distance education programs, and should be acknowl-

edged at the very beginning of program planning.

Future Steps

This overarching project has assisted me in determining possible areas of further study. I

have initiated a quantitative analysis of DE academic advising within the North American

context (findings not included in this paper), and I am looking forward to examining the

results.

Other possible research topics:

- How closely individual delivering institutions follow and are assessed by national or pro-

fessional quality standards.

- Communications in advising in Distance Education: telephone, email, web tools, etc., are

adding new and important dimensions to the student and the advising experience, but

there is very little available information about this subject.
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IS ’SELF-DIRECTED LEARNING’ A
POWERFUL CONCEPT FOR ENHANCING
PROFESSIONAL LEARNING?
Monika Rehrl, Marion Bagusat and Hans Gruber

A b s t r a c t
This paper discusses the theoretical concept of self-directed learning in the specific con-

text of professional education. We therefore introduce the Allianz Learning Framework

“ALF”, an intranet based learning platform of Allianz and Dresdner Bank Germany. Based on

the idea of self-directed learning, it is part of basic vocational training in these companies

and primarily used by apprentices and their trainers. Referring to ALF, opportunities and

challenges concerning professional education and training based on the approach of self-

directed learning will be pointed out. First, the theoretical foundations as well as practical

pros and cons of self-directed learning are discussed. It is argued that uncertainties in the

use of the concept result from theoretical shortcomings. It is important to distinguish

between extra-personal features of self-directed learning processes and intra-personal

requirements for self-directed learning. From this differentiation, a number of factors and

settings is identified which support successful self-determination in learning. The learning

and communication platform ALF is used as an example to illustrate benefits and bounda-

ries of self-directed learning in vocational training. ALF is an important part of Allianz ap-

prenticeship programs. First evidence from the implementation of the system includes

positive effects as well as new challenges. The results are used to design further studies

using ALF to investigate intra-personal effects initiated by self-directed learning with the

support of modern technology. In particular, further analyses will have to study how these

effects influence the organisational learning culture. It is assumed that the combination of

individual and organisational benefits builds up most of the promises self-directed learning

provides for professional learning.
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I n t r o d u c t i o n
Self-directed learning is currently one of the best-known learning concepts because it is

able to meet the requirements from diverse sources: the humanistic self-determination

concept, the constructivist learning and teaching approaches and the economic need for

efficient learning and working processes. Different demands produce different definitions,

emphases and interpretations of self-directed learning. Accordingly, various approaches

exist to realise and implement self-directed learning – especially in the context of profes-

sional learning –, mostly with less impact than anticipated.

This paper aims to explain the universality of self-directed learning as a basic learning con-

cept by discussing its educational and economical effects and, in consequence, presenting

a theoretical foundation of the requirements for self-directed learning.

The Allianz Learning Framework “ALF”, an intranet based learning platform of Allianz and

Dresdner Bank Germany, is described as an example for the realisation of a technology

based learning and communication system supporting self-directed learning in a vocational

training context. Referring to an evaluation of ALF, opportunities and challenges concern-

ing professional training based on self-directed learning are outlined.

S e l f - d i r e c t e d  l e a r n i n g  –  p r o s  a n d  c o n s
In the last decades “self-directed learning” has developed into a so-called “megatrend” in

educational fields of research (Achtenhagen, 2001). The concept is - even though not con-

sistently – treated in plentiful theoretical articles (Schwetz, 1997) which are relevant for

educators in almost every field of practice. That does, indeed, indicate a megatrend: Self-

directed learning applies to anyone, of any age and in any field of education. Moreover self-

directed learning unifies a variety of learning theories, e.g. theories on motivation, on learning

strategies or on metacognitive processes.

Reasons for self-directed learning coming in vogue so powerfully can be deduced from two

main argumentations: From economical considerations in the industrial area reacting to

demands in rapidly changing working environments and from philosophical points of view

favouring humanistic and constructivist ideals of self-determination.

Both aspects are well-founded and connected with each other, but nevertheless evoke

some critique. On the one hand, self-directed learning indeed seems to encourage increas-

ing intrinsic motivation for (professional) learning and to promote success of long-term

transfer. Self-reflecting processes and learner induced evaluations of goals and learning

strategies prove to enhance the learning process. Better motivation, transfer and autonomy

is found to improve the quality of learning (Krapp et al., 2000) and should guarantee higher

performance and flexibility shown later at the workplace. These aspects help self-directed
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learning to become and remain a favoured educational philosophy. On the other hand,

critics of the concept claim that (old) humanistic ideals are now being abused to simply

offload the responsibility for the learning outcomes on the individual learner. And, to make

matters worse, that the learner is then left alone with this responsibility and with her

learning process (Kraft, 2002). Connected with this may be the hope that vocational teach-

ing institutions could save money. The critics’ main reproach here is that humanistic phi-

losophies may be exploited for economical profit.

In the following we intend to show and integrate positive and negative aspects of self-

directed learning in the area of industrial apprenticeship programs. We work out the chances

for enhancing self-directed learning in vocational training, as well as the limitations.

S o m e  t h e o r e t i c a l  b a c k g r o u n d  o n  s e l f - d i r e c t e d
l e a r n i n g
What is self- directed learning? And especially what is the “self” in self-directed

learning?

In our opinion another discussion about the correct definition of self-directed learning

does not help in this context - even though definitions, demarcations and interpretations

are still plentiful and not handled in a consistent way (Kraft, 2002). For structuring the

debate, it might be more useful to distinguish between extra-personal descriptions of self-

directed learning processes, like the choice of time, location, social contacts etc. (Weinert,

1982) and intra-personal requirements, like motivation or cognitive and metacognitive strat-

egies (Straka et al., 1996).

A frequently used extra-personal description by Weinert (1982) explains self-directed learning

as self-determination of (1) learning objectives, (2) learning time, location, speed and strat-

egies, and (3) evaluation concerning the learning process. This description is still relevant

for describing the external factors. In general, self-directed learning means that the learner

has influence on her own learning process. One possibility to differentiate the various de-

grees of self-directed learning therefore would be to evaluate the level of self-determina-

tion in the external factors.

Another way would be to give substantial intra-personal processes of learning more atten-

tion. An approach for doing so is to regard the question Deci and Ryan (2000) asked: “What

is the self of self-directed” learning? Deci and Ryan replied with reference to self-determi-

nation theory and constructed two contrasts: “self-determined” versus “controlled”. They

examined these two states on their level of involved intrinsic and extrinsic motivation.

Deci’s and Ryan’s resulting motivation theory indicates that people can feel self-deter-

mined even when driven by extrinsic motivation. Thus the grade of self-determination
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does not necessarily depend on the underlying motivation but on the subjectively per-

ceived amount of control or possibility of choice.

From this point of view, then, the “self” in self-directed learning consists of the set of

integrated values, motivations, beliefs and knowledge structures that are either originally

intrinsic to a person or have been taken in, identified with, and assimilated.

As one consequence of this line of thought it does not make sense to construct a strict

dualism between self-directed and controlled learning, because even extrinsic motivation

can cultivate perceived self-determination. Instead, considering a theoretical continuum

between the poles of self-direction and control by others helps one to understand that

aspects of self-determination are included in each learning process as well as aspects of

direction by others (Deitering, 1995).

As another important consequence it is not distinguishable for outsiders with certainty

whether self-directed learning or controlled learning takes place in a given learning proc-

ess. Only the learner involved can determine how his learning is realised.

Therefore the focus should be placed on the necessary requirements for self-directed

learning, which are: experience of autonomy, of competence and of relatedness (Deci and

Ryan, 1993). Further, the design of learning contexts and conditions that support these

requirements for feeling self-determined are vital.

Benefits from self-directed learning

As already mentioned there are two main reasons for promoting self-directed learning:

1. Economic considerations of industries to improve human capital with regards to com-

petence and flexibility in order to ensure market success by excellent service and high

product quality in the long run.

2. Humanistic demands focusing on individual development by self-determination of learn-

ing processes.

From the latter educational/humanistic perspective the benefits from self-directed learn-

ing can be organised into the following global aspects:

- Self-directed learning helps to generate more self-reliance and responsibility for life-

long learning and enhances the motivation for it.

- By improving cognitive and metacognitive skills through self-reflection and external re-

flection of learning strategies, long-term transfer is ameliorated and higher loop learn-

ing is achieved in self-directed learning processes.

- Self-directed learning improves key competences like the ability to handle uncertainty or

to make decisions even in poorly defined situations and contexts.
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Advocates of entrepreneurial reasons also advance self-directed learning for humanistic

aspects but in the end they have to produce economical gains through it as well. Essential

arguments for self-directed learning therefore could be:

- Self-directed learning helps to develop superior competences for more self-reliance and

flexibility in changing environments. This increases motivation for higher quality of learning

and improved working outcomes. Necessary life-long learning is induced.

- Self-directed learning settings save time and money compared to costly traditional learning

settings.

- Self-directed learning creates a learning culture which emphasises responsibility of and

co-operation between workers and therefore enhances continuous improvement processes.

Both lines of reasoning – the economical and the educational – are well legitimated and

indeed often connected. Individuals are integrated into organisations, benefit from them

and rely on them as the source of their income. Organisational systems for their part need

a culture, rules and structure as well as determined cycles of action and production to

assure their survival (Luhmann, 1984). Personal learning in organisations therefore is es-

sentially subject to the organisational framework.

To support self-directed learning referring to humanistic and economical issues, the needs

of the organisational system itself are as important as individual requirements. In the fol-

lowing chapter the most important preconditions for the realisation of self-directed learn-

ing at the individual level and for organisations are discussed.

R e a l i s a t i o n  o f  s e l f - d i r e c t e d  l e a r n i n g
Theoretical considerations: Enhancing motivation and reflection

A number of studies affirm substantial correlations of autonomy and competence-sup-

porting-contexts with self-directed learning in the field of schools, universities (Konrad,

1996), or professional development (Bagusat, 1998).

Deci at al. worked out three factors which clearly support the individual’s perception of

self-determination, namely:

- a meaningful rationale for why people are being asked to perform a task

- an acknowledgement that they might not find it interesting

- an interpersonal style that emphasises choice rather than control (Deci et al., 1994)

In summary, a high correlation between behavioral self-determination and self-reports of

perceived choice and enjoyment of the activity can be found. These results are important

in two ways. First they open up possibilities to support persons’ inner resources for self-

directed learning. Second they suggest social conditions that encourage self-directed learn-

ing.
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Other important factors of learning successfully, especially in self-directed settings, are

cognitive and metacognitive learning strategies (Vögele and Wild, 2002). Improving reflec-

tion processes is likewise important and demands concepts for training as well as concrete

tools for practising (Schön, 1988).

Supportive concepts and methods used

Individual support

Among others Tough (1979) and Knowles (1975) offer helpful resources for learning essen-

tial knowledge and skills for self-directed learning. Both provide step-by-step models for

carrying out self-learning projects. These models assist and counsel learners with the se-

lection of realistic learning objectives, the planning of the learning process and with the

assessment of its outcomes. Other supportive tools can be “learning contracts” (O´Donnell

and Caffarella, 1998) or learning diaries (Greif and Kurtz, 1996). A special training of reflec-

tion designed by Loedige-Röhrs and Straka (1994) provides a step-by-step training to en-

hance individual competences for self-reflection and evaluation of learning to improve the

ability of evaluating goals, strategies, mistakes or success within learning processes.

Learning arrangements in organisations

Individuals are confirmed elements of organisational systems. Organisational systems for

their part build the necessary framework for the individual, they provide possibilities to

identify (or not to identify) with, they present objectives and structures, rules and expec-

tations as to the outcomes of working. In doing so, they reduce troublesome complexity of

choices, contents or rules for the individual (Dürr, 1994). As a result, organisations build up

a social structure within which individuals can develop and increase self-determination.

Organisational environments which support self-directed learning provide possibilities for

the individual to experience autonomy, competence and relatedness (Deci et al., 1994). By

breaking down grades of hierarchies and offering more holistic working processes organi-

sations should enable workers to receive more voices, get more responsibility and gain

more insight into comprehensive tasks. The learning of individuals in close connection with

social influences of co-operations and communities becomes a key factor in organisational

cultures (Brown, 2001). New management concepts therefore closely refer to learning, for

example, the concept of the “learning organisation” or “knowledge management”. They

use applied methods like shared learning platforms, interdisciplinary team-work, “islands of

learning”, business games or centres of self-directed learning.
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Computer-based trainings

A decisive opportunity for enhancing self-directed learning is the use of good multimedia

and e-learning concepts. Advantages like independence from time and place are as impor-

tant as the didactical possibilities. Euler (2001) mentions a series of didactical benefits like

more demonstrative presentations, higher learner activity, individualised learning, effec-

tive training of the learner to learn self-directedly, new forms of interaction (tele-tutoring,

newsgroups, virtual seminars) and new forms of co-operation. Admittedly he may be mis-

leading his critics by indicating that multimedia can substitute face to face learning envi-

ronments. Yet various studies evidence that real life presence is still very important for

learners and not completely exchangeable with virtual settings. Consequently the role of

the trainer is enlarged, involving both virtual tutoring and face-to-face mentoring. Her

task changes from instructing to mentoring or counselling self-directed learning processes

(Siebert, 2001).

An example: Self-directed learning in the
apprenticeship training – learning with the All ianz
Learning Framework (ALF)
Basic vocational training in Germany

In Germany, apprenticeship as the first step of vocational training has a long-standing tra-

dition being organised through co-operation between the German state and private enter-

prise: the dual system (Bundesanstalt für Arbeit, 1994; Bundesinstitut für Berufsbildung,

1996). Vocational profiles are defined by law and nationally recognised certifications are

issued by official authorities. In contrast to other countries, vocational education is partly

provided by state run vocational schools and partly by business enterprises. Vocational

schools primarily instruct theoretical knowledge while companies train technical and social

skills, applied knowledge and knowledge of methods. Additionally, company and market

specific knowledge is taught by the enterprises.

This combination provides a wide yet deep foundation with a high quality mixture of theo-

retical and practical knowledge (Berufsbildungswerk der Deutschen Versicherungswirtschaft

BWV e.V., 1990).

Self-directed learning as a principle of Allianz apprenticeship programs

An example of self-directed learning, which connects all three factors described above, i.e.

personal and organisational aspects as well as computer based advantages - is realised by

the German insurance and financial services provider Allianz, which established self-directed

learning very early as an important principle for the apprenticeship programs.
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For a large service-based enterprise like Allianz, a high quality apprenticeship system is of

great importance: It is the only way to secure the amount of well qualified future employ-

ees that is needed for the company to be successful in the long run. Employees who com-

plete their training at the company will not only have profound knowledge of financial

business and markets. They will also know very well the specific products, processes and

branches of the company and they will highly identify with the enterprise (Dirks and Bagusat,

2000).

Yet specialised knowledge is not enough (Bagusat, 1998). Apprenticeship also focuses on

social skills and knowledge of methods. Independent thinking, the ability to communicate,

the ability to work in a team as well as problem-solving skills are key qualifications. Flexibility

and service orientation are to be furthered in vocational training, as well as the ability and

willingness to make decisions and the approach to act as an entrepreneur. Procedures have

to be studied from different points of view, and multiple ways to reach a goal need to be

practised. The use of diverse media and technical equipment is part of the apprentices’

daily work. The basis for an achievement of all these key qualifications is, of course, the

individual’s competence to learn, the ability to organise and successfully carry out one’s

own learning processes (Reinmann-Rothmeier and Mandl, 1996).

Considering these demanding objectives, it becomes clear that classical school-arrange-

ments should be avoided within apprenticeship programs. Instead, basic vocational training

at Allianz follows the principles of self-directed learning. Every apprentice takes part in

planning, carrying out, controlling and assessing her learning process. The learner is seen as

the person who is responsible for her development. Of course she gets all the necessary

support from her trainer. The trainer takes over the role of a coach. She counsels the

apprentices and consults them in all matters and questions of their learning and develop-

ment. Trainers need to have the will and capability to support each single apprentice at the

right time and in the individually right way.

The concept of self-directed learning at Allianz also includes a broad variety of teaching/

learning methods and media. In addition to projects, case studies or educational conversa-

tions, the apprenticeship also consists of presentations, group work, discussions and role-

plays. E-learning takes place as well as face-to-face interaction.

To enable the success of such an apprenticeship arrangement based on the principle of

self-directed learning there has to be an appropriate environment. Freedom to apply self-

directed ways of learning, possibilities to gather information, to choose suitable methods,

to co-operate and finally to evaluate the achieved improvements must be provided (Freimuth

and Hoets, 1996; Jerusel and Greif, 1996). Therefore, from the beginning of the appren-

ticeship program, time and energy is invested so that the apprentices acquire the ability to
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learn and to master self-directed learning processes. Knowledge about useful methods and

media, the ability to reflect deliberately on one’s own learning processes and to organise

them in an individually optimised way are trained as well as cognitive and metacognitive

skills.

Through all these means and measures, many important aspects (like the choice of learn-

ing methods, time, social form, focus of content, or the learners’ taking responsibility for

the different phases of their learning processes) can be realised. Nevertheless, for Allianz,

Weinert’s (1982) definition of self-directed learning represents an ideal: It must be acknowl-

edged that learning in the apprenticeship system never can be completely self-directed.

Regulations concerning content and duration are given by German law, absolute choice of

learning-objectives is neither possible nor ingenious.

Allianz Learning Framework (ALF)

To further improve basic vocational training, Allianz decided to develop a supporting learn-

ing and communication platform that meets the specific demands of the apprenticeship

programs – Allianz Learning Framework (ALF). ALF transforms the idea of self-directed

learning into an useable tool for individual learning in organisational contexts.

ALF is a Germany-wide learning and communication system based on modern computer

technology and networks. Based on the Allianz intranet, it makes good use of the available

technical infrastructure and is accessible via any working station. Principal user groups are

trainers and apprentices. ALF provides five essential main functions.
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1. ‘Mediathek’ (Media Pool)

The ‘Mediathek’ forms the central part of ALF. It represents an extensive information pool

containing all materials relevant for the apprenticeship training. Texts, web based trainings

and slideshows can be found there, as well as instructions for role-plays, reports on projects,

screenshows and more. Every document in the ‘Mediathek’ is described as to length, target

group and hints for use; for easier use a short abstract also forms part of the description.

2. ‘Lernplaner’ (Learning Planner)

The ‘Lernplaner’ is a highly individualised tool to develop learning processes. Every appren-

tice has access to her own planning tools. Trainers give suggestions for objectives and how

to reach them. The apprentice can choose and plan her individually relevant objectives. She

can organise and document her learning process. Ideas for effective learning can be found

in the ‘Lernplaner’ as well as recommendations for the appropriate use of various media. A

personal agenda, which is linked to the planning tools, completes this section.

3. ‘Forum’

The ‘Forum’ is ALF’s most interactive function. Trainers and apprentices communicate on

all topics of basic vocational training. Chat rooms for well defined or open groups exist,

newsgroups allow organised discussions on all points of interest. Specialists’ consultations

are offered. Using the ‘Forum’, apprentices from all over Germany work together on virtual

projects, exchange information and develop new ideas. For the trainers, the ‘Forum’ pro-

vides an important means of co-operation.

Two additional functions are accessible for trainers only:

4. ‘Werkstatt’ (Trainer Room)

Trainers can develop recommendations for learning objectives and possible structures of

learning processes in the ‚Werkstatt‘. They can prepare documents for the ‚Mediathek‘.

The ‚Werkstatt‘ is a good place to develop tests for the evaluation of apprentices’ success

and exercises for learners.

5. ‘Administration’

In the ‘Administration’ function user authorisation can be created and maintained. User

groups can be defined and arranged. Thus it can be assured that everyone working with

ALF has access to the relevant functions she needs.
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Evaluations and experiences with ALF

Before ALF was fully implemented in the German Allianz companies in 2001, the system

and its impact was evaluated systematically in a one year test phase with approximately

800 apprentices and 80 trainers. The evaluations1  included repeated mail questionnaires,

telephone and face-to-face interviews.

A quality evaluation helped to gain insights for the further optimisation of the system and

the methods of implementation. They formed the basis for the improvement of usability

and system performance. In addition a result evaluation was carried out to find out about

the acceptance and the usefulness of ALF as well as about the impacts of ALF on self-

directed learning and on the learning culture in the apprenticeship system.

Results (1): Advantages of ALF

1. Saving time and preserving knowledge

Allianz apprenticeship programs are organised in a decentralised manner. Therefore, in the

past, local trainers in general had to develop their own training materials and basically had

to work on their own. Co-operation between trainers from different locations was rare

and depended on personal connections. When a trainer left her job she usually took her

training materials and instruments with her. Thus a lot of work had to be repeated many

times (Dirks and Bagusat, 2000).

With ALF there is now an effective way to retain the knowledge within the sector of basic

vocational training. In the ‘Mediathek’ materials can be saved easily, and trainers can com-

fortably exchange information and experience. Knowledge can be generated, shared and

organised. A knowledge pool for basic vocational training is provided, and opportunities for

synergy are created. Co-operation and communication among trainers, specialists and ap-

prentices is enabled no matter where the individual user might work.

2. High level of quality

With ALF, information can be kept up to date easily. Trainers work together to ensure the

correctness of contents and ALF users provide each other immediate feedback on the

quality of inputs. Centers of competence act as specialists providing specific knowledge,

high quality materials and co-ordination of the various contents.

Not only can a rising quality of the learning contents be registered. Content-independent

competences like decision-making skills and self-reliance on the part of apprentices are

also improving. An important side-effect for both trainers and apprentices is the increase

.............................................................
1 unpublished evaluations by Allianz Vers.-AG
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in IT-competence: Trainers and apprentices learn to use and to make use of the functions

and advantages of new media.

3. Steps towards a modern learning culture

With ALF, roles and opportunities expand: Trainers and learners can develop their training

schedules in an individualised way. They have access to material for the application of vari-

ous methods. Different ways to reach an objective are suggested and described in ALF. The

learners get increasing chances to take over responsibility and to create their own learning

process as is most suitable for them. ALF effectively supports the needs and demands of

self-directed learning.

The trainer does not have to spend as much time as before on the development of training

materials or on controlling the apprentices’ success. She can concentrate more on interac-

tive and creative aspects of vocational training and become more of a coach and a consult-

ant for the apprentices.

Results (2): Challenges

1. Apprentices: Learning self-directed learning

Practical experience confirms theoretical approaches to self-directed learning. Self-directed

learners need instruction about the medium, the methods and in general – at least in the

beginning – help in learning to act and decide independently. Initial problems like fear of the

new instrument, difficulties with organising one’s own work or the inability to co-operate

effectively can be registered and must be solved through trainers’ mentoring.

2. Trainers: The new role as coach

The trainers must also get used to working with new technical media and have to develop

in the culture of self-directed learning. This teaching model differs highly from the tradi-

tional approach of instruction and it takes some time until trainers get used to it and feel

confident about it. Difficulties for trainers also arise from the dilemma of supporting and

instructing the apprentices versus letting them mature through exposure to their prob-

lems. The right manner and point in time for intervening has to be found.

Finally, for both groups, self-directed learning induces a similar challenge: How can trainers

and learners be sure to teach/to learn the right things in the right time?

By the end of the year 2000 ALF was already a highly accepted and appreciated learning

and communication system in the apprenticeship system. Due to the positive findings of

the evaluations, ALF was completely implemented in the German Allianz companies in 2001.
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C o n c l u s i o n
Self-directed learning can form a valid foundation for a professional learning system, i.e.

the apprenticeship programs. Learning can be extended by personal and organisational

aspects as well as by computer based influences as realised in ALF. Benefits of self-directed

learning especially in extra-personal aspects can be found in the applied learning setting.

To sum up: Can self-directed learning enhance professional learning? ALF proves – con-

cerning the specific area of basic vocational training – that the theoretically founded con-

cept of self-determination can be realised and used in practical professional learning. The

theoretical concept is naturally restricted by factual constraints and practical limits but

nevertheless fulfils many of the expected functions from a humanistic and also from an

economical point of view.

N e x t  s t e p s  f o r  r e s e a r c h
So far mainly extra-personal aspects have been illuminated, i.e. the learning process is de-

scribed from an outside perspective and defined as self-directed. The benefits of self-

directed learning concerning other extra-personal components like the quality of content,

the saving of time and knowledge etc. have also been worked out. A next question could

refer to intra-personal processes - that is, aspects of the „self“ and effects of self-di-

rected learning.

Intra-personal aspects of self-directed learning

For working out intra-personal aspects of self-determination it is useful to include the

“self” of self-directed learning. As already mentioned, it is not identifiable for outsiders

whether learning is self-directed or controlled and it also is not ascertainable which degree

of self-determination is taking place.

Thus further questions could be:

- Do learners in their special context really feel self-directed and if so

(a) to which degree and

(b) which factors enhance this perception, regarding the aspects that foster self-deter-

mination?

- Which clues for the success or failure of self-directed learning can be deduced?

Intra-personal effects of self-directed learning

Another aspect could be the intra-personal effects of self-directed learning. Many details

about objectives and expectations of self-determination exist. However, so far most stud-

ies examine concepts and requirements, terms, measuring and implementation of self-
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directed learning. Evaluations about effects like higher quality of learning, long-term trans-

fer or the development of competences in connection with self-directed learning are very

complex and rare. Contexts therefore mostly concern universities and should be extended

to vocational and professional learning.

Interdependence between the individual and the organisation

It would also be interesting to measure personal effects of self-direction in the context of

professional learning and possibilities to integrate their outcomes into daily working life.

The influence on organisations’ configuration and culture could be evaluated and it could

be examined how self-determined individuals participate in organisational changes.
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PORTALS AS A MEANS OF INNOVATING
EDUCATION
Lea Bregar, Margerita Zagmajster

A b s t r a c t
Rapid development of information and telecommunication technology (hereinafter: ICT) in

the few last years has opened new possibilities for enhancement of efficiency and effec-

tiveness in learning and teaching. The use of up-to-date ICT, especially the Internet, has

influenced not only distance education but also traditional education settings. This can be

seen from growing number of on-line courses and educational web portals of both types

of educational institutions. Web portals have become an important information source in

supporting the development of education, and their importance is still growing. In the first

part of the paper the meaning of educational portals, their definitions, various types of

educational portals and their functions will be presented. In addition, some evidence will be

given as to what might be the services offered by portals, how the portal content could be

managed and how the personalisation of portals might be achieved. In the second part of

the paper, the development of the e-learning portal in Slovenia will be presented. The de-

velopment of the e-learning portal is one of the sub-projects within the project Distance

Learning in Slovenia started in 2002 and financed by Ministry of Education, Science and

Sport. This project aims to elaborate a comprehensive national e-learning strategy, target-

ing on all educational levels. Within this frame, the role and the concept of the e-learning

portal in Slovenia will be discussed and the initial working version will be presented.
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I n t r o d u c t i o n
One of the most significant characteristics of modern societies is the constant need not

only to revise and update knowledge, but also to upgrade skills. The need to continuously

revise and update knowledge also results in necessary revisions of the old and develop-

ment of new pedagogical concepts and delivery formats, adapted to the needs of adults.

Arising from these needs, traditional distance learning was successfully introduced several

decades ago.

With the recent fast development of ICT, this traditional form of distance education went

through the process of transformation and adaptation to emerge as a new concept of e-

learning, applicable also in traditional education and depending heavily on the advantages

of the Internet. One of the most propulsive and expansive tools for efficient use of Internet

is portals. Although primarily developed in the business sector as a means of e-commerce

support, they are increasingly recognised as a means of innovating education1.

In this paper, the basic conceptual issues, role and functions of educational portals will be

examined first. In this frame, the rationale for development of the e-learning portal in

Slovenia and current achievements will be presented. Discussion on perspectives and open

issues about further development of the e-learning portal in Slovenia will conclude the

paper.

B a s i c  c o n c e p t s  a n d  t e r m i n o l o g y :  e - l e a r n i n g ,
w e b - b a s e d  l e a r n i n g ,  w e b s i t e s  a n d  p o r t a l s
The advent of the Internet and the invention of the WWW, supplemented by a wide and

growing range of multimedia technologies have created particularly during the past dec-

ade a platform for introduction of the distance education concept in traditional on-cam-

pus education processes, thus effectively changing educational paradigms.

The changing educational paradigm is characterised by the fact that teachers no longer

hold an exclusive monopoly over knowledge.

Contrary to the traditionally recognised role as being a subject-matter expert transmitting

knowledge of fixed and precise contents to learners, the teacher is becoming a moderator,

advising the learners how to discern relevant information in the cyber-cauldron and how to

transform it into new knowledge. New opportunities and challenges are offered to main

stakeholders in the learning process: learners, to actively shape their study paths and con-

tent; teachers, to extend knowledge sources beyond traditional pools and to enrich and

innovate their teaching experience by ICT.

.............................................................
1 In the Educause survey 2002 (Olsen, 2002) the education technology consortium ranked institutional

portals fourth among the top – 10 technology issues in the next 12 months.
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Under these circumstances, the relationships among participants in educational processes

have been changing dramatically. Teachers’ and students’ roles are interdependent. If the

roles of the teacher are those of moderator, tutor, collaborator with a learner, then learn-

ers need to become self-reliant, more active in searching for relevant information. The

role of a self-reliant student is the corollary to a less directed role of the teacher. This

raises the level of learners’ responsibility in learning (Barajas et al., 2003) and opens new

opportunities for affirmation of distance education concepts, one of the premises of which

is an independent self-reliant learner.

Distance learning and traditional on-campus learning formats have been merging and re-

emerging as open learning, flexible learning, resource - based and/or distributed learning.

This technology-based modernisation of educational systems is being described as e-learn-

ing (Glossary of Technical and Distance Education Terms, 2002; Kaplan-Leiserson, 2002),

although it could also be referred to as technology-based learning. E- or technology-

based learning covers a wide set of applications and processes, such as web-based learning,

computer-based learning, virtual classrooms, and digital collaboration. It includes the deliv-

ery of the content via Internet, intranet/extranet (LAN/WAN), audio- and videotape, satel-

lite broadcast, interactive TV, and CD-ROM.

Web-based learning (often used as a synonym for on-line courses) thus represents one

possibility from the range of technology-based learning options. It is characterised by the

use of a web browser to explore public Internet sites, a private intranet, or an extranet

(Kaplan-Leiserson, 2002).

Delivery of educational content runs via a Web browser over the public Internet, a private

intranet, or an extranet. Web-based learning often provides links to other learning resources

such as references, email, bulletin boards, and discussion groups.

The introduction of a new learning paradigm in digital environment is accompanied by

development of new tools. Recent trends prove that portals are becoming an increasingly

needed technology means of Internet information management, providing a “central online

tool to access and exchange internal information as well as a link to external information,

vendors and resources according to the needs, mission and choice of institution” (Norman,

2003).

Portals :  definit ions and classif ications
What are portals? Oxford Advanced Learners’ Dictionary defines a portal as large, impres-

sive gate or entrance to a building. Similarly goes Winston Dictionary, defining portal as a

gate, door or entrance, especially one that is stately and imposing, as of cathedral. What

does this metaphoric use of the term portal mean in the context of the Internet and
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WWW? One could imagine that the portal admits entrance and a tour to immense and

chaotic cyber space.

What is the essence of a portal – but not discerned in the metaphor itself – is the distinc-

tive advantage of the portal over Web site, e.g. that this tour is organised according to the

particular needs of a visitor.

This feature of the portal is also accentuated in a few glossaries already containing this

novel term.2  For instance, Learning Circuits Glossary defines     portal as     a web site that acts

as a doorway to the Internet or a portion of the Internet, targeted towards one particular

subject. CISCO glossary says portal is a specific view into the website that matches person

requirements to the available offerings.

At the most basic level, portals gather a variety of useful information resources into a

single ‘one-stop’ Web page, helping the user to avoid being overwhelmed by ‘infoglut’ or

feeling lost on the Web. But since no two people have the same interests, portals allow

users to customise their information sources by selecting and viewing only what they find

personally useful. Some portals also let you personalise portal by including private informa-

tion, e.g.: checking private account balance (Looney & Lyman, 2000). Shortly, portal is a

layer, which aggregates, integrates, personalises and presents information, transactions

and applications to the user according to their role and preferences (Dolphin, 2002).

Historically, portals have been developed from search-engine-based sites (e.g. Yahoo, Ex-

cite; Lycos) and Internet service providers (e.g., AOL, Earthlink, Prodigy). But the value of

portals goes far beyond a Webpage containing a directory of URLs. Portal is a home base,

anchor, a place to return to when you get lost, a place to keep your information, a place

from which to communicate with others. (Looney & Lyman, 2000).

In practice, very often more or less static web sites are declared as portals. Internet search

discovers thousands and thousands of hits under the term ‘portal’, but only a part could be

recognised as a portal in the defined sense. For appropriate comprehension of the role and

potentials of portals, it is worth clarifying the differences between Internet websites,

intranet and portals.3

An Internet Web site is the most basic manifestation of Web technology, providing infor-

mation through hypertext mark-up language (HTML) that allows for cross-referencing with

hyperlinks. Consumers worldwide can access the Internet. Thus the information presented

on the Internet Web site is intended for public consumption without restrictions.

.............................................................
2 Interesting to note that our ad-hoc Internet search on portals definitions did not discover the required

heading (portal) in European Internet glossaries available on-line but only in American ones.
3 For detailed explanation see article: Christopher G.Connolly: From Static Web Site to Portals.
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An Intranet Web site is one that is contained within an organisation. Its purpose is to pro-

vide more relevant, useful Web-based solutions to an internal community. People have

access to an intranet thorough an authentication process, usually involving usernames and

password. Intranet affords a way to present information to a restricted audience.

A portal is a gateway to the Web that allows the plethora of information available on Internet

and Intranet Web sites to be organised and customised through a single entry point. Dol-

phin (Dolphin, 2002) argues that it is fair to say that the line between intranets and portals

appears to be blurred. He suggests that an intranet should be considered a portal when it

can aggregate and integrate diverse sources of information.

The technical aspect of portal design deals with the issues of integrating various software

applications. The content (information) aspect is focused on how to organise data retrieval,

storage and delivery to users’ needs. In this paper the discussion is limited to the latter

aspect4.

Portals can be roughly divided into two major groups: general and specialised. General por-

tals such as Yahoo, Excite, CNET, AOL, BBC portal, or Najdi.si in Slovenia offer a range of

services, from news, sports and weather, to e-mail services, chat rooms and most impor-

tantly search. The searchable database has been usually bought through a partnership with

one or more dedicated search engines or directories, such as FAST, Google or Looksmart.

Specialised portals target special interest groups (the so called community portals) or cer-

tain segments of consumers (consumers’ portals). Consumer portals are mainly commer-

cially oriented aiming to capture internet traffic of potential or actual consumers by or-

ganising internet content according to consumers’ interest. In community portals, infor-

mation is aggregated, edited and organised around specific topics, which concerns certain

well defined groups of people (Looney and Lyman, 2000).

Educational portals can be met on both sides of specialised portals. The learning Circuit

Glossary defines learning portals as any Website that offers learners or organisations con-

solidated access to learning and training resources from multiple sources. Operators of

learning portals are also called content aggregators, distributors, or hosts.

Butcher (Butcher, 2002) classifies educational portals by purpose into three groups:

- networking portals,

- organisational (institutional) portals,

- resource-based portals.

Networking portals provide various individuals (educators, learners, managers, and admin-

istrators) with a central point from which to access educational tools and facilities (on-line

.............................................................
4 Today’s portals are an applied technology application based on existing technologies. Currently, most

portals are simply several underlying technologies packaged together that are fairly simple to develop
(Connolly, 2002)
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and offline). As cases of interesting networking educational portals, one may mention e-

learning europa, E-content village, Eduscapes.

The typical ingredients of a networking portal are: reference section, containing also ge-

neric resources such a dictionaries, directories, thesaurus, glossaries, maps; and resource

section. The latter could be further split into various categories5  for instance: links section,

newsletters informing about the progress on various projects or activities of an organisa-

tion, discussion groups, technical and professional support. Very often, access to the ma-

jor part of a networking portal is free, but a subscription section is also offered to those

who are interested in-depth specialised information.

The prevailing types of educational portals are organisational portals in the higher educa-

tion sector. An organisational (institutional) portal is constructed by a specific organisation

whose core business is to deliver educational material. Some illustrative examples of insti-

tutional portals are University of Washington, Open University (International Center for

Distance Learning), Faculty of Economics, University of Ljubljana.

Generally, these portals contain background information about the organisation, its mis-

sion and strategy, founders, members and staff. Organisational portals offer a consider-

able amount of information on products and services rendered by the institution in order

to attract users to buy their services. Quite often, organisational portals are overloaded by

commercial advertisements, threatening to distract navigators and lead them to other

web sites.

Resource-based portals provide access to various educational resources online. Generally

this group of portals contains adequate search facilities, with links to other relevant or-

ganisation as well as subscription services. The overwhelming feature of resource-based

portals is that they provide subscription services, thus requiring payment to be made be-

fore being able to access resources. In many ways, resource-based portals are simply a sub-

set of networking portals (e.g.: Eduscapes).

E l e m e n t s  o f  d e s i g n i n g  e d u c a t i o n a l  p o r t a l s
The brief survey of definitions and meaning of portals in the previous section pointed out

that at the achieved stage of portals’ development, no common conceptual definition ex-

ists, and the available definitions more or less rely on the purposes to which portals are

put.

Nevertheless, most appear to agree with Butchers’ view (Butcher, 2002) that portal repre-

sents a resource gateway, which has been designed in such a way that it selectively filters

.............................................................
5 Eduscape classifies educational portals into general education portals, education portals of subject area

resources, thematic starting points and subject area and grade level portals.
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and organises useful, relevant information. In this way, a portal allows users to easily navi-

gate towards areas of interest as opposed to having to ’surf’ the Internet in a random and

less focused manner. In this way, portals foster effectiveness and efficiency in Internet

use.

In what way a portal will increase effectiveness and efficiency in Internet use depends on

the objectives and strategy embedded in the development of a portal.

More explicitly, before considering the range of possible functionalities and services that

an education portal might provide, it is important to introduce a key strategic choice that

needs to be made regarding the portal and its content. This choice revolves around whether

or not portal developers decide to use the portal only to provide access to content avail-

able elsewhere on the Worldwide Web, or whether the portal becomes a mechanism for

organising content commissioned and produced through the portal itself. The first option

concerns mainly networking portals, the second one addresses organisational (institutional)

portals. However, the choice is not an exclusive one in practice, and both options are inter-

related in the process of development. Very often, the development of a portal starts with

organising and managing the content developed by the institution and then continues to

offer links to the best content available on the web (Butcher, 2002).

The principal orientation of a portal developer as to whether to design a networking portal

or an institutional portal ultimately depends on the developer’s basic mission. Educational

institutions competing at educational market for prospective customers of educational

services will subject the portal’s physiognomy to facilitate access to the content produced

by themselves, in the format of various educational programmes and other services. By

contrast, public organisations and various associations whose prime mission is to foster

education in general, not being exposed to the market pressure will mainly follow the net-

working portal concept.

Along with this general line, a range of factors have to be considered when embarking on

design in practice. Although tempting ‘to provide’ a universal portal (all things for all peo-

ple), a decision on the principal target group must be made. After a general decision, as to

which type of portal should be developed and for whom, several external circumstances

must be appropriately accounted for. For instance, factors such as the spread of informa-

tion technology and access to internet in the environment, general level of information

and internet literacy, general level of acquaintance with subject area covered by the por-

tal, financial resources available in the short and long run, organisational sustainability of a

portal developer etc. must not be overlooked when shaping networking portal.

The introductory stage of portal development is followed by selection of portal services,

which will shape the portals’ principle functionalities, which can be roughly grouped into

three segments:
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- content services,

- content management services,

- communication services.

In the next section, a summarised description6  is given of portal services supporting con-

tent, content management and communication.

S p e c i f i c a t i o n  o f  p o r t a l  s e r v i c e s
Content services

By and large, the information value of a portal is ultimately determined by the range of

content services available.

Online course catalogues (directories) contain information about possible learning path-

ways available online or traditionally on campus, providing browsers with ideas about the

educational programme currently available at local or international level.

Online education courses provide a means for learners to take part in courses; it offers

equal opportunities and access to various learning environments.

Electronic library provides both educators and learners with access to various online re-

sources and links to other sites, available freely or by payment.

News services containing information about news on the portal (notice board), relevant

articles (on educational policy, innovative projects, school reform, links, mainstream news,

current events etc.).

Content Alert Services offers opportunities for asynchronous interaction between the

user and the information provider (e.g.: e-mail messages on certain topics are sent to us-

ers).

Customisation - users receive information for or about themselves. For a student, this

might be a schedule, degree checklist or reminder from the library.

Personalisation could be regarded as an ultimate goal of the portal – providing that the

right content is given to the right person at the right time – and as a mechanism to pro-

mote effectiveness and achieve long-term usefulness through remembering the user. Per-

sonalisation usually requires user identification, user registration, user security policy, role

definition, user administration, tracking use and user support.

Search facilities are fundamental for the primary objective of the portal, i.e. to facilitate

access to resources, either internally or externally generated. Different search modes are

available, for instance:

- Free text search, related resources/ documents search containing a specific word or

phrase;
.............................................................
6 Detailed description is given in Butcher’s and Butters’s articles.
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- Image search retrieving image containing a specific word or phrase;

- Structured search retrieving content, based on a defined taxonomy system.

Content management

The important factor of an efficient and successful portal is adequate management, striv-

ing for a balance between prompt inclusions of fresh relevant information and omitting

information already available elsewhere. Content management of portals usually relies on

the following services:

Resource pool - content available through the portal stored as a single pool of electronic

documents and described by metadata and taxonomy.

Taxonomy - defining multiple hierarchical taxonomy trees to which content can be associ-

ated.

Content upload - allowing geographically dispersed contributors to fill in the portal in a

secure mode. Contributor Toolbar, which would permit contributors to make submissions

while viewing a resource, could substantially increase the efficiency of this service.

Quality assurance - approval by content reviewer of submitted contributions to be included

in the portal; this service could be supplemented by users’ rating of content available.

Another aspect of quality assurance is detection of malicious content either technologi-

cally (e.g.: viruses) or because of inappropriate content (e.g.: pornography, hate speech).

Communication services

In terms of the educational process, the capacity of Internet technologies to support a

range of communication strategies of synchronous and asynchronous communication be-

tween educator and learner and amongst learners is of particular importance. A wide range

of applications is available, from individual electronic messages, to chat rooms,

videoconferencing and discussion forums.

D e ve l o p m e n t  o f  t h e  p o r t a l  i n  t h e  f r a m e  o f

p r o j e c t  d i s t a n c e  l e a r n i n g  i n  S l o v e n i a

Development of the e-learning portal is a part of the project Distance Learning in Slovenia.

The main aim of this project is to elaborate national strategy in the field of technology

based education (i.e. e-learning)7  in Slovenia. The strategy will consist of recommendations

.............................................................
7 The explanation for the synonymic use of terms ‘technology based learning‘ and ‘e-learning’ is given in

section 2. According to this, e -learning encompasses not only distance but also traditional education.
This also holds for the educational fields covered by the Project Distance Learning in Slovenia. In this
sense, the project’s title is imprecise.
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for further development of e-learning covering different aspects of its performance (or-

ganizational, didactical, economic, technological, legal etc.). All these aspects will have to be

considered as a basis for the introduction of e-learning in Slovenia at different levels of

education - elementary schools, secondary schools, higher education institutions, adult

education and private sector.

The project is co-ordinated by Laboratory for Telecommunications, Faculty of Electrical

Engineering, University of Ljubljana. There are about 15 partners8  working on different

aspects of e-learning included in the project. Most of them are educational institutions (HE

institutions) or national institutes. The project has a flexible structure, in the sense that is

open to all those institutions and individuals who are willing to support the further devel-

opment of e-learning in Slovenia.

Expected results of the project are the following:

- establishment of strategic group for development of e-learning in Slovenia,

- development of web portal on e-learning,

- preparation of strategic document – national strategy on e-learning (defining the con-

cept for development of e-learning system in Slovenia),

- increased awareness in the field of e-learning.

The expected benefits of the project are increased possibilities for ICT supported learning,

introduction of new flexible forms of access to up-to-date expertise and knowledge for

professionals and non-professionals, setting up new efficient channels for promotion of e-

learning and fostering innovations in education.

The project activities are running consecutively in thirteen thematic groups, which are

further divided into several sub-projects. Project activities are implemented on an interdis-

ciplinary basis; partners with different subject expertise are included. This fact should also

contribute to the project quality and its wider perspective. Practical experiences and out-

comes will be used as the basis for recommendations. It is envisaged that a strategic group

of experts in the field of e-learning will continue with dissemination of project results also

after the formal conclusion of the project in 2004, and that it will continue to support the

systematic inclusion of e-learning in Slovenia.

In the frame of the project, it is intended to create an e-learning portal conceived as a

main information and knowledge resource for all stakeholders in e-learning development in

Slovenia.

.............................................................
8 More information on project partners are available at www.ltfe.org/crp/
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Descr ipt ion  of  the  por ta l  on  e - learn ing  in  S lovenia
There are three partners responsible for development of the web portal on e-learning9  –

Faculty of Economics and Slovenian Institute for Adult Education (for its content and its

functionalities) and Laboratory for Telecommunications (for its technical implementation).

The aim of the portal is to serve information needs of various target groups – to institu-

tions and individuals interested on e-learning (students and potential students, teachers,

experts willing to up-date their knowledge or acquire new knowledge needed for further

development of e-learning, decision makers, management of educational institutions etc.)

The portal is based on the networking concept with an important resource component.

According to this orientation, priority is given to development of content services. While

three partners are responsible for its development, all project partners are invited to con-

tribute the relevant content (articles on distance education/e-learning, different sources

with relevant information, etc.).

The portal aims to offer access to a wide range of information. Some of them were pur-

posely created for the needs of the portal, while others were collected from different

international and national sources on e-learning. The Slovenian Institute for Adult Educa-

tion is a member of some international associations in the field of e-learning which regu-

larly provide relevant information. Beside that, the information is gained from professional

electronic networks which provide information on a daily basis to its members. The NCP’s

(National Contact Point for Distance Education) web-site has also enriched the information

pool.

The information available within portal is structured into several groups:

- links to the educational institutions offering e-learning courses or programmes (in Slovenia

and in other countries),

- links to the international associations in the field of e-learning,

- links to the resources on e-learning available on the Internet (web-portals, electronic

discussion groups),

- information on relevant professional literature in the field of e-learning (list of recom-

mended literature, links to the literature available on-line, electronic newsletters and

electronic magazines, scientific and professional papers),

- information on relevant conferences,

- section with information related to development of e-learning (links to specialized con-

tents available within on-line sources, links to relevant projects, demo versions on on-line

courses and information on training opportunities for staff interested or already work-

ing in the field of e-learning).

.............................................................
9 Home page of the portal is http://e-studij.net.
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Beside content service, at least the minimum of communication services have to be avail-

able to the users of the portal for efficient use. The visitors can contact the partners

responsible for development of the portal, obtain relevant news, engage in the discussion

forum and information search. Management services are not presented in this paper due

to its technical nature.

O p e n  i s s u e s  a n d  f u t u r e  p e r s p e c t i ve s
The first activities related to the introduction of distance education in Slovenia started in

the period 1991-1993 within the University of Ljubljana, at the University Research and

Development Centre and at the Faculty of Economics.

In late nineties the interest in distance education and e-learning in Slovenia was stirred up

by the very rapid diffusion of ICT appropriate for educational services with a trend of

considerably decreasing costs, and stimulated by awareness raising and training activities

implemented within the Phare Multi-country Programme for Distance Education (Zagmajster

& Bregar, 2001).

The interest in e-learning has been growing within higher education institutions at both

universities. Many higher education institutions implement projects in the field of e-learn-

ing, some are developing on-line courses as a means for enriching traditional forms of

education and other are experimenting with the use of up-to-date ICT in the pedagogic

process.

Apart from higher institutions, there are other institutions embarking on e-learning devel-

opment at the level of primary and secondary education, mostly as a means for enriching

traditional forms of education. The corporate sector also took on board e-learning as an

up-to-date mode of education for training purposes. The network of centres for continu-

ing education delivering distance education and e-learning is expanding.

This evident interest in the development of e-learning in Slovenia backed up the idea to

develop a networking portal focused on e-learning.

The survey in the first part of the paper, pointed out that the educational portal is a

generic concept covering a wide range of its practical implementation and functionalities.

Compared to the options which portals can offer to its target groups, the portal devel-

oped within the project Distance Learning in Slovenia seems to be modest. It has to be

emphasized, however, that the development of this portal is seriously limited by financial

sources available to this sub- project. In a way, it reflects the current attitude towards the

development of e-learning in Slovenia.

According to the Evaluation (implemented in 2001 by Steinbeis Transfer Centre, Germany),

Slovenia is seen as having leading expertise in ICT applications for education and training
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within the region of South East Europe. However the number of on-line courses offered by

educational institutions is still rather low and investment in ITC-based course is somewhat

sporadic.

It must not be overlooked that what is missing at the moment in Slovenia is the existence

of a supportive deliberate educational policy fostering e-learning in order to provide stable

conditions and keep pace with current trends in this field in Europe. The project Distance

Learning in Slovenia aims to fill this gap.

If the objectives of this project are met and the proposed national strategy on technology

based education strategy is officially approved and financially supported, the portal devel-

opers see the possibility that the portal could continue to develop and to be regularly up-

dated also after the end of the project.
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A b s t r a c t
In several ways, the field of adult learning is at a crossroads. In many countries the percent-

age of adult learners either equals or outnumbers all students in public schools while in

other regions, the large majority of the population is under 25 with only a cursory collec-

tive memory of the recent past. For the most part, children of the digital age are as tech-

nologically different from their elders as INTERNET communications are from conventional

mail systems. Fortunately, the evolution of educational media with its impact on consumer

technology-AND THE REVERSE-has made it possible for powerful instructional tools to be

employed that offer new possibilities for adult learning that were unthinkable less than a

decade ago. However, educational institutions, instructional designers and adult learners

are struggling to utilize these technologies to make a significant impact upon adult learning

outcomes.

What are these new tools?

Along with the obvious technologies such as computers, CD-ROMs and the INTERNET, an

entire range of new media systems have appeared-both hardware and software-almost

unnoticed by educators. Technologies such as digital cameras, hand-held computers, DVD

players, digital camcorders, cellular communications, MP3 gadgets, printing machines and

other devices have permeated the consumer-market at a dizzying pace. In fact, their use in

several areas such as public health, basic research, business, sports, art and entertainment

have revolutionized those endeavours and many of these technologies offer the same

opportunities for adult education. To go along with this hardware is an equally impressive

array of software that has taken the development and use of modern multimedia

manipulatives out of the realm of computer scientists and into the hands of the public. In

fact, the consumerization of digital technologies is part of an emerging educational para-

digm that is obvious in almost every area except education! This article will focus on ways

that decision-makers, instructional designers and teachers can use media and multimedia

technology more effectively in the creation and delivery of adult education. In addition,

several important motivational strategies that are vital to technologically-assisted instruc-

tion will be offered.

TECHNOLOGY AND ADULT EDUCATION:
NEW TOOLS FOR NEW EXPERIENCES
Barry Sponder
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I n t r o d u c t i o n
Adult education is at a crossroads, facing new challenges and opportunities that reflect a

dynamic, rapidly evolving global technological environment. Although the prospects for

using information technologies (IT) as instructional tools are generally favorable, the path

has often been unclear with only a few signposts to point the way. In many countries the

population of adult learners outnumbers students in elementary and secondary schools

however, in other areas the majority of the citizenry is under 25 with only a cursory collec-

tive consciousness of the recent past. Not surprisingly, information-age children are often

“wired,” media-savvy and as different from their elders as the INTERNET is from conven-

tional “snail-mail.” In fact, it is not surprising that schoolchildren are sought out as high-

tech problem-solvers by their parents, who are often more tentative and insecure when

using the same mainstream multimedia such as computers and the INTERNET. Fortunately,

the emergence of a new generation of “smart” educational media with its impact on con-

sumer technology-AND THE REVERSE-makes its feasible to employ innovative instructional

tools for adult learning that were unimaginable only a decade ago. This is evident in the

development and commercialization of the World Wide Web in tandem with the prolifera-

tion of consumer-oriented computers and digital telecommunications. Now that an wide-

spread hardware infrastructure is commonplace it is vital to motivate adults learners and

educators to move beyond the crossroads in a direction that makes good use of estab-

lished technology and consumer electronics to support lifelong learning and instruction.

Although there may be a consensus that information technology should be a key compo-

nent of adult education, effective implementation is often a problem. Because of compet-

ing claims for public resources, investments in hardware and software-both by institutions

and individuals-must be met with an equal commitment to use them effectively. In addi-

tion, there should be easy access to timely, hands-on training and support for participants.

However, this does not always take place. One explanation is that the hyperbole used to

describe new media systems seldom measures up to the reality of their performance. In

fact, the recent history of IT is replete with grandiose and unfulfilled predictions about the

paradigm-changing features of latest miraculous media and methods. This has bred pre-

dictable skepticism among many in the educational establishment who often see technol-

ogy as an expenditure in search of a problem or a problem in itself rather than being an

instructional solution. In addition, “human factors” such as culture, socio-economics and

motivation play an important role in how, and when, technology is used. This paper will

touch on some of the useful characteristics of newer, “smarter” media, and their potential

as educational tools. In addition, I will discuss some hindrances to their use and offer a few

correctives for dealing with technology–related motivational roadblocks.



152

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

T h e  c o n s u m e r i z a t i o n  o f  h i g h  t e c h n o l o g y
Along with high profile multimedia such as computers, CD-ROMs and the INTERNET, an

array of new media systems have become available that are rapidly transforming many of

life’s daily routines. Equipment such as digital cameras and camcorders, printers, scanners,

hand-held personal digital assistants (PDAs), DVD players, cellular phones, MP3 devices and

other innovations have permeated the mainstream consumer market. In fact, the use of

digital media in areas such as public health, business, sports, art and entertainment have

revolutionized many of their basic procedures. For example, in the “personal health” field

there are professional-grade over-the-counter products that monitor bodily functions such

as blood pressure, disease resistance (such as HIV) and blood glucose levels, all of which

have helped at-risk populations to maintain healthier lifestyles and, hopefully, live longer. In

the US entertainment market more DVDs are sold or rented than videotapes-a remarkable

trend for a media format that has only been widely available for a few short years. Is it

really surprising that most encyclopedias are no longer sold as books but instead are mar-

keted as online publications and subscription services or available in DVD-ROM or CD-ROM

formats? Indeed, digital customization has enabled products such as Microsoft Windows

and The Word/PowerPoint/Excel Office Suite to be developed for numerous linguistic con-

texts as diverse as Slovene, Japanese and Arabic. Furthermore, various magazines, news-

letters and journals are published only in cyberspace. Clearly, yesterday’s cutting-edge tech-

nologies are today’s mainstream merchandise.

The technology convergence that fosters many of these trends is rooted in the telephone,

one of the earliest electronic innovations. Amazingly, this 19th century creation has been

reinvented, reconceptualized and morphed many times over. Nowadays, the telly connects

to the computer which links to the radio or travel agency, music store, phone directory,

bank and so on. Indeed, the confluence of these systems has transformed the way we

carry out many everyday tasks. The significance of these developments is that new and

powerful opportunities are available at the consumer level, no longer the purview of “com-

puter geeks” or out of reach of the average user. In fact, these media systems are devel-

oped for, and marketed to the general public, making them affordable and easier to oper-

ate than ever before. After all, manufacturers want people to buy their products so they

provide a wide range of assistance and support for users, such as INTERNET websites,

online handbooks, product-specific reference CD-ROMS, automated telephone services, how-

to-videotapes and even one-on-one phone support. Accompanying this growth in digital

hardware is an equally progressive proliferation of powerful programs that have trans-

formed terribly thorny tasks into routine procedures. For example, a person using a digital

camera to take family photos can easily transfer the pictures to a computer and erase the
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“red-eye” effect from a photograph with the click and drag of a mouse. This image processing

software is inexpensive and often a consumer version is distributed free with photos proc-

essed on a CD-ROM!

N e w  t o o l s  f o r  n e w  ex p e r i e n c e s
I often refer to current intelligent technologies as “consumerware,” because they offer

many new and unique experiences and are designed for the mass market. These new expe-

riences can be classified into three general categories which are as follows: Communica-

tion, Customization, Creativity.

Communication: The exponential growth of digital communications is self-evident with cell-

phones outnumbering automobiles and satellite communications bringing low-cost long-

distance calls within the reach of anyone with a phone, almost anywhere on the globe.

These same technologies also offer text messaging and the transmission of pictures and

movies over standard telephone lines. Obviously, these options present intriguing possibili-

ties for adult education. In fact, learner assistance via audio, video and text-will never be

more than a phone call away. From a constructivist perspective, communicating one’s ideas

has also never been easier. Using applications such as PowerPoint (for overhead transpar-

encies), or FrontPage and DreamWeaver (for web development) anyone can create profes-

sional looking documents. Not surprisingly, these applications include many extras that make

them suitable for anyone from a beginner to an expert. Additionally, displaying a presenta-

tions is easy as spelling L-C-D since compact Liquid Crystal Display projection devices are

now being marketed as reasonable alternatives to big and bulky large screen televisions.

While many in adult education have been using these media, it often remains a challenge to

master them beyond a perfunctory level.

Customization: As Naisbett (1994) observed, the mass customization of products is one of

the major characteristics of the digital revolution. Products can be personalized with a high

degree of sophistication giving the user the ability to make subtle, random or purposeful

changes during very complex operations. For example, procedures for producing mail-

merged documents and address labels for personal correspondence are as easy to per-

form as printing individualized, customized hardcover books for children. Users need only

to master basic software or hardware that is designed for them to succeed at tasks such

as rubbing out red-eyes in photographs or making movies or animated films that can play

on their computers or be sent via EMAIL over the INTERNET.

Creativity: The ongoing growth of computing power, which seems to double just weeks

after we bought our latest computer, has enabled ordinary folks to do extraordinary things.

From the development of advanced websites to designing our own jewelry, clothes, tat-
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toos, homes, etc., both software and hardware are performing as “adjectives” by modify-

ing our talents and sparking latent interests in pursuits that were once out of reach. For

example, many new authors have had their start through the INTERNET. In fact, the daugh-

ter of one of my students became a successful writer of children’s books at sixteen due in

part to her work on the INTERNET. Her mom learned to use Tripod, a free web-hosting

service in my basic computing course and she soon taught her daughter how to create

websites in under an hour. Her daughter later posted several original stories to her personal

website. Subsequently she was “discovered” by a publisher, signed to a long-term contract

and has had numerous best-sellers to her credit.

R o a d b l o c k s  t o  u s i n g  e d u c a t i o n a l  t e c h n o l o g y
Unfortunately, as adult education continues to mature in its use of technology learners are

encountering many motivational problems that are often difficult to address. Unless rec-

ognized and overcome these stumbling blocks to scholarship will lessen the effectiveness

of any instructional system and ultimately lead to technology-fatigue, lethargic perform-

ance or user-burnout.

In an article entitled “Taking learning Seriously,” Shulman (1999) offers interesting insights

into learning problems and identifies four categories that describe what can go wrong with

learning. Encapsulated, they are as follows: Amnesia-We forget so much-why is that?; Iner-

tia-We learn so much useless information that goes nowhere; Phantasia-We know so many

things that just aren’t correct but we are sure they are true; Nostalgia-It was always better

“way back then.” Taken together these roadblocks are powerful motivational-killers. Inter-

estingly, each difficulty has its own relevance for using-or not using-educational technol-

ogy. Consider the following:

Amnesia-We can easily develop amnesia when a technology is not used to its potential. For

instance, while PowerPoint programs have the ability to integrate text, graphics, audio,

video, animation and photographs, many presentations offer all the motivating compo-

nents of dishwater. They can appear as overly wordy “electronic books,” displayed onscreen

with the readability and dryness of an eye chart. Many presentations simply display list

after list of points, sub points and sub-sub points that soon fade into oblivion. It is almost

as though the presenter is saying “What do you want, I’m using technology, am I?” Indeed,

more training in the effective design and utilization of presentation programs and other

electronic systems would help to combat amnesia. In fact, there are many materials that

provide good advice for creating mediated instruction. Williams (1992) offers important

rules for using computer-generated text in documents and presentations while Reigeluth

(1983) provides examples of a single lesson created from many different design perspec-

tives.
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Inertia-With any one of a billion documents accessible by clicking on an underlined word or

picture icon, it is all too easy to provide a “kitchen-sink” approach to presenting informa-

tion to online learners. Information-overload is recipe for giving too much inert informa-

tion and a sure way to kill the motivation of someone searching for useful (non-inert)

information on the World Wide Web. This is an all-too-familiar problem because adult learn-

ers are not interested in wasting their precious time hunting through dozens of websites

reading text from a luminous screen, only to be sent to yet another website for even more

“illumination.” In addition, having too few references can create the impression that what is

shown here is all that is relevant to the discussion. Combating inertia requires thoughtful

audience analysis so that irrelevant information will be omitted from a webpage. It also

requires well-organized text/graphic layouts in which the pertinent points will be easily

identifiable and not confuse the intended audience. Although computer programs can itali-

cize, bold or underline text easily, Williams (1992) makes the case that each function has an

appropriate task but they are too often misused. When entire papers or websites are in

bold type, the use of bold loses all meaning. She also points out that techniques such as

underlining are vestiges of old technologies such as the typewriter and are not used in

professional computer-generated documents. If teachers take the time to learn the proper

wordprocessing conventions for using technology they will be more precise in their pres-

entations and less likely to strand their audiences with an overload of worthless informa-

tion.

Fantasia-Nickerson (1987) tries his hand at “Understanding, Understanding” by examining

research about math and science teachers’ subject matter conceptual development. Sev-

eral studies of high school teachers’ thought processes have shown patterns of concep-

tual errors about important topics in their fields of expertise. He uses this research to draw

some inferences about what we mean when we say we “understand” something. He con-

cludes that understanding in not a binary concept (yes/no), but rather it develops along a

continuum with many levels of comprehension in-between. As students learn incorrect

concepts they develop their own fantasia. After all, they learned this information from a

teacher, the authority, so it must be valid. However, it can be quite a shock when one finds

out that firm beliefs are incorrect. Fantasia is also perpetuated by misspelled words on the

chalkboard, or through incorrect grammar in prepared materials. It is particularly insidious

if one is to believe that we build new knowledge upon what we already know! Technology

has the capability to multiply fantasia as any Google search for topical information will

confirm. What is sobering is the amount of energy it takes to correct misconceptions in

learners’ thinking and in our own belief systems. I remember once observing a student

teacher modeling the Earth’s rotation on it’s axis and corresponding revolution around the
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Sun. She explained that the Sun remained fixed in space while the Earth moved according

to its own particular patterns. I asked her later if the sun was really unmoving and she soon

realized that it would have been better not to say anything about the Sun’s motion or lack

thereof because she could have inadvertently created a false concept for some of the

children. Sound familiar? An effective, albeit difficult strategy to counter fantasia is for us

to be as accurate as possible in all of our writings and oral instruction and to require others

do the same.

Nostalgia-The yearning for the past is quite strong. Why do we have to learn version 3

when version 2 was so good? After all we spent time learning this already! As upgrade

begets upgrade we often feel as though we are on a merry-go-round of never-ending

change. Basic program functions differ from one upgrade to the next and program ele-

ments placed in one position in one version are sometimes moved and hard to locate in the

next version. However, for those who start learning a program with version 3, these are

the good old days! Nostalgia is a hard roadblock to overcome because it is frequently based

upon emotion and reverie and is often resistant to logic and/or factual evidence. One

useful corrective is the purposeful linking of old facts and concepts with new ones, provid-

ing ample scaffolding for the assimilation of fresh information.

In addition to the impediments discussed above I utilize the term “propaganda” to identify

an additional roadblock. Propaganda is the intentional misinformation that is disseminated-

sometimes called “spin,”-which serves to obscure meaning and ultimately prevents an audi-

ence from moving towards a more objective perspective. Again, this is not a new phenom-

enon but within a technology context it provides interesting examples. I wonder what George

Orwell would make of the INTERNET and the unfiltered, uncensored, unedited nature of

the media? Here minds are not controlled by “Big Brother” but rather “Little Brother.” Hun-

dreds of millions of little brothers and sisters have equal access to the information

superhighway which also offers a soapbox for any and all claims, no matter how sane or

ludicrous they are. Propaganda is different from fantasia because its intent is to perpetu-

ate and legitimize vested interests, half-truths, slanted perspectives and often outright

lies, all clothed in the garb of objectivity. I believe that it is essential for learners to develop

propaganda-detection skills and that lessons for uncovering misinformation should be in-

cluded in any curriculum.

B u s t i n g  t h r o u g h  r o a d b l o c k s
Admittedly, there are no sure-fire motivational roadblock-busters but I have found a few

strategies that have been proven useful when encountering technology resistance in some

learners. The following are points to ponder and pass along as part of an on-going effort

to increase their enthusiasm for going digital.
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1. The technology we are using in education is now at the consumer level. It is important to

help adult learners to see they are already using products that are similar to the technolo-

gies they may be apprehensive about. Once they realize that an IT system is designed to

foster their success (and gain market share) they often feel more comfortable as users.

For example, I often require entry level students to buy cheaply priced digital cameras and

then encourage them to take pictures at home. Later they use their photos in PowerPoint

presentations. When students see how “easy” these devices are use, they often come around

and develop better attitudes towards technology and often demonstrate their motivation

to continue learning by creating presentations for their own use.

2. Consumer technologies are consumable. It is not hard to believe that our computers and

other gadgets are moving towards maturity very quickly. If we can concentrate on the

effective use of a technology instead of the size and speed of hardware itself, we will be

better off. For all my classes, I make a point of going into the marketplace and getting

inexpensive digital gadgets and using them for instruction. Two of my favorite eye-open-

ers are budget digital cameras and inexpensive flash-drives with 128mb or more of storage

capacity on a device the size of a thumb. Students soon avail themselves of these devices

and many continue to use them in their professional practices. In addition, all students are

required to put up their own websites overnight using Tripod and post their work online to

elicit feedback from their classmates.

3. It’s okay to get frustrated but don’t get stuck! It is better to find ways to get unstuck

than to gripe about something that goes wrong. Nothing kills motivation faster then get-

ting stumped and not knowing which way to turn. I often repeat the phrase “Don’t Get

Stuck,” then demonstrate ways to get going. For example, I show people how to use listservs

and online newsgroups and ask the students to find answers to problems in this manner. If

people can recognize they are stuck they can use any number of strategies to get back in

motion. If not countered, inertia wins.

4. With technology there are usually many ways to do the same things so be flexible and

learn more than one way to perform a procedure. This follows the previous point. For

example, some adults are so unsure of themselves they don’t want to learn more than one

way to do a simple procedure on a wordprocessor. However, there are usually shortcuts or

alternatives available for any computer task. I frequently spend time in class teaching two

or three ways to manage the same process so that students will recognize that flexibility is

usually built into the technology. Sometimes, amnesia sets in and people forget what they

have learned so it is always better to have alternative or additional instructional materials

available because teaching a failed lesson over again in the same way is a sure-fire motiva-

tion-killer.
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5. Make mistakes. It is one thing to encourage students to make mistakes but then we must

not penalize them for doing so. I always let learners rewrite and rework their assignments

several times over. I emphasize that they not ask “Is this what you want?” requiring only a

yes or no answer, but Instead I request that they ask for directed feedback, which always

gets them a more useful response and circumvent the “yes/no” trap.

6. Share what you learn with others both in and out of class. It is important to encourage

students who are making progress with technology to share their experiences with others,

giving them both motivation and reinforcement for continuing their progress. This strat-

egy helps to combat fantasia because people are usually more motivated to give correct

information to their friends and relatives rather than spreading half-truths or conjecture

which may later cause them embarrassment if exposed as inaccurate.

7. Time spent learning new things about software and hardware is an investment in your-

self. So what if a technology quickly becomes second-hand? All digital multimedia systems

are related to each other in some fashion. This interconnectedness evident in the evolution

of wordprocessor applications over the past twenty years. Someone using WordPerfect in

the early 1980s would have little trouble with the fundamentals of Word XP, even though

XP has so many more features and reflects generations of progress in software develop-

ment. Adult learners want reassurance that they are not wasting their time. Analogies such

as this are useful reminders that they are always utilizing prior knowledge and experiences

when learning new things.

8. Learn the logic of the hardware or software instead of trying to make it adapt your ways

of doing things. There is no greater way to combat amnesia than to have students under-

stand the logic of how a technology is supposed to work and how it really works. I use the

first chapter of Norman’s (1988) “The Psychopathology of Everyday Things,” in my courses

because it examines and exposes the inadequate design of many of the gadgets we use on

a daily basis. I ask students to provide their own examples of poorly planned technology

and this always draws many humorous responses, one more amusing than the next. For

example, students will cite programming their television, VCR, cell phone or clock radio as

an exercise in frustration and will often not utilize many of the useful features that are

available with these products. We can all relate to the buttons that don’t quite work as

promised and the flashing LCD screen. Sooner or later students see that we almost always

blame ourselves for these design flaws and this fantasia, techno-illiteracy, is easy to de-

velop in adult learners. I emphasize to my classes that they should not think of themselves

as stupid or technology-illiterate and that they can learn to use any of these products.

Indeed, they are given assignments to help them overcome their anxieties and most report

more success with IT when armed with this new point of view.



159

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

9. There really is no substitute for experience. Nostalgia makes us believe that it was easier

to learn to use technology in the old days or with the old software. I counter this notion by

asking people how long it took them to become good drivers. When they remember that it

didn’t take place overnight it makes it easier to argue for patience with their current tech-

nology-related tasks. If we don’t make the effort, inertia will again trump our motivation.

10. Develop a tolerance for ambiguity. This is a corrective for all the roadblocks- amnesia,

fantasia, inertia, nostalgia and propaganda. Technology can be frustrating and it is impor-

tant to develop a tolerance for the unexpected when things do not go the way we antici-

pate. I find that pointing this out on different occasions, especially when I myself need it,

provides a model for those wrestling with the same issues. Also, a sense of humor is a big

plus for the inevitable twists, turns and tangles of technology.

A  n ew  p e r s p e c t i ve
One of my colleagues, Jesse Turner, likes to extend the analogy of the half-full glass for his

teacher trainees. We can look at the glass as being either half-filled or half-empty. To para-

phrase Jesse, if you look at the glass as being half-empty you are a poor teacher with little

to offer. If you view it as half-full you are doing the best you can with what you have.

However, the good teacher fills his or her own glass, one drop at a time. They seek to learn

from all their experiences and do not allow themselves to get stuck but rather learn how

make the best use of their resources and pass that confidence on to their own students.

C o n c l u s i o n
While the advanced technologies of the past decade have evolved into today’s mainstream

products, many adult learners are still having difficulty using them, especially for lifelong

learning tasks. In addition some educators have yet to take full advantage of the instruc-

tional potential of consumer-level digital media systems. This paper has identified several

impediments for technologically-assisted instruction and offered a few correctives. It is

hoped that the both learners and teachers will profit from the discussion.
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A b s t r a c t
The interest in technology in language teaching and learning is no new phenomenon but

one cannot but note that the evolution of information and communication technologies

has undeniably had a repercussion on research in the last few years. As far as Computer

Assisted language Teaching and Learning are concerned, it is necessary to consider the role

which can be played by authoring tools apart from enabling editors to design more or less

elaborate learning environments. A new issue is to consider in which way these tools can be

used by teachers to create their own pedagogical material but also by learners themselves

to construct their knowledge of the language they are learning within a collaborative learning

context. In the various experiments led by teachers, and studies carried out with groups of

young learners or university students using a user-friendly authoring tool in order to cre-

ate multimedia hyperdocuments, special emphasis has been put on the heuristic approach

based on directing the learner’s attention and making him/her reflect on the language, as

a mean to raise language awareness. Particular attention has been given to the impact of

pictures on language awareness and to the specific role which could be assigned to a

hypertext generator for the learning of procedures in relation to the other materials avail-

able, whether didactic or authentic. The hyperdocuments presented, whether they have

been designed by the teacher or by the learners, take part in a pedagogical process based

on the solution of problems and the construction of knowledge. Such a learning process

however raises the issues of the learners’ autonomy and of the teacher’s adaptability and

these issues lead to a re-definition of the tasks of the learner and of the roles of the

teacher.

DEVELOPING AND USING MULTIMEDIA
HYPERDOCUMENTS TO LEARN AND
TEACH LANGUAGES - NEW TASKS FOR
THE LEARNERS, NEW ROLES FOR THE
TEACHERS
Guy Arquembourg
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I n t r o d u c t i o n
The interest in technology in language learning is no new phenomenon. Since the seduction

of structural linguistics by sound recording, the history of Applied Linguistics, Language

Pedagogy and Psychology of Education has been closely related to the evolution of tech-

nology. Whatever the technology involved, the integration and use of new tools within the

institutional context is, however, conditioned by political, economic and technical discourse

(Narcy, 1997) which usually precedes relevant theory in Language Acquisition Research and

often ignores it.

As far as Computer Assisted Language Teaching and Learning are concerned, it is thus

comforting to note the growing interest in authoring tools which not only enable research-

ers to design elaborate language learning environments but can also be used by teachers

to create their own pedagogical material and by learners to construct their knowledge of

the language they are studying.

Still more important is the renewal of the research in language acquisition which the multi-

media revolution generated and more especially the revival of interest in learning theories

which had never been quite applied within the institutional context. Thus, Papert (1993),

the inventor of LOGO, building upon Piaget’s constructivism, insists on the importance of

real constructions as the basis of mental constructions, and, as Renié and Chanier (1995)

note, a different type of learning based on collaboration or cooperation and interaction is

now being considered as “an alternative to traditional ones” by “the community working on

Computer Assisted Learning”.

Applying these notions which date back to Deutsch (1949) or Vygotsky’s and Piaget’s work,

to the use of an authoring programme, requires us to reflect on the various opportunities

it offers, such as raising language awareness or facilitating a heuristic approach. It also

implies taking into account the implications it may have on teaching/learning styles as well

as on teacher/learner’s autonomy.

It would be, of course, irrational to endeavour to go through such analysis within the time

allowed for this presentation. So, the hyperdocuments shown in this Forum have to be

considered “samples” of experimental proceedings in those grounds. They nevertheless

aim at bringing answers to a certain number of questions concerning the appropriate type

of software, the conditions of use of such tools and their utility for the learning of proce-

dural knowledge.

T h e  a p p r o p r i a t e  t o o l  f o r  t h e  a p p r o p r i a t e  u s e
The observation of groups of teachers in various workshops dedicated to the use of

authoring tools has shown that simple programmes are usually preferred to programmes
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which, even if they did allow them to create more elaborate products, are not always easy

to master. In this respect, when choice was given, the software in which programming was

hidden, has had the favour of the vast majority of participants.

Thus the choice of Polygraphe1 has proved sensible. This user-friendly software provides

the designer with a blank page on which he/she can write, place pictures and create

hyperwords and buttons which will in turn open new spaces, call up more text and pictures,

play sounds or videos... The importance of this easiness factor is considerable since the

programme could also be used most efficiently by learners, whatever their age, without

adding any cognitive load to their task.

In a study carried out with groups of young learners2, special attention had been given to

the specificity of the role which could be assigned to this tool for the learning of proce-

dures, in relation to the other pedagogical materials available whether didactic (textbooks)

or authentic (foreign television programmes). Thus, most of the hyperdocuments pre-

sented, whether they had been designed by the teacher or by the learners, take part in a

pedagogical process based on the solution of problems and the construction of knowl-

edge.

In this respect it is essential to insist on the fundamental difference between video and

television on the one hand and multimedia hyperdocuments on the other hand, even when

the latter includes video sequences. As I remarked in a previous paper3, the use of televi-

sion and video implies collective viewing but involves individual participation (sensory, re-

flective, emotional...). It therefore requires tight control by teachers but allows learners to

communicate with each other as well as with the teacher. If, conversely, absence of control

is usually advocated in the use of hyperdocuments, common sense tells us that the effi-

ciency of self-learning tasks is conditioned by a careful pedagogical mediation prior to the

task. In other words, multimedia hyperdocuments, whether they are meant for the general

public or for education, have to be considered as didactic materials and as such can’t be

handled in the same way as video authentic materials. The idea of the user’s freedom and

the principle of navigation based on association of ideas may in this respect be highly

debatable.

It has been argued that hypersystems are more likely to suit learning contexts based on

solving problems than those devoted to the acquisition of concepts (Depover, Quintin & De

Lièvre, 1993). But, as Black et al. (1987) have pointed out, “the best adapted form depends

on the nature of what has to be learned” and, Dufrene, Jolin and Senteni (1990) who have

.............................................................
1 A shareware version of Polygraphe V is available on Internet: http://home.nordnet.fr/~jmball
2 Learners aged 14-15 in their 5th year of English.
3 The following lines are extracted from a paper I read at the Association for Language Awareness Third

International Conference (Dublin - July 4-6, 1996. (unpublished))
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carried out a research on the use of “hypertext documents for the learning of proce-

dures”, have shown the limits of exploration environments in the context of procedures. It

is essential to recall that these reflections concern the use of existing products. The crea-

tion of multimedia hypertext by groups of learners obviously involves other learning proc-

esses based on constructivism as well as on cooperation. So, as far as language teaching/

learning is concerned, I would between differentiate learning strategies which apply to

acquisition and rest upon motivation, and perception/production and communication strat-

egies which concern the use of the language (Faerch & Kasper, 1984; Tarone, 1981).

W h y  s h o u l d  t e a c h e r s  c r e a t e  t h e i r  o w n
p e d a g o g i c a l  m a t e r i a l s ?
The idea that it is rather absurd to advocate the learner’s autonomy without considering

that of the teacher is now starting to gain ground. More and more teachers also realise

that efficient, easy-to-use tools can now help them to create the specific material they

need, and are no longer satisfied with simply consuming products. Yet the question about

using authoring tools remains What for?

I have previously insisted on the role which audio-visual authentic materials can play in the

strategies mentioned above (Arquembourg, 1990, 1991, 1994) and on the importance of

teacher’s control in the learner’s acquisition of both communication proficiency and ability

to reflect on the language. Multimedia hypersystems now provide the learner with a dou-

ble opportunity to explore the language (written/oral) while assisting him/her with visual

data (pictures, video sequences) likely to facilitate the process of awareness. They allow

the teacher/designer to direct the learner’s attention in order to make him/her notice

forms (Arquembourg, 1994, 1996; Skehan, 1996). They are thus based on a heuristic ap-

proach which encourages the learner to reflect on the relation between meaning and form

(e.g.: my presentation of the forms used in French in a colloquial dialogue4) as well as on the

difference between the target language and his/her own language (e.g.: my presentation

of the use of the passive form in English as compared to French5). Moreover, as they intro-

duce “the notion of context and of language learning as contextual shaping” (Kramsch,

1993), they are likely to bring an answer to the difficult question raised by the introduction

of the communicative approach: how can we work on the language without prejudicing

communicative goals? (Narcy, 1993) as well as to the now debated relevance of authentic

materials to carry out grammatical tasks.

.............................................................
4 "Envoiture dans le tunnel”, un exemple d’exploitation de document télévisé grand public (France-TV-

Magazine n°37-Nov. 1994), (Arquembourg 1996)
5 "The Steadfast Tin Soldier”, exploration of a video sequence from a television programme on Andersen’s

stories (Arquembourg 1994).
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As far as vocabulary acquisition is concerned, multimedia hypertext provides the teacher

with the most suitable means to encourage learners “to work on the unknown words they

meet, before resorting to a glossary or dictionary” (Singleton, 1993): when creating a

hypertext, the teacher can either provide the learners with definitions or lead them to

infer by themselves the meaning of a word in its context. The possibility of providing dif-

ferent levels of help is, of course essential since it enables learners of various degrees of

competency to achieve the tasks.

The last, but not the least, advantage of this tool is the opportunity given to the learner to

open a note-pad in which he/she can, in turn, produce written language. As Renié and

Chanier (1996) point out, “the main object of second language learning being precisely the

ability to interact in that language, this production mode cannot be left aside during the

process of acquisition.”.

As shown in this presentation, the authoring tool has been used to create various types of

documents ranging from a quick document to use in the language class to elaborate prod-

ucts designed for self-learning tasks without teacher’s control. My main concern however

has been to consider the role such programmes can play for language acquisition and the

learning of procedures once they are used by the learners themselves.

D e s i g n i n g  m u l t i m e d i a  hy p e r t e x t :  a  l e a r n i n g
t e c h n i q u e ?
The most positive outcomes of the emergence of multimedia are undoubtedly the revival

of interest it has caused, as I said, for didactic theories as well as the undeniable enthusi-

asm for a learning process based on the learner’s autonomy. Renié and Chanier note that in

the last few years, such notions as cooperative learning (Deutsch, 1949) or collaboration

(Vygotsky, 1978; Slavin, 1983) and interaction have attracted the “community working on

Computer Assisted Learning”. They consider “interaction with a computer system” (or “com-

panion-system”) as a means to “make the learner reach a solution and not to make her (the

learner) accept its (the computer’s) solution”. Relying on Vygotsky and Piaget’s work, they

insist on the “positive attributes of collaborative learning: learners are more aware of their

errors, open to negotiation, motivated by a goal”.

The first study which I had carried out with groups of young learners distinguishes itself

from the reflections which precede, since the learners here had to use an authoring tool in

order to produce a hyperdocument themselves and therefore benefit from having to build

something together (O’Malley, 1992). They worked in pairs and in this way interacted with

each other as well as “with the companion-system”. It must also be added that they ben-

efited from the support of the teacher when necessary. Yet, it is interesting to note that

this study confirmed the positive attributes quoted above.
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In the first stage of the study the learners had to complete documents prepared by the

teacher and presented before the class. The tasks consisted in exploring a text or video

document studied in class, to spot the key-sentences and key-words in order to build the

structure of the document, working on the unknown words and producing definitions,

matching text with visual data (provided by the teacher), recording oral comments or dia-

logues, etc.

Although at first the discovery of the tool involved a lot of playing with colours, graphic

symbols, pictures, etc, the learners soon focused on a goal and applied themselves to the

organization of text and the correction of errors, which involved negotiation and collabo-

ration.

Once familiar with the process, the learners had acquired more autonomy and had started

to work on their own projects, which required document research as well as writing. The

activity had quickly turned into a writing workshop, with choices ranging from free-expres-

sion to text analysis with particular concern for the forms recently studied in class.

In this respect, the study had also revealed, as could be expected, the differences in learn-

ing styles or behaviours. Although the computer undeniably motivated a majority of learn-

ers, it soon became obvious that some would not easily benefit from this type of task. An

alternative had to be offered to answer a need for tutorial work.

Building upon this study, a number of training programmes have been set up since then.

The improvement in multimedia equipment and environments, as well as the growing inter-

est in learning methods based on the use of authoring tools, have led to specific courses at

universities, both in initial and continuing education. According to their curriculum, stu-

dents are trained to use such tools to produce multimedia hyperdocuments. Thus, as shown

in the samples presented, students who are preparing a master’s degree in the pedagogy

of French as a Foreign Language at the University of Lille 3, are led to create didactic

multimedia hyperdocuments which are then made available in the Multimedia Language

Centre of the university, to the foreign students learning French as well as to students in

continuing education.

C o n c l u s i o n
While technology is providing teachers and educators with new, efficient tools, research in

Language Acquisition, Applied Linguistics, Cognitive Psychology and Computer Assisted

Learning offers a new description of teaching and learning strategies based on

constructivism, collaboration or cooperation and interaction.

Although it is still early to measure the impact of multimedia hypersystems on language

acquisition, the opportunity they offer to raise the learner’s awareness and to give him/
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her an active role in the learning process has already attracted a number of researchers

and teachers who consider the use of hyperdocuments as a means to reconcile meaning

oriented and form-based learning.

The presentation of ‘home-made’ multimedia hypertexts has a double aim. Firstly, it has to

be considered as an account of investigations carried out in the field of computer-assisted

teaching and learning to know in what ways an authoring tool can be used and to what

extent it can facilitate teaching and learning. The various needs (of the teachers and learn-

ers) have been examined in order to determine the role such a programme can play in

presential teaching situations as well as in self-learning or semi-directed learning tasks.

Special emphasis has been placed on the use of a hypertext generator by the learners

within a collaborative learning context. Secondly, if we consider that creating appropriate

tasks based on authentic material remains an essential part of the teacher’s role, it is a way

to show that multimedia technology can be used to serve other pedagogical purposes

complementary to the use of specific environments.

This research is based on the conviction that both teacher and students need to be the

partners of a creative enterprise and to work in collaboration. This implies redefining the

roles of both the learner and the teacher, who must in turn act as a mediator, a tutor and

a language advisor.

It would not be honest, of course, to suggest that a teacher only has to be creative to be

efficient. Whatever the technology used, designing tasks needs training. However simple,

the use of POLYGRAPHE may be, designing hypertext also needs training. One can only wish

for this form of technological culture to be introduced into the teacher’s curriculum.
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A b s t r a c t
Determination of programmes, selection of content, methods and forms of training, char-

acteristics and particularities of adults and of adult education, have to be taken into ac-

count when planning adult education. In the ROP project, Computer literacy for adults,

concept and programme for computer literacy for older adults are being developed. Dur-

ing the concept preparation, needs and activities generated by the use of information

technology in everyday life were taken into account. Besides using the computer for com-

munication with different institutions and organizations, not just with the state, there are

a number of procedures and activities that have some elements of electronic communica-

tion and use of which often causes problems for individuals. The programme was devel-

oped following different steps: analysis of conditions and potential participants, analysis of

needs for education and training, development of educational programme’s goals, defini-

tion of content and curriculum, and planning of programme implementation. During the

development phase, up-to-date literature and results of new developments in the field of

education and training of adults were taken into account, as well as particularities for

education of older adults, in particular results of research into learning of adults and older

adults. The programme will take into account the needs, characteristics and educational

particularities of individual learners. An important part of the project is also public rela-

tions. Analysis of different forms of access gives us the ways and means to inform and

attract groups from different social levels, and to motivate them for training in this par-

ticular field. Information activities will be carried out with a broadly planned action. The

paper presents our approach in preparation and conceptualization of the curriculum, con-

tent of the programme and some of the issues of the implementation of the programme.

COMPUTER LITERACY PROGRAMME
FOR OLDER ADULTS
Metka Uršič, Sergij Gabršček, Pavle Golob and Jelka Piškurić
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P r o b l e m  d e f i n i t i o n
The Republic of Slovenia has decided to introduce and speed-up electronic operations and

communication with its population. Beside the state, other businesses are also rapidly mov-

ing to the area of electronic operations, showing that ICT will become a part of everyday

life in the near future. Not knowing or not being able to use the ICT will affect the quality

of life. One example of this is the banks that allow and stimulate individuals to move into

electronic business with them using the Internet and web software.

Analysis of the use of Internet/computers shows that most of those who are using infor-

mation and communication technology (ICT) are younger or early middle age. There is a

broad segment of the population, especially those with lower education and lower incomes,

as well as older adults who are not using it for different reasons. Among other reasons

there is non-familiarity with computers, fear, difficulties in accessing computers, to name

just some of them.

Brain mechanisms in the adult population, the nature of the ageing brain and the challenge

of learning in ageing are also specifics that need to be taken into consideration. Research

into the learning needs of normally ageing adults shows that there is a general decline in

most cognitive capacities with age and that a range of disorders associated with ageing

appears, but there are also strategies for arresting decline and enhancing capacity in those

affected.

P r o j e c t  g o a l s
The aim of the project is enhance computer literacy of population, which would allow

individuals to become familiar with ICT, to become familiar with and to use the basic func-

tions that allow them to communicate with the state or other organizations, making it

simple, not burdening them with issues that are not important for using ICT.

The target population compromises those older than 50 years. In Slovenia there are around

440,000 people in the age range between 50 and 70 years. Research results from a survey

in the year 2000 show a very low level of use of the Internet and, as a result, use of all

information and communication technology. This is a population that is active in economic

and social life and use of ICT is very important for professional success, both for those

who use it in their employment as well as those who are unemployed and would like to find

a job. Beside them, we are addressing also older adults, those retired and some other

groups, for example housewives and those who are home. For them, goals are different,

among others to be operational in everyday life, to be independent, to communicate and

to be informed.

The aim of the project was to analyze adult education for the use of ICT in developed

countries and to prepare a curriculum for training the target population, to pilot the cur-
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riculum to get feedback, preparation of learning and teaching materials, and preparation

of a plan for training and communication with the target population in order to involve as

many as possible.

T h e  s p e c i f i c a t i o n s  o f  a d u l t  e d u c a t i o n
The concept of lifelong learning sets adult education into a new position. The emphasis of

the education is no longer just on the youth. Education is a permanent process that flows

continuously throughout all life stages of an individual and does not end when the organ-

ized education is finished. The longer life expectancy and very rapid social development are

also responsible for our encountering many changes and novelties on the daily basis, in

private life as well as in professional life. That is why adult education is an indispensable

part of the whole educational system. Its role is changing towards continuous access to

knowledge and skills for the new needs.

In order to provide quality adult education we have to take into consideration its specific

features. An adult is an individual and independent human being who has his/her own de-

sires and perception of life. The methods that we use for the education of young people

are therefore not appropriate for adults. Adults can be turned off, if they are put in a

subordinate position. Their self-images can also be too critical and ungrounded, which could

represent an obstacle for successful learning. Also adult people learn differently from the

younger. Therefore, we have to pay attention when choosing appropriate teaching and

learning methods, which take into account all the characteristics of an adult. Furthermore

it is important to create an appropriate physical and especially social environment. The

teacher can also contribute to the environment, because he/she is no longer only a source

of knowledge and information, he/she leads, animates and advises adult participants on

how to use their capabilities to their best advantage. Besides that, teachers should pay

special attention, especially in older adults, to their possible health problems, for example

problems with vision, hearing, health status and psycho-motoric capabilities, which could

have an effect on their learning processes.

Motivation is the next important factor in adult learning, which needs to be considered

when developing a learning program. The adults learn differently, they join the programs

because they want to achieve certain goals and make use of the knowledge obtained. The

adults have also different life experiences and social roles, which can stimulate or obstruct

their motivation. An important factor for successful learning is furthermore previous ex-

perience and knowledge, life style, approach to learning and learning habits. Consideration

of these factors means acknowledging the abundance of adult life experiences. It is there-

fore important to create a learning environment that acknowledges and supports all forms
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of learning and at the same time takes into account the fact that the adults decide on

further education because they strive to be more successful. The usefulness of the knowl-

edge they obtain is therefore important for them, since their readiness to learn originates

from existing requirements, whether they are of personal or professional nature.

We also have to take into consideration that it is not enough just to offer education or

training. Older adults need specific learning programs which are developed in cooperation

with them. It’s a fact that older adults are often seen as dependent on the environment,

that they are lacking in initiative and determination, which could lead to a situation where

programs are designed in a patronizing way and are not offering participants enough pos-

sibilities to shape their own priorities and decisions. Therefore is important to understand

and take into account the characteristics of older adults, which have a big influence on

their self-image and on what and how they want to learn. For older adults personal com-

fort, safety, a feeling of meaning in life and independence, are important. In accordance

with this, the goals of education should motivate autonomy and personal growth as well.

A n a l y s i s  o f  c i r c u m s t a n c e s  a n d  p o t e n t i a l
p a r t i c i p a n t s
Adult education planning is different from the education of young people, as the goals are

different. Education of adults is linked to the actual needs of life, so in planning of the

program we have to know beforehand and take into account the influences and environ-

mental factors. We have started from the aims of the program, needs and activities gener-

ated by use of information and communication technology in everyday life.

The second important step is analysis of potential participants. We will define, and at the

same time limit, the target group of participants and define their characteristics in order

to be able to plan other components of the education programme. When the target group

is selected, the educational needs can be defined.

D e f i n i n g  n e e d s  a n d  d e m a n d  f o r  e d u c a t i o n
Every individual has a developed set of values, broader aims that he or she tries to reach

and fulfill. Values are the most important motives, which permanently direct individuals

and their activities. Beside values, viewpoints, interests and habits are important for the

motivation of an individual. For an individual, the main goal of learning is to be successful in

reaching goals that are important for him or her. The educational needs required for this

are skills and knowledge.

There are some specific skills that have to be addressed in the programme. Older adults are

in most cases less flexible and their flexibility has to be developed. They have to adapt to
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changing situations, as for example what to do if the page that pops-up is different from

the one he or she is used to. They have to start to think about how to find a solution, how

to react in an unknown situation. They also have to develop basic skills to use the ICT

equipment.

The analysis gives a picture of the present situation and leads to identification of different

needs of individuals, organizations and the community. In doing this we take into account

what we want to achieve with the programme and what procedures and methods will be

used. Identified needs will help us to define specific goals that will be achieved with the

programme.

D ev e l o p i n g  g o a l s  o f  t h e  e d u c a t i o n a l  p r o g r a m m e
The programme will be designed according to the characteristics of the target group. Goals

will be defined very explicitly, so that both organizers as well as potential participants will

know what the outcome of the programme is and what the expected outputs are. Feasibil-

ity in the existing conditions and individual interest of participants will also be considered.

It has to be taken into account that, with aging, values and interests do not suddenly

change, so development of the programme must not be based of stereotypes on older

adults. Nevertheless, we’ll take into account that specific psycho-motoric and mental-cog-

nitive characteristics, as well as the health status of the older adult population, do exist

and have to be considered in developing of the educational programme.

Needs will be ordered into categories and priorities. Both educational and operational needs

will be taken into account. These will be narrowed using filters, for example: individual inter-

ests, feasibility, and repetition of the programme. The remaining needs will be set as goals

of the programme. Programme aims will contain the expected results of education and so

serve for preparing the educational plan. On the other hand they will also serve for quality

assurance of the execution, so they have to be measurable to allow evaluation of the

programme.

D e f i n i n g  c o n t e n t  a n d  c u r r i c u l u m
On the basis of the goals the content will be chosen. Content has been selected on the

basis of the actual needs and goals of the programme, and on the basis of previous expe-

riences of participants. As adult education is functional and follows actual problems and

the logics and characteristics of learning of adults, the content will follow this as well.

Units will then be linked to form a programme. Organization and designing of the content

that will be placed in the programme will depend on time available for education, as well as

on the previous knowledge, experience and expectation of participants.



174

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

F o r m a t i o n  a n d  o r g a n i z a t i o n  o f  e d u c a t i o n
The project was launched and some of activities have already been carried out. The teach-

ing plan has been prepared and is being operationalised, educational aims and goals have

also been defined and content selected. Teaching methods and forms are being developed,

and learning materials prepared. Teachers will be selected and trained. At this very moment

a pre-pilot is being carried out, to test some of the concepts and methodologies.

There are a number of activities that still have to be carried out, as, for example: an over-

view of possibilities for education, survey of organizations and other institutions that can

offer education and training, timetable for education and financial plan. Administrative,

organizational and technical preparation of the educational process, provision of adequate

premises, and well executed enrollment of participants are issues that are being addressed.

Important issues are also promotion and public relation activities for the programme. In-

formation technology literacy of adults, not only use of computers but also other modern

communication equipment and services, which plays a more and more important role in

everyday life, is becoming very important. That is why we have decided that in organizing

and carrying out of the ICT training for older adults we’ll try to find partners and sponsors.

P l a n n i n g  p u b l i c  r e l a t i o n  a c t i v i t i e s :  »T h e  b r a i n
g r o w s  b y  u s e «
The goal of the project proposal was the mass training of adult and older adults for elec-

tronic communication.

However, to reach this goal, we believe that a special public oriented »marketing« approach

should be used (for example slogans as one in the title). Specific public relation activities

and materials will be designed and used to increase the awareness among target groups

that information technology will be an integration part in the everyday life of the near

future, in order to raise their interest in information technology training.

The plan includes the identification of audiences, definition of their attitudes and opinions,

the analysis of different approaches to them, and the preparation of the plan for public

relations activities. Together with this we will also prepare the strategic plan for dissemina-

tion, provide trainer training for a specific andragogical approach for older adults and training

for quality.

C o n c l u s i o n
For older adults, the use of information and communication technology is becoming more

and more important. This is an additional, important link to the real, everyday world that

gives them the opportunity to be in touch with others. The program for training has been
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developed and is being implemented with a heterogeneous group of older adults. First

experiences and comments show that such training is badly needed and most appreciated

by participants. Those having some previous experience and “freshmen” equally find it

challenging, useful and are excited, waiting for the next classes, wanting to bring their

friends too. And this speaks for itself.
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A p p e n d i x

Programme contents

The programme covers the following areas:

a. Use of computers:

The aim is to train participants in basic use of personal computers, mainly for the use

of the Internet.

a.a.a.a.a. ComComComComComputputputputputererererers and coms and coms and coms and coms and computputputputputer perer perer perer perer peripheripheripheripheripheryyyyy

Participants learn about the basic components of the computer in order to be able

to turn it on and use it:

i. Computer

ii. Printer

iii. Modem

b.b.b.b.b. Linking comLinking comLinking comLinking comLinking computputputputputer ter ter ter ter to Into Into Into Into Intererererernenenenenettttt

Participants will learn how to use that software that allows access to the Internet

and to the server of internet providers. It’s assumed that setting-up of access num-

bers, modems etc is done by somebody else. The aims are the daily use of these

programmes. Themes are:

i. Obtaining usernames by providers

ii. Calling internet provider

c.c.c.c.c. Use of e-mail prUse of e-mail prUse of e-mail prUse of e-mail prUse of e-mail progogogogogrrrrrammesammesammesammesammes

Participants learn about basic principles of how e-mail works and will learn how to

use it. The goal of this module is to make them enthusiastic and trained for the

basic use of e-mail, especially for:

i. preparing and sending e-mails

ii. opening and saving e-mails

iii. using archives of received and saved e-mails

iv. managing archives of messages

v. forwarding received messages
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d.d.d.d.d. SurSurSurSurSurfffffing on ting on ting on ting on ting on the Inthe Inthe Inthe Inthe Intererererernenenenenettttt

The Internet has become the biggest global source of information. Participants will

learn about the most important possibilities for using this system.

i.i .i .i .i . Use of prUse of prUse of prUse of prUse of progogogogogrrrrrammes fammes fammes fammes fammes for Intor Intor Intor Intor Intererererernenenenenet accesst accesst accesst accesst access

The basis is an understanding of the protocol http or service of World Wide

Web. Participants will learn about basics of http and use of software for Internet

surfing. Themes are:

1. Starting of programs for Internet access

2. Basic logics of http

3. Navigation on Internet pages, use of links hyper link

4. Use of commands – buttons for navigation in the programme

ii.ii.ii.ii.ii. PrPrPrPrPresentesentesentesentesentation of searation of searation of searation of searation of searccccch pagh pagh pagh pagh pages on tes on tes on tes on tes on the Inthe Inthe Inthe Inthe Intererererernenenenenettttt

Search pages and portals are important for finding information we are looking

for on the Internet. Participants will learn about Slovenian search pages, but if

they speak and can use English or another foreign language some other pages

will also be presented. We’ll focus on the following:

1. mat’Kurja

2. najdi.si

3. Google

4. Yahoo

iii.iii.iii.iii.iii. PrPrPrPrPresentesentesentesentesentation of imation of imation of imation of imation of imporporporporportttttant Sloant Sloant Sloant Sloant Slovvvvvenian wenian wenian wenian wenian web pageb pageb pageb pageb pageseseseses

Participants will learn about some of Slovenian web pages and will also receive

their addresses. Those are:

1. phone directory – TIS

2. web newspapers and journals:

a. newspapers

b. journals and other periodical publications

c. regional publications

d. thematic publications depending on the group wishes and interests

3. www.24ur.com

4. web pages of tourist organizations and agencies

5. web pages of ZPIZ

6. web pages of ZZZS

7. portal e-government

8. banks
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e.e.e.e.e. Use of wUse of wUse of wUse of wUse of web sereb sereb sereb sereb servicesvicesvicesvicesvices

This part of the programme will show practical examples of services on the Internet.

We have focused on those and don’t need communication with employees of or-

ganizations that offer those services and also give time savings. These are:

i. Electronic banking

ii. Getting certificates for health insurance when travelling abroad.

iii. Services of e-government

iv. Buying on Internet (products, air tickets, tourist arrangements etc.)

v. Filling phone accounts for mobile phones

b. Use of modern information services:

The second major part is use of other modern telecommunication devices. These are

mainly mobile phones and equipment for public services. Their usage is in principle very

simple. These training instructions are meant mainly for those participants that are not

using them.

Computer equipment is not necessary for this part.

a.a.a.a.a. AAAAAutututututomatic tomatic tomatic tomatic tomatic telling macelling macelling macelling macelling machine (Ahine (Ahine (Ahine (Ahine (ATM)TM)TM)TM)TM)

ATM is a simple machine to use and allows quick and good quality use of bank serv-

ices. The following services will be presented:

i. money withdrawal

ii. checking bank account status

iii. paying money orders using ATM

iv. money deposit

v. buying credit for mobile phone

b.b.b.b.b. Mobile phoneMobile phoneMobile phoneMobile phoneMobile phone

The mobile phone is being used extensively in recent years. This trend is not so

pronounced in the older generation. The aim of the programme is to encourage

participants to use mobile phones and presents the possibilities for use. Phones are

different, and it’s difficult to give training in their use, so this part is motivating.

Some possibilities will be presented:

i. receiving calls

ii. calling

iii. saving numbers in directory

iv. sending SMS

v. receiving SMS
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c.c.c.c.c. HealtHealtHealtHealtHealth insurh insurh insurh insurh insurance infance infance infance infance infororororormation demation demation demation demation devicevicevicevicevice

This is a device provided for renewing information about health insurance, installed

in hospitals and ambulates. The programme will present the different possibilities

that this device offers besides renewing data.

c. Advance use of computers:

This part of the programme is for participants who may want additional knowledge and

skills in using computers. We have planned the following two areas:

a.a.a.a.a. TTTTTeeeeext editxt editxt editxt editxt editororororor

b.b.b.b.b. PrPrPrPrPreparepareparepareparation of pration of pration of pration of pration of presentesentesentesentesentation on tation on tation on tation on tation on the whe whe whe whe web pageb pageb pageb pageb pageeeee
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A b s t r a c t
The focus of this paper is on the perspectives of those, both employers and employees,

who are engaged in lifelong learning, within the UK economy. It puts forward two views of

lifelong learning. One being that it can be regarded as a process of production, on the part

of employers, providing skilled workers whose skills and knowledge are consumed by the

economy. The other view being that it may be regarded as a model of consumption where

the employees, or consumers, take responsibility for their own learning either in relation to

their own employability or even as a leisure activity.

These arguments are supported by Smith and Spurling (1999) who suggested that, whilst

learning is a process carried out by individuals and groups, what is important are the out-

puts of that learning. The writer suggests that this is a model of production, whilst Field

(1994) referred to the education of adults in relation to consumption. In this model the

employees, or consumers, make explicit choices as to their own learning with a view to

continued, or enhanced, employment. This, the writer suggests, is a model of consump-

tion.

LIFELONG LEARNING, IS IT A MODEL OF
PRODUCTION OR CONSUMPTION?
Jane Simmons
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I n t r o d u c t i o n
Much has been written about lifelong learning, which involves both individuals and organi-

sations. It has, arguably, the widest possible boundaries and includes all the main types and

classes of learning, academic and informal. Both formal and informal education and self-

directed learning are covered by the terminology. The intention to learn and planning for it

on the part of the individual, or organisation, may be seen as an ongoing intent to learn.

This is usually expressed through some form of personal, or organisational, plan or strat-

egy for ongoing learning, which is maintained and acted upon over time.

This paper will put forward two arguments in relation to lifelong learning. Firstly, that it is

a model of production, on the part of employers, providing skilled workers whose skills and

knowledge are consumed by the economy. Secondly that it may be viewed as a model of

consumption where the employees, or consumers, make explicit choices as to their own

learning with a view to remaining employed or indeed for their own pleasure.

W h a t  i s  l i f e l o n g  l e a r n i n g ?
Smith and Spurling (1999) provided a simple definition of lifelong learning, that it relates to

people learning consistently throughout their lifespan, covering all life from the cradle to

the grave, and may start at any age.

Lifelong learning takes place within a context, be that organisational, national or global.

Indeed Longworth and Davies (1996) put forward four value systems in relation to lifelong

learning, viewing it as a form of economic investment. These are, firstly, that organisa-

tional learning as an investment in survival, here the model is one of production, creating

and sustaining learning in order that people are empowered to cope with the changing

external environment.

The second is national, here learning is viewed as a national investment; this agenda cen-

tres on the creation of national programmes for enabling and stimulating lifelong learning.

The predominant discourse being that of government agendas, such as think tanks. Their

third value system is societal with learning as an investment in wisdom and social harmony.

The agenda here is one of creating and sustaining learning societies both in communities

and globally. Their final categorisation is that of the individual, or consumer, here learning

is regarded as a personal investment in the future encouraging personal growth and devel-

oping potential, possibly to ensure continued employment, a model of consumption.

T h e  m a c r o  e n v i r o n m e n t  w i t h i n  w h i c h  l i f e l o n g
l e a r n i n g  t a ke s  p l a c e
In an era before the concept of lifelong learning was devised, the 1944 Education Act - in

England and Wales - took three distinct views of learning. In it education was conceived as
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providing for the general development of individuals and was the specific responsibility of

the state, which reflects the model of production. Training was viewed as providing people

with specifically employment-related skills and was the responsibility of employers, which

reflects the notion of production. Leisure related education was regarded as providing

people, who were better identified as consumers, with recreational pursuits, which were

self funded, and is clearly a model of consumption.

In the decades since the end of the Second World War the strength of the UK economy has

continued to fluctuate, as global economic and social structures have changed. As     Edwards

(2001, p.6) held, the focus on lifelong learning by governments “is reflected in the align-

ment of lifelong learning with changes in the economy and workplace, the need to invest in

human capital to ensure economic competitiveness in conditions of increasingly globalised

capitalism.” Consequently, the structures of employment have changed and lifelong learn-

ing opportunities have been under pressure to have relevance to the needs of industry to

ensure economic competitiveness.

For example, Machin (1996) used census records to discuss how there has been a move

from manual employment to more skilled jobs in the workforce. In 1948, 16% of the

workforce was in non-manual employment, by 1990 this had reached 33%. He held that the

bulk of the increase, approximately three quarters, is due to an increase in the use of

middle/senior managers and senior technical or professional staff. As a consequence of

this change in employment patterns has led “in all western countries manual and ‘unskilled’

workers suffering much greater unemployment those in professional and non manual oc-

cupations.” (Apple, 1996, p.80)

Contemporaneously there has been a de-layering of management structures in UK indus-

try together with the end of jobs for life. The causes of these have included changes in the

economy, increased global competition, technological change and demographic trends, all

of which demand flexible and multi-skilled workers. In turn, this flexibility is viewed by em-

ployers as promoting competitiveness, economic growth and guaranteeing employment.

However, as has already been indicated, workers can no longer rely on stable employment

in one organisation or area of work for their lifetime. Accordingly, employees have to be

prepared to move, change and develop as employment opportunities change. As Edwards

(1997, p.16) noted people now have “to make their own way without fixed referents and

tradition anchoring points in a world characterised by rapid and unpredictable change, un-

certainty and ambivalence, where knowledge is not only constantly changing but is becom-

ing more rapidly and overwhelmingly available.”

These changes have led to the emergence of high performance organisations with flatter

hierarchies which emphasise team and which require high levels of skills and creativity in
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the workforce. This in turn has generated a demand for continuous updating by employees

to respond to the higher skills, which the workforce is now required to have. As Smith and

Spurling (2001, p.104) held, “in the current economy short-term shareholder value domi-

nates corporate strategy, reclassifying any sentimental attachment to the specific labour

force... as a luxury.” Therefore, in some organisations, employees are now viewed as little

more than current assets to be used, or disposed of, as economic circumstances dictate.

In order to ensure quality of training and development in organisations, the UK govern-

ment introduced the Investors in People in 1990 as a national standard, or benchmark. As

Edwards (1997, p.113) stated “government promoted initiatives, such as (this), encourage

employers to take a systematic approach to the development of their employees.” Whilst

Reynolds and Ablett (1998, p.24) held that government initiatives, including Investors in

People, have “proved attractive to organisations and in many instances are perceived as a

route to becoming a learning organisation, or indeed to becoming (in some instances) syn-

onymous with the learning organisation.”

However they held (1998, p.27) that it was launched “against a background of growing

concern about potential skills shortage and the need for better vocational education and

training to improve business performance.” In their survey of sixty organisations they found

that the most frequently anticipated organisational benefits included improved motiva-

tion, 95%, improved employee awareness of business objectives, 95%, and a closer link

between training and business goals, 80%. Keep and Mayhew (1996, p.319) held that “one of

the few admissions that the internal workings of the firm have to be addressed if training

policy is to succeed, comes in the Investors in People initiative.” Eastgate (2000, p.161) took

a much wider, global, view and suggested, in relation to Investors in People, that ‘world

class businesses result from the quality of people working within them to achieve excel-

lence.’

E m p l oy e r  p e r s p e c t i v e s
In the light of all of these changes in employment it may be argued that organisational

learning is where learning takes place that leads to changes in the behaviour of individuals

or groups within the organisation, and thereby encourage them to contribute to the over-

all performance of the organisation. Longworth and Davies (1996, p.64) took an instrumen-

tal view of organisationally promoted learning when they suggested that “for the indi-

vidual, learning is employability and employability is learning. For the organisation, learning

is survival and survival is learning. For both, lifelong learning is lifelong earning. Further, it is

a matter of social success or disaster and of survival.”     This is supported by     Smith and

Spurling (2001, p.1) who held that the “motivation to learn is an urgent issue politically,
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economically and socially.” Here the model of lifelong learning is solely one of production.

Phillips (1991) put forward a number of areas where organisations might expect to find

positive results following on from employees being involved in learning, and/or develop-

ment experiences. All of these areas are capable of being measured using quantitative

information. These measures include cost savings, which can be evaluated in terms of

increased production, in terms of volume or costs, reduction in costs or overheads.

Timesavings, which can be broadly measured using the same criteria, and by looking at the

time required to respond to orders together with overtime costs. Work habits, which can

be measured by volumes of production and output, number of new accounts obtained,

absenteeism and rule violations. New skills, which could be identified by improved quality of

work, fewer defects and, or, accidents. Improved working climate, which would be evi-

denced by low, or reduced, turnover, staff commitment and satisfaction. Finally, initiative,

which could be measured by the generation of new ideas and accomplishments by employ-

ees.

Waterman et al (1994) summarised this approach, holding that “employers give individuals

the opportunity to develop greatly enhanced employability in exchange for better produc-

tivity and some degree of commitment to company purpose and community for as long as

the employee works there.” They also discussed the concept of a career resilient workforce

which they define as employees who are not only dedicated to the idea of continuous

learning but who are also ready to reinvent themselves to keep pace with change. These

people are prepared to take responsibility for their own career development and are com-

mitted to the company’s success.

All of the changes in working life and the employment patterns associated with flexibility

have led to insecurity among employees, concerned about their future employability. How-

ever, Edwards (1997, p. 34) held that “within the flexible firm, core workers can expect

opportunities to become multi-skilled, increasing their skills both vertically within the sec-

tor and horizontally as they learn to do jobs previously the responsibility of others.” Indeed,

Browell (2000) suggested that maintaining competitive advantage, through quality initia-

tives, has been seen as being vital to organisational survival, and therefore jobs. It was her

view that learning and development, including lifelong learning and continuing professional

development (CPD) for employees, has been viewed as a strategic tool because of the

potential to increase quality and performance.

E m p l oy e e  p e r s p e c t i v e s
Maund (2001) held that employees have a number of motivations for learning. These en-

compass both the model of production and that of consumption, and include intrinsic
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pressure, external pressure, the quality of provision available to them, specific drives and

personality factors. Students’ intrinsic motivation, or consumption of lifelong learning op-

portunities, is relevant to the course to their future career and their own personal inter-

ests. Whilst extrinsically they are motivated to study, they may also be concerned with the

value of the underlying qualification, and that it will be recognised by their current, or

future, employers.

However, Smith and Spurling (1999, p.13) suggested that “learning can be treated as an

activity which has benefits and costs only for the learner - whether as a private and indi-

vidual investment, or as an act of consumption.” They went on to suggest that this view

ignores external benefits, for example, one person’s learning may serve to motivate oth-

ers, or be of benefit to others. Whilst Fallows and Ahmet (1999, p.2) put forward the idea

that “students’ motivation to learn is determined by a range of factors”. The most relevant

here being that their academic and career aspirations are important, as are the rewards,

which are expected to accrue from their learning.

The subject, of certification as opposed to the actual paper qualification, itself has a low

priority. Indeed Fallows and Ahmet (1999, p.4) held, in relation to undergraduate study, “the

certificated qualification has been seen by many students as the easy passport to well-paid

employment”. Macfarlane and Ottewill (2001, p.16) took the view that the one thing which

employees have in common is that “whatever their level or background, is that their prime

motivation in studying is very probably economic.” Their underlying motivation therefore

being to improve their career advancement or to improve their performance in their cur-

rent role. Whilst Smith and Spurling (2001, p.1) held that “the levels of motivation displayed

by individuals reflect their social and economic experience in general, and their family ex-

periences in particular.” Despite these experiences, they concluded that everyone can be

motivated to learn and that society in general can take steps to improve this motivation to

learn and thereby contribute to the national wealth.

Illeris (1997) identified a number of qualification requirements, or competencies, which are

essential for learning to occur. These include motivational factors such as drive, dynamism,

keenness to learn, the persons’ capacity to keep up with and contribute to their own devel-

opment. It may therefore be argued that students’ intrinsic motivation is relevant to the

course to their future career. Their underlying motivation being to improve their career

advancement of their performance in their current role. So learning is relevant to the

course of their future career, and to other factors, which are personal to each individual

learner. Whilst extrinsically they are motivated to study they are also concerned with the

value of the underlying qualification, and that it will be recognised by their current, or

future, employers.
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C o n s u m p t i o n  ve r s u s  p r o d u c t i o n
Rogers (1996, p.11) divided adult learning into three categories, which reflect the discourses

of production and consumption in addition to that of the learners themselves. Firstly, their

occupation requires them to pursue learning. Factors which are relevant are: changes in

the nature of their job, workplace and the potential of being, or remaining, employed.

There are echoes here of the discourses of employers. Secondly, in line with the discourse

of government policy makers, through life people take on new roles in society and these

are redefined throughout life and require new learning, for example in relation to coping

with adult life, becoming a parent and so forth. This is arguably a model of consumption,

arguably with undertones of production. Finally, as adults grow older their interests and

attitudes change, this is the discourse of the learner, or consumer.

Field (1994, p.140) actually referred to the education of adults in relation to consumption,

and in essence to economic theory. He identified four dimensions. One of which is that

people are now more affluent than they were in the past. Therefore, adults, in the workforce

and outside of it, have the ability to select their own learning opportunities; they have

access to greater choices. In the light of these changes educational activities can be viewed,

or understood, as consumer goods in themselves. They are optional services, which are

purchased as the result of consumer choice in the same manner as a car or washing ma-

chine.

He also put forward the view that education can be understood as part of a consumer

culture, that education can be considered in the same light as personal pensions and pri-

vate health services, ‘culturally, too, the education and training of adults display many of

the characteristics of consumerism.’ Two examples appear to support this viewpoint; one is

the growth of educational provision in the UK, which includes access to qualifications to-

gether with consumer insistence not merely on the quality of delivery within educational

settings but also on peripheral areas such as the availability of refreshments in those insti-

tutions.

Whilst Edwards (1997, p.48) broadly agrees with Field’s first three categories he also added

two additional ones. Firstly, he held that contemporary culture is marked by ‘individualisa-

tion and this is also a characteristic of trends in lifelong learning.’ Secondly, that learning is

an enjoyable experience, but ‘learning opportunities have to compete for the consumer’s

income and their scarce leisure time, even as consumption is accorded increasing cultural

significance.’

All of these discourses are reflected in the following figures. Figure 1     illustrates the model

of consumption where a variety of external providers, ranging from Adult Education to

Universities, compete for the consumer’s, adult learner’s, business by way of attendance

on their courses.
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Figure 1: Lifelong learning as consumption

Whilst Figure 2 illustrates those forces which lead to the provision of lifelong learning

opportunities to employees within a work context. These are accessed by people in the

workplace and are ultimately consumed by the economy by way of their improved per-

formance and/or improved productivity.

Figure 2: Lifelong learning as production

C o n c l u s i o n
Senge (1990, p. 139) held that ‘organisations learn only through individuals who learn.’ Indi-

vidual learning does not guarantee organisational learning, but without the former, the

latter cannot occur. Therefore, it may be argued that the only source of competitive ad-

vantage is a business’s ability to learn and to react more quickly than its competitors. As

Storey and Worrall (1996) found, in their research of one thousand West Midlands CEOs,

two factors were important in improving the competitiveness of that region. Firstly im-

proving managerial skills in the region’s business and secondly improving the training and

education of the workforce. This is a model of production where learning is consumed

within the economy. Indeed Boshier (1998, p. 8) held that ‘lifelong learning is a key instru-

ment to foster economic development,’ that is, it is consumed by the economy.
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High Education
Providers
e.g. Management Diplomas

or degree programmes

Consummed by:

Adult Learners
for pleasure or

personal interest

or to ensure

employability

Individual

Lifelong learning

Opportunities

Drivers:

Employers

Government
Initiatives

Economic
situation

Social factors

Global factors

     Competition

Outputs:

Consumed
by the
Economy

Employee

Lifelong learning

Opportunities
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Collin (2001, p. 278) suggested that ‘lifelong learning means continuous adaptation.’ In-

creased knowledge and improved skills enlarge the employees’ capacities to adapt to the

environment and therefore to change it. In this way, their learning is consumed within the

economy. There is a clear dichotomy here since if employees are able to enhance their

ability to influence change they can also oppose employers’ proposals for change.

The discourse of the learner, the consumer, is clearly significant. As Hicks (2002, p. 350)

noted ‘learning means a change, but a change of relatively permanent kind.’ In her view,

learning implies a different internal state, which results in new behaviours or actions or

new understanding and knowledge on the part of the individual, enabling them to survive

in a turbulent environment. This is a model of consumption and is supported by Longworth

and Davies (1996, p.22), who held that ‘lifelong learning is the development of human po-

tential through a continuously supportive process which stimulates and empowers indi-

viduals to acquire all the knowledge, values, skills and understanding they will require through-

out their lifetimes and to supply them with confidence, creativity and enjoyment in all

roles, circumstances and environments.’
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A b s t r a c t
Constant professional further education, education and training of specialist workers in

upbringing and education is necessary due to quick development in the professional as well

as the pedagogical and andragogical fields. Not only individual parts of the social system

are changing, the system is changing as a whole, so this calls for a lot of strength, will-

power and knowledge to transform and accept news brought by such change.

So the basic education is absolutely not sufficient for the whole working time but needs to

be constantly renewed and supplemented the whole life long, especially in upbringing and

education which are particularly sensitive to all kinds of change and at the same time are of

vital importance for the development of every society.

In spite of the fact that further education is a right and a moral duty for every teacher and

participation must be optional and not compulsory, it was the system of promotion linked

to the system of constant professional further education that brought positive move-

ment towards a higher demand for professional further and additional education. This

means that consequently also the offer of different programs for professional further

education, the methods and designs as well as the number of organisers had to rise, which

in turn enhanced competitiveness and indirectly influenced the quality of all forms of edu-

cation including basic education. In this way the purpose of this system is partly accom-

plished. For a higher motivation of the teachers to participate in further education and a

positive effect of this further education in the classrooms, their participation should be

optional. But the reality bites – attention is higher where it is in some way prescribed or

tied to the system of promotion, also being a constraint of some kind.

THE MOTIVATION FOR IN-SERVICE
TEACHER EDUCATION (EVALUATIVE
ANALYSIS)
Slavica Černoša
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I n - s e r v i c e  t e a c h e r  e d u c a t i o n  a s  p a r t  o f  t h e

p r o m o t i o n  s y s t e m

Promotion of teachers has advanced greatly and influenced the development of profes-

sional further education that has developed – and still is developing – with new fields and

programmes of professional further education and improvement. At the same time it has

stimulated teachers and other professional workers in education and upbringing to con-

stantly educate and perfect their knowledge.

In-service teacher education in Slovenia of all professional workers in upbringing and edu-

cation had received much attention already in the past, however a real prime was brought

by the new legislation in 1991, when in-service teacher education became a constituent

part of the promotion system of professional workers in upbringing and education into

titles.

This promotion system caused a big shift in the field of in-service teacher education, as it

triggered the development of the in-service teacher education and enriched it with numer-

ous new themes and above all new work forms and methods and at the same time it en-

couraged teachers and other professional workers in upbringing and education to take

part in seminars of further education.

After that year the selection of seminars in this field has been enlarging from year to year.

Such a broad offer of seminars caused an independent publication of the seminars, so in

the academic year 1994/95 the offered and ordered in-service seminars were needed to

be published independently. From this year on the seminars are published in a catalog,

issued yearly by the Ministry of Education, Science and Sport and the National Institute of

Education. This means that the seminars were selected and evaluated with points and in

this way demonstrated in the promotion system for pedagogical and other professional

workers in upbringing and education.

The evaluation system and the selection of in-service teacher education seminars is pre-

cisely defined as well as the competence of the individual parts in a long chain, where

professionalism of the members who evaluate and select seminars is a special issue, so

that they are not personally interested in the execution of a specific seminar, that the

selection measures are followed into detail, that in the assessment committees all levels of

education are represented – the preschool level, primary school, high-school level and also

university level and that the seminars are being chosen unanimously – whereas outvoting

is the most extreme measure. Additionally it needs to be especially stressed that the in-

service education seminars are chosen on the basis of a public tender, where there are

four basic conditions: that the seminars performing organization is registered for educa-
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tion, that it has adequate premises and technical means, lecturers with appropriate pro-

fessional references and references from the field it is entering into the tender. The enter-

ing conditions are strict yet broad enough to allow to qualify for the in-service teacher

education system to all organizations which meet these conditions, and not only to educa-

tional institutions. Not only the faculties and other educational institutions but also numer-

ous other organisations (schools, kinder-gardens, student hostels, unions and societies,

institutes and education centers and private organizations) organize in-service training

seminars. They contend under equal conditions in a public tender being called yearly by the

Ministry of Education, Science and Sports. Based on the evaluation by numerous specialists

the ministry also provides funds for the in-service education seminars. It is a fact that

certain seminars, defined by the law, can be carried out exclusively by faculties – here we

are talking about study programs that either give a license for education or due to pro-

gram renovation, supplement specific knowledge in certain fields and are mandatory as

well for teachers as for the state, that orders them from faculties and pays for them being

carried out.

The seminars differ in length from at least one-day events to seminars lasting for several

days. The majority are two- or three-day seminars.

The whole system is taken care of by a professional body called the Constant Professional

Further Education Programming Council, members coming from different professional

councils, institutions, principle associations and the union. The end decision is taken by the

minister in charge.

In 1998 the field of in-service teacher education of professional workers in upbringing and

education got its lawful basis in the Regulation on professional further education of pro-

fessional workers in upbringing and education and on the process for seminars selection.

Herewith the field was defined and also distinct about the role taken in the education and

upbringing system.

In this time there was also an intense reform of the school system, that triggered the need

for professional further education first of those who had been preparing the reform, later

of those who carry it out. At the moment we are in the phase of most extensive school

system reform, and in this combination also in a phase of intense professional and in-

service education of workers at all levels of education. It is mainly this well built and organ-

ized system of constant professional further education that will facilitate and enhance the

reform very much, since all participants in the system are already familiar with the ways

and forms of seminar preparation and also the participants know the system very well and

know what to expect.
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T h e  i n f l u e n c e  o f  t h e  p r o m o t i o n  s y s t e m  o n

i n - s e r v i c e  t e a c h e r  e d u c a t i o n  -  E v a l u a t i ve

a n a l y s i s

In the year 1991 a system of promotion of education and other specialist workers was

adopted. It was modified thoroughly in the past years depending on the needs of the mod-

ern times. Likewise, promotion the field of in-service training of teachers was also not

regulated until 1991. In spite of the fact it had a long tradition, in-service training of teach-

ers was left to the faculties and to faculties of pedagogy, where pedagogical staff was

educated. The Faculty of Arts in Ljubljana advanced the most in this field when it estab-

lished the Centre for Pedagogy Training 25 years ago. It was for a long time the only centre

of its kind in Slovenia taking care of service training for teachers. Besides the Faculty of

Arts the counsellors of The National Institute of Education and Sports also played an im-

portant role. But they could not satisfactorily educate professional educators despite their

partiality. Announcements of the special programmes for education and upbringing of

professional educators were public as from 1989 but were hard to spot in the professional

paper Prosvetni delavec (today called Šolski razgledi). The introduction of promotion of

teachers was a major turning point in the field of in-service training and education of

teachers because a system had to be established to provoke a quality shift of in-service

training of teachers. In the year 1992/93 the seminars were assessed with points for the

first time – just as the rules anticipated.

In the last few years, 1,500 different seminars apply for the public tender each year. These

seminars offer education for about 60,000 professional workers, although in reality there

are only half as many (about 30,000) holding a job in this field. This means that the seminar

offer is for twice as many applicants as there are employed professional workers in up-

bringing and education.

In the recent years we have also a more detailed evaluative analysis wherefrom we can

compare the realization of seminars and executions as well as the realization by participant

number and the number of educational days realized by professional workers in upbringing

and education. In the last four years we also have a partial quality analysis about the mo-

tives, expectations and reactions of the participants in the seminars and of the organizers.
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Table 1: The number of seminars published in the programme catalogue since 1994/95 till

2001/02

Year Number of Number of Number of
seminars organisers repetitions

1994/95 818   55 1,517

1995/96 679   65 1,464

1996/97 1,049   95 1,470

1997/98 1,208 135 2,497

1998/99 1,491 156 2,277

1999/2000 1,548 170 2,241

2000/01 1,338 155 2,116

2001/02 1,324 175 1,967

Source: Programme catalogues of professional further education of specialist workers in upbringing and
education for the years 1994/95, 1995/96, 1996/97, 1997/98, 1998/99, 1999/2000, 2000/01 and 2001/
02.

The number of seminars increased rapidly every year and doubled in the six years – except

in the year 1995/96, when the tender was repeated and the ministry therefore received

and accepted less seminars. The number of seminar organisers is also continually increas-

ing – it tripled in the eight years.

In the last two years the commission of specialists on duty to evaluate and select seminars

(The Constant Professional Further Education Programming Council (Program Board)) on

the ground of performed analysis of the seminar performance1 decided to reduce the

seminars offer. The analysis showed that in Slovenia it is possible to organize between 600

and 850 seminars regarding the number of attendees and the time frame. There are be-

tween 30% and 40% of seminars which are not organised. If more seminars were organised

it would result in attendees being too widely dispersed.

.............................................................
1 The analysis is made yearly by The National Institute of Education (Zavod RS za šolstvo), on the grounds

of reports provided by seminar organisers. It is also the formal report of the Council for professional
education (Programski svet za strokovno spopolnjevanje) named by the Ministry of Education, Science
and Sport (Ministrstvo za šolstvo, znanost in šport).
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Table 2: Number of participants of in-service education with realized training days

Year Number of Number of

participants realized training days

1997/98 35,474 2,054

1998/99 41,618 2,594

1999/2000 44,124 4,826

2000/01 35,655 5,339

2001/02 65,770 4,996

Source: Professional education seminar 1997/98, 1998/99, 1999/00, 2000/01, 2001/02 realization analy-
sis

The number of participants in the seminar depends on the length of the in-service semi-

nars, which can be seen from table 2, where in the year 1997/98 it began with training for

those, who had been renewing curricula and took part in short in-service seminars. In the

academic year 1999/2000 there were first some shorter informative seminars for teacher

training, later on the seminars were longer, which is also shown in the increased number of

realized training days and a smaller number of participants. In the year 2001/02 we intro-

duced an intensive training (shorter and longer in-service seminars) because the new 9-

year primary school was going to start in year 2003/04. In the year 2002/03 we expected

a similar number of participants and training days as in the academic year 2001/2002.

We also have been monitoring the motivation of the participants for taking part in profes-

sional further education for the fourth year. The answers to questions are anonymous, the

participants have the possibility to choose two motives or more amongst the offered

answers, they can also write down their own special motives.
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Table 3: Motives for taking part in further education seminars, 1998/99, 1999/00, 2000/

01 and 2001/02

Answer Year 1998/99 Year 1999/2000 Year 2000/01 Year 2001/02

Nr. of Share Nr. of Share Nr. of Share Nr. of Share
answers answers answers answers

a) personal desire for knowledge, skill 19,165 47.95 17,727 49.88 16,867 49.45 17,092 47.36

b) need on the job 7,256 18.15 6,404 18.02 6,110 17.91 6,777 18.78

c) leadership instruction 2,926 7.32 2,568 7.22 2,427 7.12 3,136 8.69

d) wish for exchange of experience 7,407 18.53 6,316 17.77 6,323 18.54 6,910 19.15

e) title advancement 1,730 4.33 1,504 4.23 1,332 3.91 1,135 3.15

f) college’s advice 1,099 2.75 934 2.63 812 2.38 923 2.56

g) other 384 0.96 87 0.25 238 0.70 112 0.31

SUM 39,967 100.00 35,540 100.00 34,109 100.00 36,085 100.00

Source: Professional education seminar 1998/99, 1999/00, 2000/01, 2001/02 realization analysis

On average almost one half of the participants expressed personal desire for knowledge

and skill amongst their motives, also a need on the job pushes them to take part in further

education, or else they have a wish for exchange of experience. Some 7% of the partici-

pants were instructed to take part by their superiors and only about 4% admitted among

other motives only the wish to take a higher title to be the first or second ranked motive

according to importance.

Table 4: Expectations of the further education participants, 1998/99, 1999/00, 2000/01

and 2001/02

Answer Year 1998/99 Year 1999/2000 Year 2000/01 Year 2001/02

Nr. of Share Nr. of Share Nr. of Share Nr. of Share
answers answers answers answers

a) acquiring new knowledge/topics 16,634 57.96 17,950 53.13 17,067 53.85 16,992 53.09

b) exchange of experience 3,658 12.75 6,217 18.40 5,900 18.61 5,811 18.15

c) taking part in well performed programs 2,879 10.03 3,550 10.51 3,622 11.43 4,118 12.87

d) do something for personal growth 5,362 18.68 5,989 17.73 4.961 15.65 4,999 15.62

e) other 168 0.59 76 0.23 145 0.46 86 0.27

SUM 28,701 100.00 33,782 100.00 31,695 100.00 32,006 100.00

Source: Professional education seminar 1998/99, 1999/00, 2000/01 and 2001/02 realization analysis
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More than half of the participants expect new knowledge and a bit less than one fifth

expect exchange of experience, which is typical of school system renovation, since they

want to check their work and compare it with others, where personal growth is of second-

ary importance. Taking part in well performed seminars is constant and is not changing

significantly.

Table 5: Realization of participants’ expectations, 1998/99, 1999/00, 2000/01 and 2001/02

Answer Year 1998/99 Year 1999/2000 Year 2000/01 Year 2001/02

Nr. of Share Nr. of Share Nr. of Share Nr. of Share
answers answers answers answers

a) no 212 0.87 175 0.71 1,667 6.92 227 0.96

b) partially 4,388 18.08 4,711 19.07 3,468 14.39 3,642 15.34

c) yes 17,065 70.33 16,998 68.81 16,298 67.64 17,193 72.44

d) above expectations 2,599 10.71 2,818 11.41 2,661 11.04 2,673 11.26

SUM 24,264 100.00 24,702 100.00 24,094 100.00 23,735 100.00

Source: Professional education seminar 1998/99, 1999/00, 2000/01, 2001/02 realization analysis

The renovation of the school system on one hand raised the expectations of the partici-

pants, on the other hand it also made the participants more critical, since they are expect-

ing much more of the seminar; often they expect ready made recipes and solutions, and

because they can not get them this is reflected in their evaluation, which can also be seen

in the table and on the graph. It is still a satisfaction to see that, for the majority of partici-

pants, their expectations do come true.

Figure 1: Realization of participants’ expectations, 1998/99, 1999/00, 2000/01 and 2001/

02
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The high level of inquiry for further education is not only the product of the system of

promotion. It also shows the real need for education, since the radical changes in the social

and economical structure of the society, changes in the educational system, the develop-

ment of science and technology and numerous other changes dictated the necessity for

additional and continuous education.

Besides that, the seminars are organised by numerous organisers (faculties, institutes, pri-

vate organizations, schools, societies, museums, humanitarian organisations etc.) who vari-

egate and enrich the in-service training with new education designs, methods and tech-

niques. Last but not least – the teachers also emphasize the need and wish for additional

knowledge and skills in evaluation questionnaires, which they get to fill out at the end of

each organised educational seminar.

C o n c l u s i o n
The system of in-service teacher education in Slovenia has been built and supplemented

for more than ten years and because of its good organization and setting into the school

scene it has become indispensable and an irreplaceable support in the school system re-

form.

The promotion system caused a big shift in the field of in-service teacher education, as it

triggered the development of the in-service teacher education and enriched it with numer-

ous new themes and above all new work forms and methods, and at the same time it

encouraged teachers and other professional workers in upbringing and education to take

part in programs of further education.

The professional workers in upbringing and education already know very precisely what to

expect and their expectations are rising and they are becoming more and more demand-

ing, since it is the hardest thing to satisfy those who are educators themselves.

To assure high motivation of the teachers for professional further education and at the

same time effective and successful work, their participation should be voluntary. We’ve

come to the finding that, in spite of the fact that professional further education is partly

induced by the promotion system, it still has a positive impact and also well on the differ-

entiation of different education forms and methods, on the varied offer of different

seminars as on the seminar organizers – and last but not least – the teachers also empha-

size the need and wish for additional knowledge and skills.

Everyone benefits from this, especially the pupils for whom this system was formed in the

first place. Their teachers and other professional workers in upbringing and education are

constantly taking part in in-service teacher education to complete their knowledge, which

is the basic goal and purpose of this system.
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A b s t r a c t
Teachers participate in the lifelong learning process because of increasing demands for

their complex professionalism, the changing school paradigm, i.e. from a transmissive to a

transformational one, increasing needs for quality teaching, the changing programmes of

teacher education and the fact that school is becoming instrumental for information soci-

ety. Teachers have to teach pupils and themselves how to learn and be motivated to learn.

There are three types of motives: (1) extrinsic motives that have been dominant for a long

time, (2) intrinsic motives of self-actualization, and (3) interactive communicational mo-

tives. The paper investigates the point when the new paradigm calls for intrinsic and inter-

active motives and why the routine teachers cannot accept that whereas, teachers with a

mission can. The idea of a good teacher and of quality teaching has been championed in

Slovenian schools for the last ten years. The programmes of teacher education are more

comprehensive and better. Teachers’ motives include acquiring new knowledge (thus possi-

bly getting promotion), achieving the complex educational objectives of their own subject

matter and of the school, personal growth, understanding of globalisation trends, active

participation in making the school part of its environment, and promoting themselves as

intellectuals or reflective practitioners.

EDUCATION AND TEACHER
MOTIVATION TO LEARN
Bogomir Novak



202

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

A  c h a n g e  i n  t h e  p a r a d i g m  s h i f t  c a l l s  f o r  a  c h a n g e

i n  t e a c h e r s ’  m o t i v a t i o n  t o  t e a c h  a n d  l e a r n

Scientific and technological development calls for constant curricular changes: new con-

tents are added and linked with other disciplines; methods and objectives are changed.

Consequently, teachers have to change the concept and method of teaching and their

roles. In the past teachers were successful if they transferred the study matter completely.

Today a teacher is expected to be innovative, to know how to animate their pupils through

teaching. Teachers therefore need to gain additional qualifications in order to learn how to

be real professionals and teach in a qualitative manner.

The transformation of the transmissive paradigm into transformational has happened in

Slovenian schools only recently. The trend is to globalise and Europeanise the school, changing

the function of teaching in relation of learning. Accordingly, the image of good teachers

changes, as they become multi-skilled professionals. They are both educating and edu-

cated (lat. homo educans et homo educator). To be a good teacher for their pupils, they

must first learn and teach themselves. In addition to knowledge about the subject they

teach, they also need knowledge about learning and teaching. The teacher teaches the

learners how to learn by organising the subject systematically and showing how to learn it

most effectively. By asking questions, teachers demonstrate how to think about the sub-

ject. The best way to learn is for the pupils to ask questions. Thus they will also learn how to

be motivated for learning.

Motivation1  is a process of stimulating an individual’s behaviour to achieve a certain goal.

We distinguish between the extrinsic, intrinsic and interactive motivation. All three types

of motivation are intertwined because they influence each other in the quality of teaching

and learning. Interactive motivation as an affinity for cooperative learning, since it is a

driving force of the ‘interactive communication’ (Habermas’ expression) that is usually ex-

pressed through team teaching, cooperation of teachers according to subjects they teach

and through interdisciplinary cooperation, in cooperation between pupils and teachers and

among pupils themselves. These new forms are gaining ground only slowly and to a greater

extent in some Slovenian schools than in others.

.............................................................
1 According to the most complex definition of motivation, the motivation is an internal state or internal

orientation often described as a need, wish or demand, a force activating, driving and orientating an
individual’s behaviour (Kleinginna & Kleinginna, 1981);
- internal disposition or state that orientates and activates a certain behaviour;
- a wish or a need driving and orienting goal-oriented behavior;
- an influence exericised by the needs and wishes on the intensity and orientation of the behaviour.
Franken (1994) added to the definition of the motivation eagerness, orientation and sustainability of
behaviour.
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Education presupposes different classes and subject matters, learning and lifelong learn-

ing2  in teachers’ case. Curricular reform of Slovenian primary and secondary schools - com-

pleted in 1999 - has not changed only subject matters but also objectives and methods of

teaching in teachers’ training. Differentiated use of teaching methods - as applied in West-

ern Europe - is gaining ground in Slovenia, too. The aim is teaching for creative, quantum,

interactive, personally significant, holistic, lifelong learning. Therefore teachers gradually

acquire and accept new roles: they are no longer only transmitters of knowledge but are

becoming facilitators of pupils’ curiosity, choosing the learning and thinking styles appro-

priate to their personal capabilities. Thus a teacher is turning into a multi-functional per-

sonality with multifunctional motives.3

Therefore, in primary and secondary schools, repetition of subject matter is complemented

by other forms of knowledge. A teacher has to master these forms before he/she can test

and assess pupils’ knowledge. It is expected that teachers teach the forms of knowledge

they acquired in their training (officially required or voluntary training). Teachers-to-be

acquire various forms of knowledge as part of their undergraduate education. Later, teachers

enhance their knowledge at professional training seminars with a view to improving the

quality of their teaching. Professional training can be organised as a seminar, a course, ex-

cathedra lecture or as a research study. The aim is thus to go beyond the declarative

learning, which is foreseen by the programme, unchangeable in its content and with fixed

objectives. That kind of learning has been prevalent in schools and undergraduate studies.

The well-known European INSET system - the system of permanent teacher professional

training - was involved also in Slovenia.4

Whether the future teachers decide to become teachers on the basis of external or inter-

nal motives determines, in practice, whether they are routine teachers or teachers with a

mission. The first consider the changes to be an unnecessary evil while the latter see them

as a creative development challenge. Yet there is another factor to consider. Throughout

their career, teachers get more and more tasks to carry out, but the routine teachers are

not internally motivated to do them. Those teachers who are only informed about the

educational changes are not internally motivated to use alternative didactic methods or

.............................................................
2 Lifelong learning is a comprehensive and continuous effort for improving one’s knowledge, skills and

capacities needed for active citizenship, social connectedness and employability. These three factors
contribute to personal growth in all periods of the person’s life.

3 According to Maslow’s Hierarchy of Needs we differentiate physiological needs, safety, love, esteem and
self-actualization also in the processes learning, teaching and teacher education (Maslow, 1976). Inter-
estingly, there is more advice available in books on how to boost pupils’ motivation rather than teachers’
motivation in Slovenia.

4 1 Inset stands for “in-service training” and means teacher training in State schools during an academic
year. The system has origins in the UK. For the Slovenian experience with inset see Razdevšek-Pučko
(1997).
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use the teaching styles that would encourage pupils to develop their own learning styles.

With learning lifelong a teacher’s motivation can improve partially but not all teachers

participate there equally: only those who want to be good teachers and teach in a qualita-

tive manner participate in it.

The Transformational paradigm5  does not promote only teacher’s cooperation with his/

her pupils in classes, which are not ex-cathedra. It mainly promotes peer cooperative learn-

ing among pupils themselves and holistic learning. The Slovenian nine-year primary school

develops cooperation among teachers (cooperation between the groups of teachers teach-

ing the same subject, i.e. vertical teachers’ groups; cooperation among schools, i.e. mentor

schools, cooperation within the group of teachers teaching the same subject when they

prepare for their classes and exchange of experience). But there is no cooperation among

teachers during the actual teaching, i.e. team teaching. That is why the classes are not

sufficiently interdisciplinary. There is not enough group –based collaboration in political

organization, school organization and in the creation of an evaluation school. The new

nine-year primary schools have already encountered some problems in promoting teach-

ers’ cooperation. Problems range from organizational (when and where) to status prob-

lems (more or less experience, junior and senior teachers) and communication problems

(the relation between the verbal and non verbal communication).

Transmissive and transformational teaching models differ greatly. The transmissive teach-

ing model is characterised by transfer of knowledge. The prime aim of transmissive teach-

ing is not to develop critical thinking and quality learning (experiential learning in the broad

sense of the term, personally significant, holistic learning etc.). Transmissive teaching fa-

vours declarative knowledge, i.e. knowledge of facts, while transformative teaching facili-

tates procedural (modal) and strategic (conditional) knowledge, including the use of proce-

dures and methods (the hyponym is meta-cognitive knowledge).

Due to the dominant transmissive approach in primary and secondary schools, there is not

enough long term knowledge anchored in the long term memory that results from self-

motivation of all participants in education: it is never a result of external impulses only,

which lead to unhealthy competition and hunting for good marks.

The aim of the following table of differences between the transmissive and transforma-

tional school is to establish which model motivates a teacher most to learn throughout his

life.

.............................................................
5 In the philosophy of science, T. Kuhn was the first to question the suitability of a paradigm. He assigned

various meanings to paradigm. Theoreticians of the 1980s remarked upon a divide between the old
scientific paradigm – also referred to as Cartesian, mechanical, Newtonian – and the new one which is
evolutionary, self-organisational, organic and holistic. In connection to this, transition from the transmis-
sive school paradigm (pattern, model) to the transformational is mentioned.
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Table 1: Differences between the transmissive and transformational school

Teacher with the role of a facilitator Teacher with all roles

Unhealthy competition with School with healthy competition
promotional neurosis in school

Effect-oriented school as a burden for Relaxed school fulfilling the educational
pupils needs of everyone

Rigid organisation of the school work Flexible organisation of the school work

Poorly developed democratic school Well developed democratic school
culture culture

Priority of teaching over learning Priority of learning over teaching

Prevalence of waiter style (ex-cathedra) Prevalence of group and individual
teaching work

Prevalence of teacher’s explanation Prevalence of interactive
communication

Prevalence of non-reflective learning Personally significant transformative
learning – all forms

Average pupil Individual pupil with personal growth

Prevalence of content knowledge Various forms of knowledge

Irrelevance of education quality Permanent development of quality

Teacher as an expert Complex professionalism of a teacher

Teacher as a transmitter of knowledge Teacher using all four teaching styles

Individualism of teachers Cooperation of teachers, team teaching

Empirical and rational thinking Flexible thinking (including empirical,
rational and intuitive)

Teaching of learning contents Teaching how to learn

Partial teachers’ education Integrative education of teachers
(workshops)

Traditional and modern values of Postmodern values of education
education

School as an institution with rational School develops rational thinking and
argumentation emotional competence

Low level of functional literacy High level of functional literacy

Individual learning Cooperative learning
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W h a t  m a ke s  a  g o o d  t e a c h e r ?
What are the motives of a good teacher?

According to Hassett (2000) good teachers:

- have a sense for purpose,

- have expectations of success for all students,

- tolerate ambiguity,

- demonstrate a willingness to adapt and change to meet student needs,

- are comfortable with not knowing,

- reflect on their work,

- learn from a variety of models,

- enjoy their work and their students.

Particular attention is paid to teachers’ capacity to judge the development needs of their

pupils and encourage them to learn in a qualitative manner. Teachers are nevertheless still

very critical of themselves and of their pupils, since teachers do not have enough opportu-

nities to exchange their experiences - even though Slovenian primary and secondary schools

consider it an opportunity to become part of the European networks. Standards for qual-

ity school classes rise by strengthening certain factors such as cooperation among teach-

ers teaching the same subject and among teachers and their pupils in classroom, with an

open school climate6  and flexible organisation of schoolwork. A teacher is a “reflective

practitioner” who plans and analyses his/her classes in terms of the effects of a combina-

tion of transmissive and transformational teaching at meta-level. His/her motives are also

influenced by didactical methods.

In Slovenia the concept of a good teacher has gained ground. In addition to distinguishing

between authoritarianism and autonomy, standards and consciousness, teaching oneself

and teaching others, good teachers know that they will lose in the contest of gaining new

knowledge. If the want to remain a good teacher, they have to be even more curious than

their pupils.

Since growing educational needs are difficult to satisfy, a teacher becomes a lifelong learner

calling for continuous training out of urgency. Teachers can learn how to think analytically

and synthetically as well as complement the familiar study matter with new scientific find-

ings. Thus they discover and manage new learning situations, and also encourage pupils to

try out new methods of learning and searching for information. The latter includes follow-

.............................................................
6 We distinguish between the class climate determined mainly by the teacher and school climate deter-

mined mainly by the headmaster or the school board. The school climate consists of school ecology
(school building, equipment, size of the school), milieu (experience, education, socio-economic situation
of teachers and pupils, value system), social structure (code of conduct) and school culture (rituals,
ceremonies, customs and goals of the institution).
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ing up recent events in electronic media. New opportunities open up in interactive scien-

tific centres for teachers. Abroad these centres are up and running, in Slovenia, the House

of Experiments of Ljubljana could be considered to be such an interactive centre.

A good teacher is supposed to develop an educational culture of lifelong learning. It is

important to differentiate between learning in order to get a good mark and learning for

life; between informal lifelong learning and formal learning which takes place in a school;

between individual and social learning; learning as an intrinsically human function and learn-

ing as a cultivated function. These differences influence the selection of a strategy of

efficient learning. The last curricular reform has given the necessary impetus for a major-

ity of pupils and students to make a shift from a lower quality level of learning to a de-

manding level. The problem is that teachers who have not used experiential teaching can-

not encourage their pupils to do it7. Clearly, there are many reasons for teachers’ learning

and training. Motives for learning lie in problem solving - which can be part of interactive

communication. Other motives include self-actualization of an individual, school marks, ra-

tional understanding of phenomena, achieving goals of parents, teachers and school.

Some teachers’ motives for learning are similar to the motives of a pupil. But there can be

differences, too. The goal of a pupil with no profession is to learn to be able to practice a

profession. A teacher learns in order to teach, i.e. to perform his/her profession as a teacher.

For both of them, though, learning is an instinct of curiosity and a way of life. Nevertheless

acquiring knowledge means for a pupil to accept it, and for a teacher to give it. Another

difference between teachers’ and pupils’ goals is that teachers have already found a sub-

ject that fascinates them whereas pupils do not always share teacher’s fascination, espe-

cially in primary and secondary schools. A teacher should be motivated to learn in a much

more complex way than a pupil, since a teacher needs complex knowledge because of his/

her complex professionalisation.8 The aim of teachers’ learning and education is a constant

improvement of the quality of classes.

.............................................................
7 Nowadays teachers and pupils can choose also alternative forms of learning:

- spontaneous (in an alpha state) or compulsory learning;
- non-reflective and memory taxing or personally significant, social learning;
- left-sphere or right-sphere learning style;
- passive or active learning;
- uncreative or inventive and creative learning;
- convergent or divergent learning
- experiential learning in the narrow empirical sense or in the broadest reflective and transformative

sense.
8 Russell and Korthagen (1995) defined the following phases of the development of teacher

professionalization: (1) pre-conjectural, when the teacher is adapting the knowledge according to the
pupils’ ability, (2) dogmatic and (3) final, when teacher is perfectionising their knowledge and tries to
come closer to the pupils’ ability, (4) inventive or conjectural; when teachers teach for progress and
students are seen as the constructors of theories, (5) emancipatory, when teachers are conversational
scientists in the equal and friendly conversation with students and other teachers.
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On a more personal note, I was teaching social science in high schools of varying sizes for

many years. My self-evaluation shows me that I was more motivated for teaching in smaller

rather than bigger buildings; on ground floor rather than on level -1; in morning rather

than in the afternoons; in classes with talented pupils; when I had some additional qualifica-

tions. I preferred a school climate encouraging own-initiatives, so that I could encourage

and assess them in pupils. No change in curricula could ever block own initiative in terms of

various working methods to the extent that an unfavourable school management could. I

was also working at the National Education Institute for a year as an advisor for the subject

“self-management with basic Marxism” that was in vogue in secondary schools from 1974

till 1990. When I was inspecting in schools, I noticed that motivation for teaching the sub-

ject differed from one teacher to another. Some teachers enjoyed in gaining additional

qualifications related to teaching the subject in question; others not. Some had a routine

approach, others preferred problem solving. As a researcher I have been participating in

classes of ethics and society in some eight-year primary schools and in classes of philoso-

phy and sociology in the fourth grade of high schools. These teachers were team-teaching

these subjects. Pupils regarded that as a change in form and not as a change in the content

or method of transmitting the subject matter.

Different kinds of knowledge and skills of a good teacher

Nowadays only a few teachers do what most of them have to do in the future. Most teach-

ers and school management still try to advocate the routine and maintain status quo. Only

teachers with a heart for the job develop complex professionalism and educational ethics

of relations with pupils, pupils’ parents, colleagues and school management. They develop

their own teaching styles and reduce their drawbacks.

The capacities belong to teachers’ social capital. Teachers acquire the basic skills of social

capital (put oneself into the shoes of another person; act appropriately with regard to the

situation; be able to understand and interpret the feelings of another correctly; be able to

read the emotions of another person) during their undergraduate studies and upgrade

them during their postgraduate studies or in teacher training. Admittedly, teachers have

not participated enough in the programmes for personal development which would help

them to break free from the past patterns of feelings, emotions, thinking and behaviour -

crucial in working with young generations. The silver-lining which teachers try to invent in

apparently bleak situations comes from their skills to accept, integrate, synthesise and

balance conflicting values, positions and beliefs (Kyriacou, 1997). But for this kind of inven-

tion they often lack synthetical and psycho-social knowledge and thinking. Teachers could

acquire the following types of knowledge on the job in order to achieve complex

professionalisation:
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- knowledge in their subject matter;

- general pedagogical knowledge (theories, empirical findings, visions, positions on classes,

education, school, assessment, derived from pedagogy, didactics and other disciplines);

- psychological knowledge (development particularities and differences between individu-

als), knowing the process of learning;

- knowledge in special didactics;

- knowledge of curriculum, i.e. the tool of their profession (knowing the relevant legisla-

tion, syllabi, organisation of the school system, etc.)

- practical knowledge (action, experience, situation, implicit knowledge), action tool box,

practical wisdom, professional skills and competencies, know-how (Marentič-Požarnik,

2000, 6-7).

A new motive for learning is to learn to be successful in learning by choosing a suitable

learning style. Holistic learning is expressed in Delors’ pillars (Delors, 1996) as learning for

living, working, education and cooperation. Everyone should apply that in a balanced way.

On the basis of new theories of learning and by understanding these theories, a school

reform is possible. Holistic learning is anchored in a holistic person, entails inner motivation

and yields best results in the long run. For this, innovative, future-oriented learning is needed

but this is lacking in Slovenian schools. Classes which are not oriented to problem solving do

not significantly encourage critical thinking.

In the last decade Slovenian school has been promoting the idea of a good teacher and of

quality teaching (Gossen & Anderson, 1996). Teacher training programmes have been im-

proved. Teachers are motivated for training in order to: acquire new knowledge, be pro-

moted to a new paying bracket, achieve complex educational objectives of their subject

matter and school, be personally growing, understand globalisation, actively involve school

in its environment, promote oneself as an intellectual and reflective practitioner. One of

the most difficult tasks of teachers is to manage their emotions by putting themselves in

the shoes of their pupils and, simultaneously, to create a working and cooperative climate

in the classroom.

The quality of classes depends on out-of-school, inter-school and in-school factors. Out-

of-school factors underpin curricular reform, school policy, integration of school in the EU

programmes (Socrates, Comenius, Erasmus, Tempus etc.), school networking (networks of

quality schools, of eco-schools, of Unesco schools). Primary schools cooperate in carrying

out new curricula. There is also a host of in-school factors. We shall distinguish between

the factors related to teachers’ work in classrooms, organisation of work in schools and

cooperation among teachers. The distinction between out-of-school, inter-school and in-

school factors is not rigid, since the same factors can occur at different levels (e.g. staff

policy and teachers’ training).
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Motivation for learning is related to the motivation for thinking. Development of critical

thinking is a basic strategic objective of a state (Barle, 1996). We distinguish among empiri-

cal, rational, intuitive and flexible types of thinking. Transforming education and trans-

forming learning encourage critical thinking as flexible, holistic, multidimensional thinking

more than simple routine or transmissive learning. Development of critical thinking in the

Slovene school is both encouraged and impeded. The analysis of the current state suggests

what else could be introduced in the thinking and learning styles in specific subject mat-

ters. This would require, though, teachers and pupils learning to think (Kolenc, 2000; Novak,

2000) in terms of solving problems by combining all three mentioned thinking styles in the

flexible style.

Thinking techniques are not trained; theory of thinking sounds foreign. A myth of self-

sufficient thinking (as it occurs in nature) prevails, i.e. without noting the value of thinking

when it is cultivated (e.g. to discover the right answers, to test problems that are more

finely defined, to discover the logical flaws). These are but some suggestions to develop

flexible thinking, which promotes solving problems since it enables a change of the point of

view. Process of curriculum planning promotes two-way communication.

C o n c l u s i o n s
Teachers’ motivation to teach and learn was researched by using prescriptive and qualita-

tive methods. The paradigm shift towards a transformational school cannot happen with-

out teachers’ internal and interactive motivation. Most teachers use the same learning

methods they had during their undergraduate education. The routine teachers make use in

their teaching of the external survival motives, while teachers with a mission use the self-

actualization motives. The former try to patch the holes in their knowledge and skills while

the latter try to encourage creative approaches, use various teaching styles and promote

various learning styles in their pupils. The paradigm shift can be observed in the teachers’

education models which used to be behaviouristic and positivistic and are now personalistic

and interactive. The first two types are related to the transmissive school paradigm, while

the latter two correspond to the transformational one. As a consequence, teachers’ pro-

fessionalism is not defined in terms of being an expert but rather as being a complex

interactive individual. Thus teachers’ motivation in terms of their autonomy has to be re-

garded as a result of synergic and interactive effects of factors coming from inside a

school and outside it.

The changes in education imply that the motives of self-actualisation are more and more

intertwined with the motives of survival. The routine teachers who do not follow the ten-

dency of improving quality feel worse and worse. Such teachers cannot encourage pupils
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to learn creatively because their teaching is not permanent and creative. The tendency to

make a shift to holistic learning, thinking and teaching, demotivates some teachers who

still work on the principle of a closed classroom; on the other hand, it motivates those who

are ready to grow personally and socially reorganise the school work. Due to the lack of

social capital in Slovenia, team cooperation among teachers is an extrinsic encouragement

and not so much an intrinsic motive. The system could favour a self-image of teachers who

are more individually independent and socially dependent and thus have a positive attitude

to (planned) changes.
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A b s t r a c t
Modern enterprises structure their working organization in such a way, as supports em-

ployees of all inner-firm hierarchical levels developing their individual competencies during

daily working life. A positive learning culture can be seen as a prerequisite for that aim. The

learning culture includes all inner-firm influences on the employees’ learning. This contribu-

tion focuses on those aspects of the learning culture, which regard motivational condi-

tions of individual competence-development. Particularly, the approach of the Self-Deter-

mination-Theory of Motivation has been applied to inner-firm daily working life. A sample

of 52 superiors and 108 staff members from German industrial and service enterprises

have been tested for differences in the perception of the learning culture at their workplaces.

The results show no significant differences between superiors and staff members, which

can be seen as a hint at a positive learning culture. From a theoretical perspective the Self-

Determination-Theory has proven its fitness for inner-firm working contexts, because all

assumed correlations could be found.

SELF-DETERMINATION IN DAILY
WORKING LIFE1

Christian Harteis, Johannes Bauer, Dagmar Festner, Hans Gruber
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O b j e c t i ve s

Modern enterprises structure their working organization in such a way as supports employ-

ees of all inner-firm hierarchies in developing their individual competencies during daily

working life. This contribution focuses on motivational conditions of individual competence-

development. Particularly, the approach of the Self-Determination-Theory of Motivation

has been applied to inner-firm daily working life. A sample of 52 superiors and 108 staff

members have been tested for differences in the perception of their workplaces.

T h e o r e t i c a l  f r a m e wo r k

Modern concepts of work organization (e.g., lean organization: Womack, Jones & Roos,

1990; learning organization: Senge, 1990) stress circumstances in which the employees’

individual development of competencies becomes a strategic factor for the future suc-

cess of companies. The entire staff is seen as the company’s potential; inner-firm hierar-

chies do not differ with regard to learning opportunities (Imai, 2001). Thus, goals of organi-

zational development might converge with goals of educational endeavours.

Whereas there are plenty of contributions and findings dealing with learning processes and

their basic conditions in schools, high-schools and universities (Beck & Dubs, 1998; Darling-

Hammond & Youngs, 2002), there is a lack of relevant studies dealing with learning in inner-

firm daily work life. This is surprising, considering the main messages of modern concepts

of work organization. This paper applies the Self-Determination-Theory of Motivation (Deci,

1998), which explains ways of supporting learning processes (Deci, Koestner, & Ryan, 2001).

S e l f - d e t e r m i n a t i o n - t h e o r y  o f  m o t i v a t i o n

Professional learning often occurs incidentally during daily working processes, for instance

if the flow of operations is adapted to new demands (Oerter, 1997). Furthermore, profes-

sional learning also occurs in formal settings of further education and training. From a

constructivistic understanding (Gerstenmaier & Mandl, 1999) learning is an active process,

during which learners undertake activities. Those are to be activated, supported, and driven

through motivation. The term “learning motivation” indicates process-like events

precursoring and conducting learning activities. In this sense one can understand learning

motivation as a current condition within the person of the learner. The learning motivation

does not only have an effect regarding its height (quantity) on success in learning, but is

also directly with regard to its quality. An approach from research on learning and instruc-

tion, which directly aims at different qualities of the motivation experiencing, is the self-

determination theory of motivation (Deci, Koestner, & Ryan, 2001; Deci & Ryan, 1993).
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In a very simple differentiation of motivation-quality, extrinsic can be distinguished from

intrinsic motivation. Extrinsic motivation designates a condition of the action regulation,

which over outside incentives one released and is not directly linked either with the acting

person or with the action. Intrinsic motivation feeds itself, however, from the person or

the action. While the authors of the self-determination-theory still on the basis of re-

search from the 70’s, according to, which extrinsic granted incentives for action under-

mine intrinsic motivation factors, assumed an antagonism of extrinsic and intrinsic motiva-

tion (Deci, 1975), studies from the 80’s led to a revision of this point of view. Ryan (1982)

could show that under certain circumstances extrinsic incentives can lead also to a rein-

forcement of the intrinsic motivation. So it was verified that also extrinsic motivation can

be experienced as self-determined. Extrinsically motivated behavior can be transformed to

self-determined acting by processes of internalization and integration (Deci & Ryan, 1993).

On that basis the approach of the self-determination-theory of motivation (Deci & Ryan,

1993) was developed, the core of which consists of the basic assumption of the impor-

tance of following inborn psychological needs determining acting and learning:

- Need for autonomy: One wants to experience oneself as free from external restraints

and to carry one’s own point.

- Need for competence: An essential aim of human acting is to experience self-efficiency

and one’s own competence.

- Need for relatedness: Without a social bonding, man could not survive at birth. It is a

natural human attribute to strive for integration in social communities.

Krapp & Prenzel took up that approach and broadened it with a concept of pedagogical

interest (Prenzel, 1988). According to that concept, the following variants of motivated

learning can be differentiated:

- Amotivated: That term marks a state without any stimuli for acting.

- Extrinsic motivation: That term describes a state in which a person’s acting only is driven

by external contingencies.

- Introjected motivation: In this kind of motivation the process of internalization leads to

an integration of external incentives transforming them to one’s own aims. Immediate

external pressure is replaced by forcing oneself to act without seeing an appeal for

oneself.

- Identified motivation: That degree of motivation describes a situation, in which the ob-

ject and content itself offers no or only low stimuli. But action is initiated because of

striving for a self defined goal.

- Intrinsic motivation: One acts because of incentives lying within the action or the object

of action and addressing inner motives. External incentives do not play any role in this

kind of motivation.
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- Interest: Once the temporariness of motivation loses importance and one builds up a

stable relation to the contents or objects, one can speak of interest (Krapp & Prenzel,

1992). The object gains in individual or general importance so that one keeps upright the

contact with the content or object beyond the learning situation.

From the inborn psychological needs the striving for autonomy is that which can be de-

scribed independently of concrete persons, whereas competence experiencing is related

to one person’s competence-profile and social integration - beyond that – and depends on

persons in the surrounding. If therefore one focuses from autonomy, and specifies in addi-

tion object-referred appeals as benchmarks, the six outlined variants of motivation can be

arranged in a two-dimensional pattern: Depending on the extent to which self-determina-

tion causes actions, extrinsic motivated acting on the autonomy axis is to be settled low,

intrinsic motivated or interested acting however very highly. In analogy for this the

amotivated attitude is characterized by indifference in relation to activity contents, inter-

ested acting by an extraordinarily high measure of appeals for contents on the axle of

appeals for contents.

This approach wins educational purchase, if it is applied to learning processes. Learning

processes represent a special kind of activity, and of course the self-determination-theory

also fits for the description of the motivation of learning in daily working life. Empirical

findings verify the determination of the learning processes through the different motiva-

tion variants in emotional and cognitive regard: Amotivation and external regulation are

accompanied by rather unpleasant feeling experiences (fear, aversion), whereas self-deter-

mined motivated learning (identified, intrinsic, interested learning) is positively correlated

with agreeable feelings. Pekrun (1998) underlines the meaning of emotional experiences

for the quality of learning, because they substantially affect the learning processes and

the attitude referred to the content. In addition, the different variants of the learning

motivation affect cognitive processes: Self-determined motivation variants lead to better

learning results than external regulated. Thus, with identified, intrinsic motivated or inter-

ested learning, knowledge is processed more deeply and better understood. In consequence,

the transferability of the learned knowledge becomes more probable (Prenzel et al, 2000,

p. 167).

All this gains significance for daily working life, because modern concepts of working or-

ganization proclaim structures, in which employees should develop and apply individual

competence in the context of their daily work. Under intensified competitive conditions

enterprises are faced with changing customer needs. This demands flexible and time-close

reactions. The newer concepts of working organization rely thereby on employees’ compe-

tence, as decision-making processes are decentralized and delegated to the individual per-
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sons employed, those in older organization concepts were bundled centrally on a higher

hierarchy level (Imai, 2001). The self-determination theory of motivation with its three

components of autonomy experiencing, competence support and social relatedness can

be seen as a concept, which makes testing prerequisites for learning in daily working life

possible.

S e l f - d e t e r m i n a t i o n  i n  d a i l y  w o r k i n g  l i f e
Employees in a working organization fulfill a concrete function, which normally is defined in

a job specification, which includes tasks and responsibilities. That function restrains the

scope of employees’ autonomy. But restricted autonomy is not principally an antagonism,

if compared with Kant’s theory, which is based on a balance between self-realization and

self-restriction (Lempert, 2002).

Inner-firm functions are not only part of job-specifications, but also part of an inner-firm

hierarchy, which regulates a subsidiary system of authority. Thus, differences between

superiors and staff members arise. Traditional organization systems design superior job

specifications with a broader range of tasks and influence than specification for staff

members. So far, superiors find better conditions for experiencing self-determination and

developing intrinsic motivation. But newer concepts of working organization describe in-

fluence and opportunities for designing processes for all hierarchic levels. As current em-

pirical findings hint, also modern organized enterprises sometimes assess hierarchical posi-

tions higher than individual competence, especially in critical situations (Harteis, 2002).

Additionally traditional socialized superiors do not always comprehend changes of leading

philosophies (Brinkmann, 2001). Authoritarian leading behavior affects a decrease of moti-

vation and inhibits learning processes (Baethge & Baethge-Kinsky. 2002).

In enterprises, which want to support learning in daily work, high-level personnel obviously

plays an important role. They arrange in their field of responsibility the working field for

the employees, which should hold appeals for the development particularly of intrinsic

motivation.

Intrinsic motivation cannot be produced externally. Only the conditions can be optimized,

which make the developing of intrinsic motivation probable. A work surrounding field can

show characteristics which promote or restrain intrinsic learning motivation. According to

an empirically secured theoretical model, the influence of conditions on intrinsic learning

motivation can be grouped in the following ranges (see Prenzel, 1995; Prenzel, Kramer, &

Drechsel, 1998), of those - as already above represented - three are directly related toward

the inborn psychological needs, on which the self-determination theory of motivation is

developed:
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- Social integration: The feeling of being connected with others and the experience of

care and attention from others affect positively felt emotions, which support the aris-

ing of intrinsic motivation (see Deci, 1998). The working atmosphere in the employees’

direct working environment contributes to a feeling of safety and relatedness.

- Autonomy support: External influences and particularly pressure and obligation can cor-

rupt intrinsic motivation (Deci, Ryan, & Koestner, 2001). If on the job is to be learned

intrinsically motivated, employees must recognize degrees of freedom for their learning

activities. This does not mean complete acting-freedom, but a support of autonomy by

setting clear frames and structures, within which employees can deploy autonomy.

- Competence support: Humans strive to experience themselves as being effective on

their environment. Intrinsic motivation especially develops in situations in which learners

experience themselves as effective and competent (Hannover, 1998). Thus, employees

must have the chance to experience that learning activities lead to better problem solu-

tions.

This paper directs its focus toward persons employed in industry and service enterprise. It

will be examined how they notice central aspects of the self-determination theory of the

motivation. The development of individual competence covers complex learning processes

in the broadest sense; in the vocational context thereby the key word lifelong learning is

frequently stressed. Lifelong learning means the requirement to cope with contents of the

working life from one’s own drive and to visit learning opportunities. This learning is intrin-

sic in the sense of the self-determination theory (Deci & Ryan, 1993), it fulfills the inborn

psychological needs of autonomy, competence experiencing and social relatedness.

R e s e a r c h  q u e s t i o n s

The study focuses on two main questions:

Question 1: Following modern concepts of working organization, superiors and staff mem-

bers must not differ in the perception of conditions for competence-development. As

mentioned above, there are reasons to doubt that all superiors act according to program-

matic maxims of the firm-philosophy. That is the reason why superiors and staff members

are examined regarding their perception of self-determination in daily working life.

Question 2: In order to secure the findings theoretically, the applicability of the Self-Deter-

mination-Theory of Motivation on working contexts should be tested. It is examined if the

suggested connections between the perception of the motivational conditions and the

specification of motivation-quality occur in this study.
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E m p i r i c a l  p r o c e d u r e
Sample

This study covers a sample of N=160 test persons, recruited from several German industry

and service enterprises. It is divided into two subgroups: n
1
=52 superiors and n

2
=108 staff

members. The recruiting process was organized by contact-persons within the respective

enterprises. Thus, the sample is neither a random sample nor a representative selection.

Facing the lack of empirical findings in that field, this drawback was accepted.

Instrument

The instrument included rating scales firstly according to the inborn psychological needs.

These scales were pre-tested in a pilot study:

• Perception of autonomy (5 items, Cronbach’s Alpha = .58)

• Perception of competence (6 items, Cronbach’s Alpha = .74)

• Perception of relatedness (6 items, Cronbach’a Alpha = .90)

Secondly, five items for the specification of motivational quality were added. For the analyses

comparisons of average values (t-test) and Pearson correlations were calculated.

R e s u l t s
In the findings no bundlings at the endpoints of the rating scales were found. The tests of

differences between both subgroups show no significant results:

Table 1. t-Test results for independent samples (twosided, df = 158).

t Significance

Inborn psychological needs

Perception of autonomy 1.75 n.s.

Perception of competence 1.75 n.s.

Perception of relatedness -0.29 n.s.

Specification of motivational quality

amotivated -0.58 n.s.

extrinsic -1.16 n.s.

introjected -0.70 n.s.

identified 1.46 n.s.

intrinsic 1.23 n.s.
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The theoretical coverage confirmed all assumed connections:

Table 2. Correlations between inborn psychological needs and quality of motivation.

amotivated extrinsic introjected identified intrinsic

Perception of autonomy   .00 -.15 .15 .25** .33**

Perception of competence -.13     -.28**     .30** .37** .43**

Perception of relatedness -.03    -.20*      37** .20** .33**

Note. *: p<.05; **: p<.01.

D i s c u s s i o n

The results show good conditions for a positive learning culture. Both subgroups do not

differ in their perception, and the ratings referring to intrinsic motivation are judged more

highly than those referring an amotivation to extrinsic motivation. This hints at good pre-

requisites for workplace learning, but this study cannot give an answer, as to whether

learning really occurs. For a first step it can be confirmed that the tested sample finds

working conditions coping with educational demands.

An interesting detail in the findings is that no contra-intuitive results occurred even though

the numbers of items had to be kept low. This speaks in favor of an appropriate figuring of

the distinction between self- and over-directed acting.
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A b s t r a c t
Deliberate practice has become a core concept in theories about the acquisition of exper-

tise in professional domains. Experts were more involved than others in laborious training

activities over a long period of time that have the only purpose of improving performance

(deliberate practice). Spontaneously, individuals only rarely engage in deliberate practice.

Therefore, teachers play a crucial role for sustaining practice. From the perspective of

adult learning, a basic problem is why some subjects commit themselves in deliberate prac-

tice. A study within the domain of professional music playing (here: jazz guitarists), ad-

dressed this question. Six expert musicians and 12 semi-experts retrospectively reported

about their career in a biographical interview and filled in a questionnaire about working

behaviour. In contrast to classical music, jazz experts did not start their career earlier than

other individuals; neither did they have more committed teachers. In jazz, the role of a

teacher in the domain of classical music seems to be transferred to listening and analysing

of recordings of famous musicians. Obviously, teachers’ contribution for acquisition of

expertise is not merely teaching and instruction but rather supporting students to become

members of a community of experts. This sheds new light on the analysis of expertise in

different domains and on attempts to foster adult learning.

WHY DO SOME COMMIT THEMSELVES
TO DELIBERATE PRACTICE FOR MANY
YEARS - AND SO MANY DO NOT?
UNDERSTANDING THE DEVELOPMENT
OF PROFESSIONALISM IN MUSIC
Hans Gruber, Stefan Degner and Andreas C. Lehmann
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E x p e r t i s e :  Ac q u i s i t i o n  o f  k n o w l e d g e  a n d
e n c u l t u r a t i o n  i n  c o m m u n i t i e s  o f  p r a c t i c e
The investigation of experts, that is, of persons who show exceptional performance in a

specific domain, has attracted many researchers in the fields of adult education, cognitive

science, psychology, and other disciplines. Expertise is a life-long process; thus, studies

about the nature of expertise contribute to the understanding of adult learning and adult

education.

Descriptive analyses of expert performance show that the outstanding feature of experts

is their knowledge base. Experts have much knowledge available that is well organised and

can be retrieved and applied quickly and almost without errors. Reasonably, it is argued

that long and intensive practice within the domain is a necessary condition for the acquisi-

tion of expert knowledge. In complex domains, experts practised for at least 10 years. Not

even the most “talented” individuals can attain outstanding performance without such a

period of preparation; most experts have even spent considerably longer (Ericsson, 2003).

Another characteristic during the acquisition of experts is that the learners participate in

more advanced individuals’ activities and thus increasingly become part of a community of

practice. Conceiving learning as becoming encultured into communities of practice does

not only concern the individual processes during learning, but also the implementation of

learning environments in large social contexts, frequently denoted as the prevailing “learn-

ing culture”. In adult education, enculturation as part of professional learning is of increas-

ing importance (Boshuizen, Bromme, & Gruber, 2004).

In a study of professional work, Wenger (1990) showed that there are large discrepancies

between the official agenda of the workplace and what was actually learned and practised

at workplaces. Wenger concluded that knowledge and expertise cannot be understood in

separation from the social environment in which they are observed. A consequence for

instruction is that learning has to be bound to application situations and integrated into

large systems with adequate learning culture. Of course this is in particular true for adult

learning in complex domains in which application situations naturally arise. Acquisition of

expertise can be viewed as a process of enculturation and of becoming a full participant in

a community of expert practice. Participation denotes the process by which individuals are

working together and with experts in a social setting. Acquisition of expertise thus de-

pends on interactions within a particular social context. Lave and Wenger (1991) conceived

learning and acquisition of expertise as legitimate peripheral participation by which new-

comers become encultured into a community of practice. The process, by which a new-

comer becomes a “full participant” or an “expert”, is fundamentally social. Learning as

enculturation comprises more than only acquisition of knowledge; it concerns many social
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aspects such as ways of speaking, belief systems, social customs and tricks of the trade.

Thus, understanding processes of the acquisition of expertise is of utmost relevance for

adult education.

Ac q u i s i t i o n  o f  e x p e r t i s e  t h r o u g h  d e l i b e r a t e
p r a c t i c e
In detailed analyses of learning processes during the acquisition of expertise, using retro-

spective methods, Ericsson, Krampe, and Tesch-Römer (1993) found that today’s experts

differed from other individuals early in their career: They practised more efficiently, had

more committed teachers, and showed higher achievement demands. Experts were more

involved in laborious training activities over a long period of time that only aimed at im-

proving performance. Such activities are called deliberate practice. Spontaneously, indi-

viduals only rarely engage in deliberate practice, although they recognise that it would

improve their performance. They prefer regular activities that are motivated by inherent

enjoyment (play) or external reward (work) (Lehmann, 2002). Therefore, expert teachers

are important that persist in deliberate practice, thus offering explicit teaching goals, feed-

back, and opportunities for gradual improvement through repetition and correction of

errors.

Teacher-guided instruction and deliberate practice tend to be closely related. The concept

of deliberate practice implies that expert performance is acquired gradually and that sub-

stantial improvement of performance depends on the teacher’s or coach’s ability (Lehmann

& Ericsson, 2003). The most important reason for guidance by expert teachers is that in all

complex domains, over time, a body of organised experience in the form of knowledge and

produced artifacts has been accumulated. Through teachers, this body is shared with learn-

ers, because teachers can foresee future skill demands. Expert teachers support learners

in becoming fully encultured in a community of expert practice.

Deliberate practice may, however, be quite different in different domains or even sub-

domains. So far, little is known about such differences. For classical musicians, much prac-

tice is work on instrumental technique, supervised by regular visits with a teacher. For jazz

musicians, parts of deliberate practice may consist of communal practice with other musi-

cians (Degner, Lehmann, & Gruber, 2003). It might be that jazz musicians show a larger

proportion of self-directed deliberate practice and less teacher-guidance that classical

musicians.

In their own learning, experts can fulfil requirements that during the acquisition of exper-

tise are left to teachers – setting up goals that have to be reached in order to improve

practice, knowing the “culture” of skilled activity. Learning by experts often is self-directed,
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they decide on which parts of the skill they need further training, they know the reasons

why to continue practising. This addresses the important question of why some individuals

commit themselves to deliberate practice for many years, whereas others do not. It is still

an open question which role teachers play in early phases of acquisition of expertise, and

whether they are indispensable.

S t u d y :  D e l i b e r a t e  p r a c t i c e  i n  j a z z  g u i t a r i s t s
In our study, we investigated the (learning) career of expert and semi-expert jazz guitar-

ists. The domain of jazz music was chosen for two reasons. On the one hand, much is

known about classical music (Ericsson et al., 1993), which might transfer to jazz. On the

other hand, matters might be different in jazz, for instance concerning the role of formal-

ised instruction and of teachers (Degner et al., 2003). But even if the goal of expert learn-

ing – refinement of jazz sound in music performance – offers a variety of interpretations,

the characteristics of laborious training activities over a long period of time that only aim

at improving performance might be found in jazz as well. Thus, investigating jazz expertise

might help to understand better both the role of deliberate practice and the role of teach-

ers for the acquisition of expertise. Evidently, instructional and educational consequences

can be drawn.

The domain of jazz guitar: Components of expertise

There is a number of requirements jazz guitarists have to fulfil in daily work: accompany-

ing, repertoire, solo playing, technique, and arrangement. Jazz music, therefore, is a com-

plex domain. Acquiring expertise includes the development of highly professional perform-

ance.

Accompanying. In jazz sessions, guitarists often have to accompany and to clarify the har-

monic structure of songs in a sophisticated and varied manner. They must be able to react

appropriately upon all kind of sequences, alterations, rhythmic and dynamic variations and

re-harmonisations presented by soloists during improvisation. Besides the concentration

on their own playing, the guitarists have to watch and analyse the soloist visually (breaks,

solo entering and ending are indicated with hand signals) and auditively.

Repertoire. Like other jazz musicians, guitarists are expected to have ample knowledge of

tunes. These songs should not only be remembered by heart (after rote learning). Typical

and famous arrangements and re-harmonisations of well known recordings should be part

of the repertoire as well. The guitarists further need flexible internal representations of

the harmonic and functional structures of standard tunes which can occur in different

shapes in live situations.
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Solo playing. Different musical styles exist that describe the competencies of jazz guitar-

ists in solo playing. It is essential to listen, analyse carefully, and test the possibilities of

transferring parts of recordings from other instruments to one’s own. Extensive knowl-

edge about music theory and the functions of harmonics are helpful but not necessary.

But the guitarists need a good visual, auditory and tactile overview over the whole finger-

board of their instrument. They have to remember the common scale and chord voicings in

all fingerings, speeds, keys and harmonic contexts. Knowledge about the sound of poten-

tial tone material in specific harmonic contexts, is therefore one of the most important

aspects of their expertise. Beyond a large repertoire of phrases of other musicians, ex-

perts also develop their individual likes and ideas. In jazz, traditional sound ideals do not

exist like in classical music. Instead the musicians try to imitate famous musicians and then

develop their own individual playing. Such individuality and creativity nevertheless requires

highly skilled transformability and plasticity of musical knowledge.

Technique. Little agreement exists about measures of techniques for playing the instru-

ment. Famous players developed their own technique (e.g. Django Reinhardt, Wes

Montgomery). Such individual solutions equivalently exist alongside the classical technique

(e.g. Charlie Byrd) or the plectrum technique. Integrating the imitation of other instru-

ments and the complex harmonics of jazz requires highly skilled technical competence that

needs much practice.

Arrangement. Leading a band or realising own compositions needs basic knowledge about

techniques of how to arrange compositions. That skill needs well-trained ears and experi-

ence of how to design themes and melodies in different band settings in a variety of ways.

Learning and teaching in jazz

The process of hearing music and the transfer of the heard to one’s own instrument are

main aspects of learning in jazz. It is less important to have lessons from a teacher about

fundamental determinants and characteristics of jazz music. However, it is basic to try to

copy music heard as exactly as possible during early stages of learning. This method has

one important advantage: Learners expand their sensitivity of perception and musical ear.

While trying to transcribe recordings, young guitarists have to listen carefully to the phras-

ing, the choice of played tones, and the determinants of the structure of the solo. Learn-

ers dealing with recordings in such a manner of hearing tend to imitate the role of a teacher

simply because he looks for discrepancies between one’s own playing and that of the re-

corded musician. Thus, the role of the teacher might be different from classical music.

Enculturation into communities of experts might follow different paths in jazz music.
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At least two functions that usually are held by teachers might be taken on by “virtual”

musicians that are imitated. First, corrective feedback helps to find the most common

fingerings and tricks to play some phrases. Second, the analysis of the theoretical frame-

work of parts of a transcribed solo allows for the identification of characteristics of the

style of imitated musician. Hearing jazz and trying to imitate “virtual” musicians often is

considered as the appropriate means to take over teacher functions.

Teaching music theory with books and teachers can help to build up flexible competencies

because they help to explain, understand, categorise, and generalise musical facts in mind.

But it is not an indispensable procedure. Many great jazz musicians do know little about

music theory but nevertheless are able to play great improvised solos. Django Reinhardt,

who reported to know nothing about music theory, often played complex flatted fifths

and sharped sixths. He would not have known that terminology, but was able to use those

tones very often and in different contexts. They became part of his personal style. He

replaced formal training by hearing, liking, and practising the sound of these intervals. In

jazz learning, it is possible to use a self-generated framework determining the possible use

of stylistic elements without knowledge of terminology and without the presence of a

teacher.

Method

Two kinds of empirical research methods are most prominent in studies on expertise: the

contrastive approach, and retrospective analyses. We tried to combine both of them in

order to adequately study the domain. Jazz experts and semi-experts (students of jazz music)

were compared using a retrospective method. The main idea with using retrospective re-

ports of experts is that they are the most valid and authentic data source. Evidence exists

that retrospective verbal reports can sensibly complement cross-sectional methods (Gruber,

Weber, & Ziegler, 1996). This was already shown for estimates of practice during musical

development (Ericsson et al., 1993; Lehmann, 1997), but not yet in the domain of jazz.

The method being used in this study was split into two parts. First, biographical data of jazz

guitarists were collected using an interview. Second, we investigated factors influencing

differences in learning efficiency. A domain-specific version of the Inventory of Working

Behaviour (“Arbeitsverhaltensinventar”, AVI; Thiel, Keller, & Binder, 1979) was constructed

to study working behaviour in the domain of jazz.

Biographical interview

The domain of jazz guitar and the acquisition of expertise are supposed to show large

variety because of the less academic and less tradition-based instructional system com-
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pared to that of classical music. Jazz guitarists still have doubts about the necessity of

formal jazz education at Schools of Music and conservatories. As a consequence, large

inter-individual differences in the biographical development are to be expected (School of

Music vs. self study; taking lessons vs. transcription of recordings; concentrated practice

vs. big amount of playing live, etc.). Therefore, interviews were carried out to assess the

jazz guitarists’ biographies.

In the interview, a number of biographical aspects was assessed for each of the different

phases of the musical career (start of playing guitar; start of playing jazz; phase of making

the decision to make music as a professional; studying jazz guitar; present time). Thus, a

chronological picture of the career was drawn. For all phases of the biography, pre-fixed

questions were asked concerning practice (e.g. “How many hours did you spend at that

time in a normal week with your instrument?” “How many hours did you practice alone?”

“Did you practice without your instrument?”).

Information was gathered about the following aspects:

- Formal biographical data: name, age, birthplace, education, musical education.

- Music biography: time and reasons for the decision to run music as a professional, deter-

minants of this decision.

- Instrumental biography: aspects concerning the start of playing guitar and other instru-

ments.

- Jazz biography: start of playing jazz, reasons for that decision.

- Taking lessons: start of taking lessons, number of teachers, contents of lessons, oppor-

tunity to participate at workshops.

- Giving lessons: beginnning and place of giving lessons.

- Privacy: number and impact of musicians in the subjects’ private life.

- Playing music: stylistic development, start of playing at sessions, aspects of actual live

playing.

- Practice: actual practice habits.

- Rating of 12 activities: rating of twelve activities (e.g. “practice alone”, “practice with

others”, “taking lessons”) on the dimensions “importance for improving performance on

the guitar” and “effort required to perform the activity”.

- Rating of 24 jazz activities: choice of eight activities out of twenty-four considered as

most important for improving performance; chosen activities were then rated as in (10).

Inventory of Working Behaviour (“Arbeitverhaltensinventar”, AVI)

The variability of inter-individual biographical and developmental aspects of jazz guitarists

requires a more differentiated view on factors of working behaviour. Thus, a domain-spe-

cific version the AVI was developed.

The original version of the AVI assesses working behaviour of students at schools; the AVI

is recommended for school career consultation. The original AVI includes 200 items form-
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ing 20 scales (e.g. learning, design of learning environments, learning motivation, learning

behaviour).

To investigate the inset of the AVI in domains outside school, the items have to be modi-

fied. Gruber et. al. (1996) transferred the AVI into the domain of classical music, fitting for

the terminology and tasks of classical professional musicians. Reliability scores after modi-

fication were even higher on most of the scales than in the original version as a conse-

quence of the domain-specificity of questions. Therefore, a jazz specific modification of

the AVI was used in the present study.

Subjects

Institutional criteria were used to differentiate experts and semi-experts. Experts (n=6)

were either teaching at Schools of Music or at well-known public music schools; additionally

they were well-established as musicians in the jazz scene. Semi-experts (n=12) studied jazz

guitar at Schools of Music in various German cities.

Procedure

The interviews took place at the Schools of Music or at the private homes of the subjects.

Interviews were recorded using mini disc recorders. Afterwards, the interviews were tran-

scribed. Additionally, the interviewer took notes. To raise the remembrance of the sub-

jects’ biographical data we developed a “time table” showing the age of the subject on the

Y axis and biographical variables such as “school and education”, “music study”, or “taking

lessons” on the X axis. Lots of the biographical information was directly written into the

time table, so the subjects and the interviewer had a visual perception of biographical and

developmental aspects. Additional information was written on prepared sheets of paper.

Questions were posed following a flexible interview structure. The whole interview took

about 50 minutes with semi-experts and about 70 minutes with experts. At the end of the

interview the subjects were administered the AVI. They filled in their answers at home and

then returned it.

Results

Chronological structure of practising. In classical music Ericsson et al. (1993) reported that

subjects started playing their instruments at the age of 8 years, from the beginning com-

bined with receiving lessons. None of the subjects in the present study were playing jazz

when they began to play guitar. The only significant difference between experts and semi-

experts was that semi-experts received lessons earlier than experts; this may be due to the

changes in the educational system in jazz music (see table 1).
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Table 1: Chronological structure of practising: means (standard deviation in brackets) of

the age in years for experts and semi-experts when beginning different phases of their

career. Results of t tests for means differences for independent samples.

Phase Play guitar Receive Professional Play Studies

lesson jazz

Experts 13.8 (1.0) 18.1 (1.6) 20.8 (2.3) 20.3 (1.4) 24.4 (1.8)

Semi-experts 11.9 (2.8) 13.1 (3.1) 19.3 (2.0) 20.4 (1.7) 22.8 (1.7)

t test (df=16) n.s. * n.s. n.s. n.s.

Note: * p < .05; n.s.: not significant (alpha = 5%).

Amount of weekly practising in different phases. Concerning the sequence of the phases,

it is important to note that five of six experts decided to become professional musicians

after they began to play jazz, whereas this was true for only one of 12 semi-experts. Semi-

experts decided to become professional (and begin their studies at the School of Music)

before they intensively met the jazz. Concerning the actual practising, one expert told that

he is used to block practice phases, so that sometimes he restrains from practising, some-

times he practices 40-50 hours per week. This subject averaged his weekly practice. Signifi-

cant differences between experts and semi-experts were observed for the beginning of

playing jazz and for the studies of music. Experts practised much more than semi-experts

(see table 2).

Table 2: Amount of practising in different phases: means (standard deviation in brackets) of

hours of practice per week for experts and semi-experts in different phase of their career.

Results of t tests for means differences for independent samples.

Phase Begin Professional Play jazz Studies At present

Experts 3.6 (3.1) 20.5 (13.8) 27.2 (15.5) 43.2 (17.6) 26.6 (14.4)

Semi-experts 5.0 (4.9) 15.4 (15.1) 15.8 (10.4) 17.4 (10.8) 17.7 (10.7)

t test (df=16) n.s. n.s. * * n.s.

Remark: *: p<.05. n.s.: not significant (alpha = 5%).

Working behaviour. Experts and semi-experts differed in only four of the 20 scales of the

AVI. Even if the danger of alpha inflation is considered, the unexpected direction of effects
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is remarkable. Obviously, experts do not represent the “classical” picture of committed and

well-organised learners. School learning and learning in classical music differ from learning

in jazz. This opens the discussion about generalisation of results from research on exper-

tise across different domains (see table 3).

Table 3: Working behaviour: Means (standard deviation in brackets) of four scales from the

jazz version of the AVI (Thiel et al., 1979) for experts and semi-experts. Results of t tests

for means differences for independent samples.

Scale Level of Motivation Motivation Designing the

pretensions for success for failure learning environment

Experts 18.3 (1.2) 18.0 (1.4) 12.5 (0.6) 21.5 (2.7)

Semi-experts 21.3 (2.2) 21.0 (2.5) 15.6 (3.0) 24.9 (1.6)

t test (df=16) * * (*) *

Remark: *: p<.05. (*): p<.10 (alpha = 5%).

Importance of jazz activities: Ranking of importance. A comparison with classical music

shows that there are many similarities across the domains. However, as expected, hearing

the music of others is stressed by jazz musicians, but not by classical musicians.

Discussion

Jazz guitarists started practising in their domain at an average age of 13 years, which is

considerably later than classical violin students do, who start at an age of about 8 years

(Ericsson et al., 1993). This may be caused by the deliberate decision and wish to play guitar

that is not possible at the early age of 8 years. As shown by Gruber et al. (1996), classical

musicians usually do not make the choice of the instrument by their own, but their parents

do. In our sample the subjects were old enough at the starting point to make a deliberate

decision caused by interest. The late start of formal lessons of experts seems to be spe-

cific for the domain of jazz guitar playing. (None of the subjects was playing jazz from the

very beginning of guitar playing.) Both the late start of playing the instrument and taking

lessons does not fit well to general findings in research of expertise and deliberate prac-

tice. Nevertheless, subjects managed to become experts. The important role of teachers

for achievement of expertise (setting goals, error correction, and instruction) in the do-

main of classical music is far less important in the domain of jazz. The role of teachers in

the domain of classical music seems to be transferred to the listening and analysing of
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recordings of famous musicians in the domain of jazz. It is important to note that a thor-

ough analysis of the domain is obviously needed before consequences for instruction and

education are drawn.

As expected, the jazz musicians spent a large amount of their time in deliberate practice

activities such as “practice alone”, “taking lessons”, and “practice with others”. In contrast

to classical musicians, however, jazz musicians ranked the listening to music higher. That

corresponds with the theoretical analysis of learning in jazz. Recordings are setting goals

of performance, and they fit the preferences of the students and thus enhance their

motivation to learn. Trying to imitate a recorded solo, and then comparing one’s own play-

ing with the original seems to be effective for error correction. Therefore it is not surpris-

ing that the experts did not rank “taking lessons” amongst the five most important activi-

ties to improve performance. Looking at the long interval between start of playing and

start of formal lessons (four years in the expert group), there is a tendency to design goals

of practice individually without teachers. The semi-experts ranked “taking lessons” higher

and began earlier with formal lessons. A reason for the latter may be found in the today

more developed teaching system of jazz guitar playing. When experts began to practice

there were not as many possibilities to get regular lessons for jazz guitar.

The most striking difference between experts and semi-experts is the larger amount of

practising in the phases of “begin to play jazz” and “studies”. That corresponds with ex-

perts’ assessment of lower effort of practising alone. For both groups, practising alone is

the most important activity for improving performance. However, it is significantly less

laborious for experts. It seems as if experts have a greater affinity towards the instrument

and practice. One expert said about one year of his study in the USA: “We were practising

the whole day, and in the evening we were playing at jazz sessions. In that year we spent

only two weeks with sightseeing, all the rest was practising. We wanted to check and under-

stand all that stuff.” Experts obviously have so much interest in jazz that they cannot stop

practising. Without exception, all experts mentioned that fascination was the reason to

start playing jazz, whereas only one of the semi-experts said so. For motivational reasons,

arousing interest seems to be more important that formal instruction in the beginning of

the career. This pattern might be specific for a domain like jazz in which learning usually is

adult learning, because early careers are less frequent.

In their working behaviour, semi-experts seem to fit a more scholarly way of learning jazz.

The scale “Design of Learning Environments” includes items like “I regularly take short rests

when I am learning.” or “I engage in more sport for being more concentrated”. Looking at

the expert quoted above one can imagine that he does not fit into that scholarly kind of

designing learning environments. The scales “Level of Pretensions” and “Motivation for Suc-
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cess” are also measuring rather scholarly kinds of performance goals such as “I first prac-

tise parts that are appreciated by my colleges and listeners”. As mentioned above, goal

setting is more individual for experts. Appreciation from colleagues is not an extremely

relevant criterion for experts. One of the experts said that after finishing studies, the main

goal is to develop personality on the instrument. The results about the working behaviour

thus reflect the nowadays developing academic and formalised education system of jazz in

contrast to the older, more self-determined learning of the expert group. The motivation

to give oneself over to deliberate practice probably is more closely related with the “old”

learning approach. However, longitudinal studies are required to analyse the career devel-

opment of those subjects who today have semi-expert status.

C o n c l u s i o n
The acquisition of expertise in complex domains is a laborious process that needs deliber-

ate practice during a couple of years. In a number of different domains, evidence was

revealed that merely performing the same activities repeatedly on a regular schedule is

not sufficient. Further improvements require practice that is aimed only at improvement.

However, it is still an open question how learners can be motivated to undergo practice

that is not enjoyable. In most studies so far, the stress was placed on the role of teachers

was stressed who set up goals, who identify mistakes, and who provide informational feed-

back. Through these activities, they support learners on their way into communities of

expert practice. Many guidelines for adult education programs have been derived from this

knowledge about the role of teachers.

The present study within the domain of jazz music suggests a picture of acquisition of

expertise that differs in some respects. Similar to the domain of classical music, evidence

was found that expert jazz guitarists committed themselves to deliberate practice for

many years. However, the instructional and educational settings that fostered deliberate

practice were different in jazz music. Listening to and analysing music is of greater impor-

tance than taking lessons. Learning in jazz - at least concerning the experts - does not fit

well with scholarly and formalised ways of acquisition of expertise.

There is a difference between experts and semi-experts in the amount of practice during

the beginning to play jazz music and during studying at the School of Music. Experts prac-

tised considerably more than semi-experts. At the same time, experts assessed practice as

comparably less laborious than semi-experts did. Obviously, the late start of expert careers

in the domain of jazz music avails the opportunity of a different path to deliberate prac-

tice and to the acquisition of expertise which might be specific for adult learning. The

already existing interest for the domain, and mindful decisions to start learning processes,
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create a motivational status that enables learners to undergo deliberate practice even

without the presence of a teacher. For the jazz experts, deliberate practice was not as

clearly separated from enjoyment and professional reward, as it is reported from other

domains like classical music.

The present study thus provides a first step into a deeper understanding of the question

why some individual commit themselves to deliberate practice for many years, whereas

others do not. A thorough analysis of the domain is necessary, as well as of the nature of

expertise in that domain. Only then can, the development of adult education and deliber-

ate practice programs fully pay-off.
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A b s t r a c t
A key concern of modern post-industrial societies, including the EU and its individual mem-

ber states is to ensure fair access of groups considered at risk of social exclusion to educa-

tion and workplace opportunities. Lone parents and carers constitute a significant and

growing at-risk group of this kind. They present many challenges to adult education: prac-

tical, pedagogic and financial. In 1998 the University of Leeds secured ESF funding to work

with this group. Since then, the OPTIMISE project has supported over 200 lone parents and

careers in an integrated pattern of University level work-related learning, personal and

career guidance and work experience at a level permitting use of their academic learning.

This paper uses the successful experience of this project to illustrate the range of chal-

lenges presented by this group and emerging strategies developed to overcome them. It

will:

1. Outline examples of innovation in recruitment practices, learning skills support, guid-

ance and supported work experience.

2. Provide an evaluation of the achievements and limitations of the initiative.

3. Contextualise the data, relating it to current theoretical discussion in adult education.

The outcome will be a factually grounded but theoretically-informed study with conclu-

sions that are transferable beyond the subject and national boundaries of OPTIMISE.

OPENING DOORS: LONE PARENTS AND
CARERS LEARN TO EARN
Anthony P. Donajgrodzki
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“OPTIMISE has opened a door that was previously closed to me.”

Lone parents and carers constitute a significant and growing at-risk group in British and

European society, one presenting many challenges to adult education: practical, pedagogic

and financial.

In 1998 the University of Leeds secured European Social Funding to work with lone parents

and carers and has since successfully supported 230 of them. This paper outlines the main

elements of the project, discusses its clientele, describes their achievements and seeks to

explain their success. It concludes that the OPTIMISE methodology is effective in support-

ing this vulnerable group through Higher Education and into careers, and might be devel-

oped and extended regionally, nationally and trans-nationally. At the same time, it notes

that short-term funding is an inadequate basis to support such work beyond its pilot phase.

B a c k g r o u n d
Lone parents and carers constitute a significant and growing element of British social struc-

ture. A fifth of Britain’s families are lone parents and carers. They are over-represented on

all the indices of ‘social exclusion’ (as ‘poverty’ has been renamed). Sixty per cent live in

social housing (compared to 20% of couples); eighty per cent get means-tested benefits

(the comparable figure is 20% for couples); they are over-represented among those with ill-

health (about 10% are unlikely ever to return to work), they are more likely to be unem-

ployed, or employed below their skills level and they are less likely to have benefited from

education than the general population. They and their families help explain the paradox

that whereas the real incomes of British families have risen by more than a third in twenty

years, child poverty has increased from between five and ten per cent in the 1970s to

between thirty and thirty five per cent at the present day. (1)

They are not simply a British phenomenon, (although the incidence of lone parents and

carers is higher in Britain than in other European countries such as Sweden), but a charac-

teristic of post-industrial, late capitalist society. Hence the European Union’s (EU’s)

prioritisation of them as a target group for action and (in Britain), the beginning, from

1998 of an active set of policies at national and regional level to address their problems.

The drivers for action have been both economic (the cost of benefits dependency) and

prompted by motives of social justice.

Within this context, OPTIMISE was a pioneer project. Introduced in 1998 and continuing

until the present day, its aim has been to enable lone parents and carers to access Higher

Education to improve their job prospects, under the slogan ”It’s your Turn, Learn to Earn”

The project is based in the Office of Part-Time Education (OPTED) of the University of

Leeds, a city which has higher than regional or national proportions of lone parents (more
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than double in some areas). European Social Fund (ESF) Objective 3 funds between 1998

and 2002 and sponsorship by the Fair Play partnership in 2002-3 have enabled the Univer-

sity to provide a comprehensive programme for 230 lone parents and carers. This com-

prises (or, since future funding is uncertain, it is perhaps fairer to say this has included):

a. one or two years study on a vocationally-related part-time degree;

b. work experience in a vocationally relevant context in the private or public sector;

c. dedicated guidance and support before, during and after study;

d. a financial support package including free tuition and personal guidance, a small per-

sonal allowance to cover travel, books and stationery, travel costs and costs for de-

pendant care.

Although other educational initiatives with lone parents and carers have been developed

and a national government sponsored programme is run through the New Deal organisa-

tion at more basic education/training levels, OPTIMISE is unique in Britain in offering access

to University level study. The project is, therefore, worthy of report and discussion on that

count alone. But it has a broader relevance too. The experience of the OPTIMISTs (as they

are sometimes known) throws some light on pedagogic issues of common concern. At a

more practical level, the project may be relevant for institutions in states about to join the

EU, since funds may be made available, for example through the PHARE initiative, to de-

velop it transnationally.

The project was one response to EU funding made available following a British Parliamen-

tary Select Committee’s report into Pathways into Work for lone parents. Its report con-

cluded that the key obstacle for lone parents in accessing the workplace was a set of

barriers, which it proposed should be removed. Poor access to education and training (or

perhaps more exactly training and education) were crucial ones. (2) The OPTIMISE bid and

project adopted the language of barriers to conceptualise its approach. The target group,

our bids suggested, are at a disadvantage in the labour market because of one or more of

the following: their knowledge /expertise is outdated, they lack recent experience of the

labour market and information about career choices; they do not have clearly structured

routes into the market; they have made ‘false starts’ on careers broken by other commit-

ments. They have onerous dependant care responsibilities.

Our aim was to remove the main barriers. The barrier of heavy costs was addressed by a

financial support package. Lack of up-to-date skills, experience and confidence were to be

addressed through various measures, including training in core skills, vocationally relevant

Higher Education (HE) study and work experience. Counselling and guidance would also

contribute to this, and networking with other students on course would help provide posi-

tive role models. The programme would address the barrier of the benefits trap by equip-



239

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

ping students to take up a position earning enough to make going to work financially worth-

while. We saw some lone parents and carers as needing to make a gradual transition to full-

time work. People on the OPTIMISE programme could work part-time while studying if they

chose.

The availability of funding to carry the project forward was, of course, only part of the

equation. The University was able to put it forward because it had the skills and resources

to develop and deliver it, especially in OPTED, but also elsewhere, through its central serv-

ices (for example its Careers Service and City and Regional Office), teaching Schools and

departments and student union welfare services, structures and systems which could sup-

port and develop it. OPTIMISE attracted considerable enthusiasm and support within the

University, even among some who might have been thought to be sceptical about mature

or part-time students. Support outside the University was also notable: the project was

well and generously received and as the OPTIMISTs went out into companies and the local

community, they were their own ambassadors.

T h e  s t u d e n t s  a n d  t h e  p r o g r a m m e
During its course some 230 students have passed through OPTIMISE. (3) All have been lone

parents or carers, with responsibility for looking after one or more dependants. The carers,

always a much smaller number than the lone parents, have included, for example, women

and men caring for chronically sick or disabled partners. There are no income limits on

eligibility: the programme has been quite intentionally made available to those not on ben-

efits and there have been some middle class OPTIMISTS, just as there have been some men,

but both have been exceptions.

Ninety two per cent of beneficiaries have been women, compared to seventy four per

cent of our other part-time undergraduates. The average age of the group is 38, with the

youngest in their early twenties and the oldest in their 50s. The OPTIMISTs have included

eighteen per cent of people from ethnic minority backgrounds, mostly black people, with a

smaller number of people of Asian origin. This is a considerably higher proportion than

among either part-time or full-time undergraduates. A significant proportion, thirty eight

per cent, come from deprived areas as identified by the ESF, some from neighbourhoods

having the highest density of housing in Europe, and deprived according to many criteria

of measurement. The OPTIMISE students had significantly lower levels of prior educational

attainment than other part-time students. More than two thirds did not satisfy the Univer-

sity’s basic entry requirements at application, compared to twenty two per cent of other

part-time undergraduates. For most, this is the first contact they or their families have

had with HE and many saw the experience as benefiting both themselves and their children.
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”Time and again at the initial guidance interview” a project manager noted, ‘the comment

was made that “I want to do well for my kids”’.

The statistical data is, of course, helpful, but only gives a pale and indistinct impression of

a varied and remarkable set of people. Most have faced and overcome many of the barriers

we identified in establishing the project, an achievement all the more remarkable in some

instances because of low levels of self-confidence and self esteem at entry. Sue and Becky

are perhaps, good examples of students of this sort. Both are single parents, both from

deprived neighbourhoods and neither with a good previous education. Sue, who was 30

when she joined, had been involved in voluntary work with young people with drug prob-

lems. She wanted to take Combined Social Studies as a way of learning more and developing

a career. Becky, who was 27 when she joined OPTIMISE, has three young children herself

and sought a qualification to enable her to work with young children in a professional

capacity. But the OPTIMISTs also included Laurence, a man caring for his invalid wife, whose

ambition was to study local and regional history so that he could set up small business

writing and publishing local histories, arranging exhibitions and lecturing to local groups. He

was successful. Or there was Jane who had had a high-powered career as a medical repre-

sentative in the United States, married late and whose husband had died leaving her with a

young baby. She wanted to completely change direction through working with young chil-

dren. Shazad came with a background in medicine in the Middle East. She took up a place in

the Medical Laboratory Sciences programme and went on to become a Clinical Biochemist

for the Leeds Hospital Trust and to take an MSc. Collectively the OPTIMISE students have

made a great impact on those they have met. Many of those who have worked with them

have felt privileged, on occasion even humbled by their energy, determination and drive in

the face of sometimes very difficult personal circumstances.

The programme is a very ambitious and innovative one for the University, both in terms of

its objectives and of the number and range of support activities it includes. It has built on

some important innovations piloted or already in place in OPTED in 1998 and added new

distinctive elements to achieve its objectives. The pattern can be most easily explained by

following an OPTIMIST through the programme.

Most OPTIMISTs have found out about the programme through a vigorous, dedicated mar-

keting campaign, targetting, for example, libraries, health centres, schools and nurseries. In

addition, the project has developed two-way referral links with a range of organisations

supporting lone parents and carers. It works in collaboration with the Employment Service,

Benefits Agency, Carers’ Associations and Lone Parent Organisations across the region. A

feature on a prime-time BBC national women’s radio programme (”Woman’s Hour”) brought

brief national publicity.
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Once students apply, two interlinked sets of activities are set in motion: those required to

join the OPTIMISE support programme and those required to become a part-time under-

graduate of the University. The process begins with a first, pre-entry, guidance interview.

This initial guidance interview establishes whether or not the person is eligible for support,

and through an individual needs diagnosis helps clarify ambitions, including the realism of

both academic and vocational ambitions. Some people enter the programme with clearly

articulated plans and ambitions. For others this first interview was a tentative start on the

career path.

Once this first stage is completed, the new OPTIMISE students choose and apply for a

course. OPTIMISE offers free study on any of the 20+ part-time degrees and sub-degree

awards (Certificates of HE and departmental Certificates) offered through OPTED. The

only conditions are that the student has to have any special academic skills required by the

course (lack of numeracy is the most frequent barrier) and they have to demonstrate that

their choice has a realisable vocational outcome. The most popular courses of study have

been Childhood Studies and Combined Social Studies followed by Combined Business Stud-

ies and Applied Psychology. Not surprisingly, most students have opted for vocationally

relevant subjects. Not surprisingly also, perhaps, the most popular choice for women with

immediate and demanding childcare responsibilities has been Childhood Studies, which is a

preparation for work in the fast-growing fields of childcare and welfare. But small numbers

of students enrolled on courses which had no immediate apparent vocational objective,

such as English, Philosophy and History.

All OPTIMISE applicants were interviewed for an academic place in the usual way. Those

who did not satisfy University entry requirements, the majority, were set our specially

developed mature entry examination. Once accepted, and on joining the University, the

OPTIMISTS set to work on their academic studies. They are supported in doing so, in their

first year especially, by a range of support measures developed for and available to all part-

time undergraduates, special induction arrangements, support in developing learning skills

and IT and advice from knowledgeable and friendly staff experienced in issues facing part-

time mature students.

In addition, as OPTIMISE beneficiaries, students need to know (as the OPTIMISE Handbook

categorises them) about 1. Financial systems (what can be claimed, when and how: includ-

ing childcare, dependent care, travel, stationery, books, photocopying and printing); 2. Guid-

ance (initial guidance, individual guidance interviews, university careers’ service events); 3.

Work Placement and the work placement module; 4. Support systems (Staff contacts; weekly

drop-in sessions and Mentors. Finally, a section called Forms, Forms and More Forms! alerted

students to the not inconsiderable bureaucratic demands imposed by working with the ESF.
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The system is comprehensive and integrated. It is also complex and when the programme

began contained a number of untried and new elements. In the event, it has worked well.

T h e  a c h i e ve m e n t s  o f  t h e  s t u d e n t s
All part-time students juggle multiple responsibilities: study, work and family. Lone parents

and carers do so more than most: it is entirely appropriate that a juggler (a figure juggling

cash, a book, and a PC) is the logo of the programme. As we have seen, the OPTIMISTS are,

as a group, at particularly high-risk academically, are vulnerable in other respects and un-

dertaking a demanding programme. Measuring their achievement appropriately is not nec-

essarily straightforward. For some students, lacking confidence, or a sense of self worth,

without an academic background or experience, or much in the way of resources or sup-

port, mere attendance at University was an achievement in itself. This dimension of value-

added is commonly acknowledged, but hard to capture. In this account, we shall consider,

first, the measurable outcomes, in terms of academic and vocational outcomes and sec-

ondly, through some of the students’ own words, some other measures of achievement.

The academic results have been good. Fifty nine per cent of OPTIMISTs have completed

and passed either a 60 credit or 120 credit Certificate course. This is a very similar profile

to other part-time students and for a much higher risk group. Many have been inspired to

continue to study, either as part-time or full-time students. This is shown by (and affects)

the statistics on vocational outcomes.

Early destinations data show that of those who have completed the programme, forty per

cent went on to full-time employment immediately and four per cent became self-em-

ployed. Fifty six per cent chose to continue their studies. None is unemployed.

There were ninety four (41%) early leavers, many leaving with credits studied and passed.

They had many reasons for leaving. A third were only early leavers in a technical sense and

in no sense failures or drop-outs. A quarter of those recorded as early leavers left the

OPTIMISE programme but not the University. They did so because they were offered and

took up a full-time university place, a highly positive outcome indicating great progress

made on course. A smaller number (twelve) gave a new job as the reason for leaving, many

assisted in this by the skills, knowledge and confidence they had acquired through OPTIMISE.

Among ‘real’ rather than these technical early leavers, some told us that they were unable

to study and work and look after their dependants simultaneously. For these, the juggling

act was too much at this time. Others found that study strained relationships with family

and friends. No one cited dissatisfaction with the programme as a reason for leaving. None

was forced, either, to leave through academic failure, although weak students were en-

couraged to look for alternative paths forward and helped to find them.
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Most early leavers went on to positive destinations: half to either full or part-time paid

employment and a further third to full or part-time study. Only sixteen left to join or rejoin

the unemployed, seven per cent of the cohort for which we have data.

OPTIMISE students, completers and early leavers are asked at exit to say what the impact

of the programme has been on them. Some talk about the formal aspects of provision.

The OPTIMISE scheme is excellent. It allows people the opportunity to study and work si-

multaneously.

[It has] given me the opportunity to study at university for a degree with financial support.

Others, however, confirm the findings in the literature by asserting the importance of self-

development and in particular the growth of a sense of self-worth, leading to expanded

personal horizons.

[It has] given me an awareness of my value and worth in looking for employment-stopped

me from accepting second best.

It has taken me out of a rut and made me positive and forward-looking rather than re-

signed to my previous ‘dead-end’ situation.

“I feel more confident and more focused now than I have done for a number of years.

Having the chance to re-start my career by retraining and getting a new qualification has

prevented me from having a mid-life crisis!”

Early leavers have been positive too.

“I feel I’ve benefited tremendously from joining OPTIMISE-although admittedly I’ve not done

too well on the academic side. It gave me a ‘breathing space’ where I could re-think career

options after a very traumatic year in which my marriage ended, I had to leave a job through

ill-health and I became a single parent of two young children. “

Early leavers cited a number of positive benefits. Some are related to the programme, like

increased academic knowledge and (less frequently) increased levels of employment-re-

lated skills and knowledge of the job market. But other sorts of impact: increased self-

confidence, increased motivation, broadened horizons and positive effects on family and

friends are also cited.

Only two per cent of early leavers have seen it as a negative experience.

D i s c u s s i o n
This is a considerable achievement. OPTIMISE has uncovered a pool of energy and resource

among lone parents and carers and devised means of enabling them to begin to develop

these strengths. How do we account for its success? The explanation is to be found in a

number of elements. There were good foundations to build on; support services (advice,

guidance and the chance just to talk) have been well-developed and the work experience
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programme has proved robust and effective. Perhaps more than anything, however, it has

been the wide scope and integration of the programme which has ensured its success. For

the often vulnerable set of people whom it serves, a one-stop shop, staffed by committed

and compassionate project staff, able and willing to find solutions to a wide variety of

problems was an essential and much appreciated resource. It is also a marked contrast to

what experience has taught many OPTIMISE students to expect.

There were, first, good foundations to build on. Some of the main services were already in

existence or under development in OPTED before OPTIMISE began. Indeed, it could not

have been established without them. An array of strategies and services has been devel-

oped at Leeds as a means of supporting non-traditional entrants into mainstream degree

level study at a high quality university. These include a specialised recruitment, admissions

and guidance and support service extending from pre-entry until graduation. The OPTIMISE

programme benefited especially from the part-time mature entry examination scheme,

learning skills and IT modules, which formed part of the first year of study and a range of

innovations, including learning logs, and careers’ development modules that could contrib-

ute directly to the programme.

Important as these were, OPTIMISE required the rapid development of systems and serv-

ices of its own. Some were needed to deliver practical services (allowances, for example)

and infrastructure, important and sometimes difficult tasks, but not ones requiring fur-

ther discussion here. More important, from the point of view of this paper, the entire

vocational strand, including advice, guidance and the work placement provision, had to be

built up almost from scratch and with some speed. Their effective development and deliv-

ery has been crucial to the success of the project.

Advice and guidance were scheduled into the programme from the first. Formal guidance

sessions, organised initially with the careers service and supplemented latterly by a dedi-

cated guidance officer, helped students reflect on careers and personal-life needs and the

links between them. From this, we came to recognise that, for the students, especially

those who came from a recent background of difficulty and perceived failure, confidence

and a sense of self worth are not just ancillary to effective study. They are central to it,

directly affecting what is achievable pedagogically. This frequently comes up in end of

course evaluations.

Apart from the obvious knowledge, I have gained more self-esteem, ‘intellectual confi-

dence’ and feel to have more of a purpose, i.e. I’m working towards something positive.

Also it’s been very thrilling and satisfying to achieve reasonably good results.

One consequence, was that as the project progressed, we invested more in support serv-

ices and introduced assertiveness training and other means of increasing confidence to
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study. It is clear from evaluations that these services were highly regarded, and that it was

as much the personal as the academic which was valued and needed.

”I had extremely personal problems which I was able to find solutions too effectively.”

”One person has helped me both personally and academically… I could not have had any

better help with any problems that I had.”

The formal aim of OPTIMISE has been to help people with many disadvantages to improve

their job prospects. A key means of achieving this was through development of an accred-

ited work placement module linked to a supported work placement within the local economy

of at least 2 weeks’ duration.

A dedicated OPTIMISE Work Placement Co-ordinator delivered an innovative new 20-credit

module. During the module students analysed past choices made and career decision-mak-

ing criteria in order to move forward. They considered what employers are looking for, the

importance of transferable skills and how to ensure they can develop and market these

skills for future job searches. The module also included tools and techniques such as CV and

letter writing, job search strategies interview techniques and presentations skills.

The pre-placement sessions were followed by individual action planning sessions where

students were encouraged to secure their own 70-hour work placement with a local em-

ployer or organisation. Relevant placements were secured in a range of private and public

sector undertakings and in voluntary organisations. A beneficiary studying law secured a

placement in a law firm, for example, and a number of students taking Childhood Studies

or Combined Social Studies had work experience in Schools or in agencies such as the Child

Protection Unit or the Youth Offenders’ team.

There is no doubt that for many students this was one of the most challenging, as well as

rewarding parts of the programme. Christine, who studied Combined Social Studies, had a

placement with the Surestart scheme, a government agency whose aim is to promote a

successful early years experience for children. Christine produced a report into play areas

in Dewsbury which was used at ministerial level. She commented

“I have developed valuable skills, especially in organisation, managing tasks, self-develop-

ment, planning and report-writing which will help me in my future job search. I feel I have

overcome my lack of confidence brought about by the stigma of being a single parent and

through not working. I have proved my worth to myself and others and feel very proud of

the project I have completed during my work placement.”

Subsequently, she secured a post as a community worker.

Amy, studying Combined Business Studies, worked on developing a customer loyalty scheme

for a large firm of electrical component distributors. This opened her eyes to career possi-

bilities in marketing. Thanks to the work-placement I now know that the degree is exactly
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what I want to do-I have a better idea of how I want my career to progress and in what

direction.

A general finding was that the work placement built confidence, gave focus and increased

expectations, both of self and of the employment market. The key reason for OPTIMISE’s

success, however, has been its broad, integrated approach to its task. This has been neces-

sary to overcome barriers which are often social and psychological, financial and practical,

as much as educational or vocational. For individual students, the significant aspects of the

programme varied. Some valued the financial package most; others found access to a sup-

portive University education more important. But the formal barriers (educational, finan-

cial, and vocational) are not the only ones and not necessarily the most significant. Issues

such as low personal confidence, sense of self worth or lack of positive attitudes, for

example, have to be addressed if other measures are to be effective. An integrated serv-

ice, of the kind developed by OPTIMISE, is well placed to achieve this.

C o n c l u s i o n s  a n d  w ay s  f o r w a r d
“I am just so sorry that the project has to finish-not only for myself but for all the other

single parents. All the staff is friendly, helpful and supportive. Sessions on CV writing and

confidence building were brilliant! I really appreciated Kate [the project manager] dropping

everything to help me with my IT assignment…”

There has been general acknowledgement of the value of OPTIMISE. The project has dem-

onstrated, unequivocally, that it is perfectly feasible to bring mature lone parents and

carers into HE and hence into professional positions at an appropriate level. However, de-

spite its achievements, OPTIMISE is currently still a pilot project, with no secure future. This

is because the welfare package, which contributes essential support, cannot be funded by

the University (by any university) from teaching income and has had to be sought through

short-term funding. Other valuable projects with lone parents and carers, like the SPAN

Study Centre have also found that ‘Short term funding raises the issue of whether a serv-

ice can continue almost before it is established. Longer term funding that allows for scheme

development…would help staffs set and meet realistic goals instead of challenging them to

succeed against the odds.’ (4) In OPTIMISE’s case, short-term funding has challenged stu-

dents as well as staff.

The University is looking for ways to provide a longer-term basis for the support for

OPTIMISE’s work. Funding is being sought to investigate the feasibility of rolling out the

programme on a regional basis, making it available across HE and FE institutions. This might

enable a centrally funded service to take charge of marketing, recruitment, benefits, guid-

ance and work experience, referring applicants to the most suitable institution. Economies
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of scale and a large increase in lone parents and carers taking advantage of the scheme

might result, with clear benefits accruing to them, their children and the local economy.

There will of course be costs attached, but it is doubtful whether, if accurately computed,

they will be anywhere near as great as those incurred by failing to address the issue.
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THE ROLE OF NON-FORMAL AND
INFORMAL LEARNING IN (RE)SHAPING
OF ACTIVE CITIZENSHIP.
E V I D E N C E  F R O M  R E S E A R C H  I N  S I X  E U R O P E A N
C O U N T R I E S
Angela Ivančič

A b s t r a c t
Formal education for (active) citizenship (i.e., in schools) has itself faced uncertainties as

“modern” conceptualisations of citizenship have been displaced or eroded by social change.

The recent emphasis on lifelong learning and a ‘learning society’ perspective has high-

lighted the role of informal and non-formal learning contexts in learning key attitudes and

skills. The results of the research project “Education and Training for Governance and Ac-

tive Citizenship in Europe” suggest that in Slovenia as well as in countries with long estab-

lished democracies active citizenship is primarily learned by participating, and is not taught

at school through formal or targeted educational provision. Skills, attitudes and behaviour

needed for successful social action are constructed – learned incidentally – in socio-institu-

tional and cultural processes. What have proved to be effective are not so much the tradi-

tional training programmes and courses for adults, but rather the learning environment

that enable democratic learning processes and mobilise individual capacities.
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I n t r o d u c t i o n
Nowadays political scientists, theoreticians as well as politicians are very much concerned

with the issue of participation of citizens in social and political life. It is argued that all over

Europe there is a serious decrease in mainstream forms of participation in political proc-

esses, such as voting, membership in political parties and traditional interest groups (class,

sectoral, professional); this phenomenon is denoted as ‘democratic deficit’.

Various theories attempt to explain civic activism. Following Norris (2002), the most com-

mon explanation comes from the modernisation theory. It suggests that common social

trends such as rising standards of living, the growth of the service sector, and expanding

educational opportunities give rise to an increased interest in public affairs and policy mak-

ing through direct action, new social movements, and protest groups. The politics of choice

appears to be replacing the politics of loyalty, as is reflected through weakening loyalties to

traditional structures such as churches, parties and traditional interest groups. Institu-

tional accounts emphasise the opportunities set by the state. Changes in ‘the rules of the

game’ may also account for the trends of participation. Agency theories, on the other

hand, focus on the role of traditional mobilising organisations in civil society, notably the

way that political parties, trade unions and religious groups recruit, organise and engage

activists. And finally, the Civic Voluntarism model developed by Verba and his colleagues

emphasises the role of social inequalities in resources like educational skills and socioeco-

nomic status, and motivational factors like political interest, information and confidence,

in explaining who participates. They suggest that long-term secular social trends generate

the motivation and resources for mass political engagement as citizens become more aware

of the wider world of politics, as they acquire norms of civic engagement, and as they

develop the cognitive and organisational skills needed for political activity.

In this context acquisition of the knowledge, skills, and attitudes needed to be a successful

agent of social changes has become an issue of special concern. For most governments,

education is the key political option in political education and in the learning for citizenship.

Therefore, it is the most often used measure to encourage economic development as well

as greater involvement of citizens at all levels. However, educational interventions are pri-

marily (sometimes even exclusively) focused on formal education (primary and secondary

schooling of youth). By contrast, within the EU and in individual member states ‘lifelong

learning’ has become increasingly emphasised. The ‘learning society’ approach has high-

lighted the role of informal and non-formal learning contexts. However, little attention has

been paid to informal and incidental learning of attitudes, values and skills relevant to

citizenship, governance and forms of social regulation. Considering that the pace of social

changes in Europe tends to make knowledge and skills gained in compulsory formal educa-
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tion of increasingly transient value, these learning processes can no longer be restricted to

goal-oriented formal educational contexts. Yet there is the question of what are the learn-

ing and teaching strategies that effectively contribute to the development of active citi-

zenship.

This article intends to highlight active citizenship as a learning process with the emphasis

on the role of non-formal and informal modes of learning. The analysis is based on the

results of the research study ’Education and training for governance and active citizenship

in Europe’ (ETGACE).1  Contrary to the mainstream belief that citizenship and active citizen-

ship is primarily developed through formal curricula2, in investigating education and train-

ing for active citizenship the ETGACE project started from the theories emphasising the

situated, contextual nature of learning. Furthermore, in addition to the state/political do-

main it also investigated work domain, civil society and private domain as domains of edu-

cation and learning for active citizenship.

Conceptual isation of learning for active cit izenship
in postmodern conditions
The transformation of European society since about the 1970s had been widely desig-

nated as a transition from modern to late-modern (post-modern) conditions. Beck (1992)

characterises late-modern societies as risk societies. Individuals have to encounter with

limits and consequences of modernisation processes. Giddens (1991) points to the emer-

gence of life politics as a politics of life decisions which, on the individual and collective

level, have radically altered the existential parameters of social activity. Life politics con-

cern political issues which flow from processes of self-actualisation in the post-traditional

context. It is argued that people’s participation is no longer limited to the national commu-

nity.3  Instead it traverses traditional borders and creates new forms, new partnerships and

more complex networks. Inclusiveness and recognition of diversities as important elements

.............................................................
1 The project ’Education and Training for Active Citizenship & Governance in Europe’ (ETGACE) was con-

ducted within the Fifth Framework Programme of the European Community. Partners in the project
were Belgium, England, Finland, the Netherlands, Slovenia and Spain, with The University of Surrey act-
ing as a co-ordinator. Detailed information about the whole project, its aims and goals, methodological
approach and expected results is available on www.surrey.ac.uk/Education/ETGACE/

2 For example, Accomplishing Europe through Education and Training considered ‘primary and peer
groups,..., the community, and ... the mass media’ as of equal importance with formal education, but
focused its attention on developments in curricula, pedagogies, and management at the school level
(CEC 1997, pp. 56-62).

3 Norris (2002; Ch.1, p. 3) notes that the process of globalisation leads to one of the clearest political
manifestations of this process - the declining autonomy of the nation-state; power has shifted to
supranational organisations and down towards regions and local communities. Processes like privatisa-
tion, decentralisation, deregularisation, marketisation, all shrink the role of the state. This way decision-
making is withered away from public bodies and official government agencies that were directly ac-
countable to elected representatives, dispersing among a number of non-profit and private agencies
operating at local national and international levels.
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of citizenship are strongly emphasised, which has been rather explicit also in the concept

of citizenship promoted lately by the European Union. An investigation into the European

policy documents concerning citizenship shows that it has changed from the traditional

form based on assuring citizens’ rights to modern democracy revitalising active citizenship.

More active and participatory citizenship in communities founded on an integrated ap-

proach to lifelong learning is encouraged.

One crucial aspect of the changes which have been taking place nowadays is the more

explicitly globalised context, which is emerging. Goldman (2001) identifies and discusses

three main concerns in relation to the transformation in Europe and the impact of

globalisation: a) the dynamics of internationalisation and its impact for future Europe; b)

the undermining of the role of the nation-state, and c) the future of democracy. Globalisation

appears to challenge the contemporary relevance of citizenship because it blurs the bounda-

ries, both material and psychological, which have made citizenship significant in modernity

(Faulks, 2000). It is important to stress the relation between globalisation and the social

structure, i.e. how globalisation affects social relations and institutions. According to Castells

(1997) the notion ‘network’ expresses very well the transformations at this level (as well as

at the economic and political level).

Marshall’s concept of citizenship has been revisited according to new social perspectives.

Delanty (2000) identifies five central points in relation with the critiques, not only of

Marshall’s theory but also of current theories in the field: the challenge of cultural rights,

the challenge of globalisation and multiple modernities, the challenge of substantive over

formal citizenship, the decoupling of citizenship and nationality and the confluence of pri-

vate and public domains. In the global society, active citizenship and democracy are related

with communities of interest at local, national and international level. The globalisation of

democracy and citizenship as well as the pressure to respond to the process of localisation

(Cochrane, 1998) may offer a new way of capturing or renewing the idea of active citizen-

ship. In this context, active citizenship is about participation and empowerment. As the most

current distinctive characteristic, it is also about new forms of identities and civil action,

and these should be seen as the major mechanism relating to the progress of society.

Citizenship provided a strong legitimising identity during modernity and still has a signifi-

cant role in postmodernity, but new forms of identity building are emerging in a changing

society. Therefore, citizenship can be seen as a dynamic identity, always reflecting particu-

lar sets of relationships and types of governance found within any given society (Faulks,

2000).

Issues discussed in the literature concerning changing conditions of citizenship relate to

identity and participation, which for many are the heart of the concept. In his analysis of
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identity in the context of globalisation theory, Castells (1997) claims that identity is the

process of constructing meaning on the basis of a cultural attribute, or related set of

cultural attributes, that are given priority over other sources of meaning. This internalisa-

tion refers to social actors and is constructed through a process of individuation.

E d u c a t i o n  a n d  l e a r n i n g  f o r  a c t i v e  c i t i z e n s h i p
Bîrzea (1996) stresses that citizenship is a complex and multi-dimensional reality. It needs

therefore to be set in its political and historical context which serves as a reference. He

argues that the notion of citizenship has been linked to the underlying legal and psycho-

logical concept. Legal concept has a political dimension (relation to civic rights linked to the

idea of freedom) and a social dimension (the right to life, work, property, housing, social

services etc.). The psychological concept, on the other hand, brings into play the individual

and collective capacities which allow citizenship to transcend the legal framework of the

contract and become the complex everyday reality. The psychological meaning is linked to

the cognitive and socio-affective instruments which put the contract into effect: knowl-

edge, opinions, values, attitudes, mentalities, know-how, manners.... In other words, citi-

zenship, from this angle, is the effective practice of democracy. It is thenceforward re-

flected in behaviour, relations and social actions. The 1995 White paper ’Teaching and Learn-

ing: Towards the Learning Society’ argues for the encouragement of an active and en-

gaged citizenry possessing the skills and confidence needed to contribute as fully as possi-

ble to maintaining prosperity and improving the broader quality of life.

In her Foreword ’Education for Active Citizenship’     Edith Cresson acknowledges that ”…there

is a serious gap between legal citizenship (having certain rights) and actual exercising of

citizens’ rights as well as being equipped to do so on equal terms4”. The cognitive dimension

- information and knowledge upon which citizens can with some confidence take action - is

among the three dimensions of active citizenship that she underlines.5

Authors such as Veldhuis argue that ’Democratic, socially integrated and active citizens are

not born, but are created (reproduced) in a socialisation process. ... [D]emocracy has to be

.............................................................
4 Edith Cresson wrote in her Foreword published with the document: ”It should go without saying that

learning for active citizenship lies at the heart of our civilisation’s aspirations in this regard. This means
seeking to encourage people’s practical involvement in the democratic process at all levels, and most
particularly at European level. I maintain, then, that turning a Europe of Knowledge into reality impor-
tantly includes promoting a broader idea of citizenship, which can strengthen the meaning and the
experience of belonging to a shared social and cultural community. The active engagement of citizens is
part of that broader concept of citizenship, and the aim is that people take the project of shaping the
future into their own hands.”

5 The remaining two dimensions are the affective dimension delineating the attachment to the societies
and communities to which citizens theoretically belong, and is therefore closely related to the promo-
tion of social inclusion and cohesion as well as to matters of identity and values; and the pragmatic
dimension of active citizenship - taking action of some kind.
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learned and needs to be maintained’ (Veldhuis, 1997, p. 8). In one of the most influential

works, Lave and Wenger (1991) emphasise the role of the learner as ‘practitioner’ whose

‘situated learning activity’ occurs within a ‘community of practice’. Knowledge (or ‘know-

ing’) is located in the relations between practitioners (learners), and in the ‘social organisa-

tion and political economy of communities of practice’ (Lave & Wenger, 1991, p. 122). Some

authors (Giroux, 1991, 1992; cited in Tsang, 1996, pp. 32-33) argue that ‘border pedagogies’

- an approach designed “to alert future citizens to the marginalising effects of the totali-

tarian nature of modernity” - provides a more acceptable base for citizenship education in

postmodernity.

In the past, mainly primary ideological associations (political parties, trade unions, churches)

have been identified by educational strategies as sources of political and civic activation of

citizens while recently, different authors have called attention to the fact that activities

and affiliations are more likely to be driven individually or pragmatically (gender, environ-

mental problems, minorities, and the like) (Lyotard, 1984; Bauman, 1993). Moreover, social

scientists dealing with late modern societies (Giddens, 1991; Beck, 1997), point to other

domains such as work and civil society, and to the private domain as areas of life-experi-

ence which may shape active participation of individuals and collectivities in a society.

T h e  a p p r o a c h  t o  t h e  s t u d y
The rationale for the study was that the attitudes, skills and behavioural patterns which

equip people to participate actively as citizens are not learned simply, or even primarily,

through formal or targeted educational provision. They are constructed – learned inciden-

tally – in diverse socio-institutional settings and cultural processes. Moreover they are not

developed/learned ones for ever; instead, learning for active citizenship is a lifelong proc-

ess where agency is constantly shaped and reshaped.

It was also assumed that the process of learning for active citizenship is not limited to the

political domain; four learning domains were included in the study: state/political domain,

work domain, civil society, and private domain.

Citizenship was approached as an active process of involvement and as a participatory

practice of individuals. (ETGACE, 1999) In this context active citizenship represents a reac-

tion of people while facing new more or less unpredictable situations. These encounters

challenge them to be continuously involved in a process of constructing meaning, making

choice, taking on responsibilities and dealing with changes in the personal, social and societal

context. This process can be understood as creating and recreating one’s own biography

and telling one’s life story in combination with the construction and reconstruction of the

environment. It is a process of making meaningful connections and may be conceptualised

as ‘transitional learning’. (cf. ETGACE, 2001a)
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Understanding learning from the perspective of transitions (challenges) in the relation be-

tween the individual life course and changing context implies that it is important to look at

making meaningful connections as an important element of identity building. Transitions

challenge people to reconstruct their identity, and, hence, their relation to others and to

the environment. As transitions occur along the dynamic of individual life courses the learning

process is neither linear nor one-dimensional.

Taking into consideration the constructs of citizenship where normative, cognitive and

psychological dimensions are underlined as well as principal themes in learning theory and

social theory (Bloom, 1956; Giddens, 1984), in each learning context three key dimensions

of learning were addressed: effectivity, responsibility and identity.

Effectivity - for the purposes of this study also termed capacity - - - - - is understood as a ca-

pacity to make decisions and to act in pursuit of identified goals. This encompasses the

ability to plan, to develop strategies and to analyse performance in achieving goals.

Responsibility (challenge) represents the capacity to reflect critically on the individual’s

social situation, and to do so in the dialog with appropriate communities. This underpins

broad notions of accountability. Learning to be an active citizen involves taking responsibil-

ity for certain social issues; this involves responding to and coping with those issues.

Under the term ‘identity’ we understand that learning for active citizenship involves proc-

ess of forming and reforming identity, which can be considered in terms of connections

between oneself, other people, convictions, opinions and ideals. In relation to each of these

learning contexts and dimensions of learning, the effectivity of three potential modes of

educational interventions - formal, non-formal and informal - was also investigated.

Analysis of the life stories of 16 active citizens from each of six participating countries,

five EU members (Belgium, Finland, the Netherlands, United Kingdom, Spain) and Slovenia,

which describe individual life-paths of active citizens served as the main information base

in analysing the process of learning active citizenship. The findings have been additionally

highlighted by the results of the analysis of national context and of effective educational

intervention strategies obtained from analysis of focus groups discussions. (ETGACE, 2001b)

Active citizens were selected by national research teams with the support of Advisory

panels. The main selection criterion was the acknowledgment by his/her surrounding that

he/she was an agent of changes in one of the four learning domains. Two age cohorts

were included, 25-40 and 55-70. Males and females have been equally represented. The

data is not generally representative and cannot be generalised to the whole population. It

is more about ‘theoretical (purposeful) representativeness’. (Denzin and Lincoln, 1994) Indi-

vidual data was collected by applying in-depth interviews. Since elements of individual life
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stories that referred to active citizenship were of particular interest, the interviews were

semi-structured.6

Ac t i ve  c i t i z e n s h i p  i s  e m b e d d e d  i n  i n d i v i d u a l
b i o g r a p h i e s  a n d  i n  a  s p e c i f i c  ( p e r s o n a l ,  s o c i a l )
c o n t e x t
Contemporary theoreticians argue that the emancipated individuals do not simply assume

the commitments imposed upon them by normative institutions (be they educative, politi-

cal, religious or other). ‘Individualisation’ as a general social tendency can also be found in

the realm of citizen participation. It is reflected through a diversification of responsibilities

people assume, of connections they thereby establish and of the capacities and strategies

they draw upon. (cf. Norris, 2002)

The findings from individual life history analysis and expert group data provided by the

ETGACE project suggest that the participation in democratic (social and political) processes

does not consist of a predefined set of behaviours and attitudes on which – once acquired

– people unchangingly rely. Rather, it appears as a divergent and open process in which

people continuously shape and reshape their commitment to their social context, facing

new challenges and needs, while redefining their identity in relation to (and by participating

in) different social groups and issues. When they assume social responsibility and contrib-

ute to democratic practices, they do so primarily on the basis of their ethical attitude.

W h a t  c h a l l e n g e s  p e o p l e  t o  a s s u m e  s o c i a l
r e s p o n s i b i l i t y ?
In their activities citizens are driven by a sense of commitment to others, which is most

often rooted in notions of (social) justice and care. Our evidence suggests that childhood

experience is likely to play an important role in shaping individual agency. The predisposi-

tion is often formed early in life, with the family and community playing an important role.

Mieki (Belgium) states:

”If you ask me where my interest in active citizenship originated from, I must say it stems

from home. I must say that home has been a very determining factor: my dad and my mum

were both part of a youth movement, they took on leadership […]. And we’ve sucked it with

our mother’s milk.”

A rebellion against the family may also lead to social activation. Ursa (Slovenia) experienced

at the age of 10 the divorce of her parents which she came to realise ’was something good

.............................................................
6 More detailed information on selecting respondents, conducting interviews and analysing data is avail-

able in: ETGACE, 2001a.



256

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

that had happened to her’. Since then she started to develop a critical relation to social

injustice and non-solidarity.

Challenges can further arise in confronting personal problems (being ill, excluded or dis-

criminated against) or an injustice done to the others. Marlene (UK) felt oppressed by reli-

gion, marriage, society. She tells:

”I grew up thinking that everything everybody else said was true. […] I thought everybody

knew better than me. […] At school the priest said that becoming a mother is the most

important thing for a woman.”

She left school at 15 without qualifications. She lived for 26 years in an unhappy marriage

and had five children. But when they grew up, she left. She came into a women’s centre to

find a job. There she felt safe. She began to help other women in similar circumstances. She

said:

”I think that was part of my sudden feeling of women, it was so exciting to think that

women were gathering together.”

Active citizens themselves do not seem to recognise formal education as a factor challeng-

ing them in taking on social responsibility. It may be suggested that formal education can

shape individual agency, though often in the background. Some of our interviewees men-

tioned teachers who had influenced their decisions concerning social participation. Kirsi

(Finland) was encouraged by her teacher to become engaged in ecological studies, although

she had been interested in studying languages. Mauritz (Belgium) has developed his interest

for ethical implications of the evolutionist connection between men and animals under the

influence of his professor of bioanthropology. Now he is active in the International league

for animal protection.

Certain types of adult education and trade union education may also invoke critical aware-

ness and empower people to act in favour of social causes they identify with. Participation

in adult education itself may be for some people an act of active citizenship. This particu-

larly holds true for marginalised groups, such as women, minorities, and individuals from

lower social classes. Adult education as a means of shaping active citizenship is particularly

expressed by active citizens from Spain and Great Britain. More than a decade ago, Theresa

(Spain) started to participate in La Verneda - Sant Marti Centre, a democratically organised

agency for adult education. This has introduced several changes in her life. Among others

she started to participate in FACEPA where she was a member of a women’s group. Now

she is actively involved in fighting for women’s rights. She is acutely aware of the differen-

tiation between ‘academic’ women and ‘other’ women:

”By ‘other’ women we mean housewives, women with no or lower education levels, be-

cause they also have to be taken into account, as academic women already have been. I
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think this is how it should be, and since we have not yet been recognised, we want to get

the recognition we deserve.”

However active citizenship is not always a result of society oriented commitment; some

people are led by individual centred needs, such as self-fulfilment, self-actualisation, but

also for pragmatic reasons (career development, gaining access to resources, social secu-

rity). The issues of access to resources and of providing social welfare may perhaps be

more explicitly seen in post-transitional countries at the time of transition, when people

sometimes faced negative consequences of economic, political and social changes in a

rather crude manner. For instance, Olga (Slovenia) started to work professionally for one

of the newly established political parties because she was about to lose her job. Her deci-

sion was a kind of tread-off: she offered to the party her expertise and got social security

in return.

Closely related to challenge is the dimension of connection. In an instrumental sense it

refers to social settings of which one is part and the ideas and opinions with which one

identifies. As argued by various theorists today, the sense of justice, solidarity and care for

others seems less and less grounded in religious affiliations, political ideologies, nationality,

and more and more originates in risks connected to enhancement of modernisation. How-

ever from the narratives of our active citizens we may realise that quite often the values

which guide their activities still rest on clear and coherent ‘grand narratives’. The role of

social class in shaping one’s agency is expressed by Enrique from Spain:

”In order to gain a right you have to fight for it. If we don’t work more than 8 hours a day,

if we have social security, it is not because we have a government to enact it, but because

there was a massive social mobilisation prior to it. No political party intervened. The people

have worked for it alone over the past, and we have a historical heritage donated by all

those people that have worked for a decent leaving and achieve something in the past. And

we want to take that heritage further.”

The process of learning how to maintain such values and apply them in everyday life con-

tinues throughout life, often within closely-knit organisations and communities. Typical

examples are churches and political parties. There were men and women among our inter-

viewees who served their church as professionals and some of them took active part in

coping with social issues also outside the Church. Janez (Slovenia), a Catholic priest, founded

a community for drug addicts. He believes that helping others is a duty grounded in the

Catholic religion.

Despite the process of de-ideologisation many people still attach themselves to ideologi-

cally based political parties and movements. Jaap (the Netherlands) was born into a tradi-

tional Catholic family where he learned deep commitment to social issues and social organi-
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sations. In the 1960s, as traditional Catholic organisations dissolved, he moved to more

radical positions but still continued to serve a Catholic organisation. After retirement he

became active in a Catholic organisation for the elderly.

Considering our data, a particular profession may assume an important role in shaping

individual agency. We may observe that a number of members of certain professions are

quite inclined to take responsibility for particular social issues or social groups. Social re-

sponsibility seems to be part of their professional identity, their professional mission. These

are most often professions related to social services such as health care, teaching, social

work, but also law. Some other professions like those in agriculture and forestry, and some-

times modern natural sciences, on the other hand, seem to enable the development of a

critical stance towards particular developmental trends and, hence, motivate people to

take responsibility for certain issues related to the consequences of enhanced modernity

(i.e. environmentalism, people-friendly information society). But perhaps even more typi-

cal, in the post-modern conditions citizens do not follow just values instilled during their

early socialisation processes. They are forced into a process of comparing different values

and finding their personal balance. Hans (Belgium) may represent an outspoken example. In

the political domain he had shifted during his life from the Christian-Democratic party

towards a left progressive party; then he was for a time politically independent, but re-

turned later to the Socialist party. In the domain of work he searched for the profession

that fitted his commitment and finally found a job with a progressive educational pub-

lisher. In the civil society, when his children started going to school, jointly with several

other parents he established a new school in the spirit of Freinet. When dealing with social

issues, citizens are doing so primarily on the basis of their ethical attitude. Gerda (Belgium)

found herself challenged by two themes: the environment and the third world but she was

unable to influence both. She chose the environment issue because that conviction was

more obvious for her. The picture was clearer: we are exhausting national resources, we

are driving cars and poisoning the air, etc. In this case she was able to see her contribution

much more clearly than in the case of the third world.

B u i l d i n g  t h e  c a p a c i t y  f o r  b e i n g  e f f e c t i ve  i n
c o p i n g  w i t h  s o c i a l  i s s u e s  –  e f f e c t i v i t y  o f
f o r m a l ,  n o n - f o r m a l  a n d  i n f o r m a l  e d u c a t i o n  a n d
l e a r n i n g
The affective dimension (challenge and connection) of citizenship alone is not enough for

taking a successful action. Citizens also have to develop a capacity for action. In order to be

effective in confronting with social issues they need information and knowledge upon which



259

C
U

R
R

E
N

T
 I

S
S

U
E

S
 I

N
 A

D
U

LT
 L

E
A

R
N

IN
G

 A
N

D
 M

O
T

IV
A

T
IO

N

they can act with some confidence. This is where education and training usually comes

most visibly into play.

In addition to shedding light on where and how learning for active citizenship occurs, the

study also investigated whether various forms of adult education and learning were them-

selves helping to reshape active citizenship. How far does formal, non-formal and informal

adult learning contribute to the development of new forms of active citizenship in the

state, work, civil society and private domain? Narratives of our active citizens clearly dem-

onstrate that individual agency is developed through practice. Active citizenship comes

about through learning by participating. It appears that informal learning based on equal

participatory relationship most effectively facilitates democratic participation. Enrique

(Spain) confirms that ’when one acts one discovers things…’:

”Once I entered the group, I became more and more accustomed to it, and I found my place

in there. I realised I could contribute my own share and I ended up feeling like I was a part of

it and identified with it.”

What are specific elements of the group process? The focus groups discussion report

from Slovenia mentions a threefold distinction: a) some informal education helps in solving

concrete problems, in being up-to-date with current social changes and in understanding

and evaluating their effects; b) informal learning may support the development of social

skills, such as positive self-esteem, communication skills, taking responsibility for oneself

and for others and co-operation with others; c) informal learning may foster development

of critical thinking, changing of values and breaking of stereotypes. The Slovenian experts

were of the opinion that too much attention is paid to the first two types and too little to

the third type of informal learning.

Paula (Slovenia) had the opportunity to participate in non-formal learning linked to self-

management in former Yugoslavia. She goes:

”With the passing of time you realise that again you acquired some new ways, formal and

informal, that a certain problem could be solved […] This then gives experience for the

future. If you connect all this, you may get a solid basis for formal and informal work. […] All

this lecturing, with one talking and the other listening, they are a little old fashioned and

people don’t like them. But let’s say, some workshops, circles, learning in small groups […]. It

attracts people more than let’s say other things.”

Also, results from focus groups discussions stress the importance of non-formal learning.

In particular experts from Spain underlined the need for programmes helping unemployed

and excluded citizens to return into paid employment and free themselves from the mar-

gins of society. Namely, access to the labour market opens access to participation in other

domains. This is particularly true concerning such disadvantaged groups as ethnic minori-

ties.
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Authors such as Marshall (1992) emphasise the importance of education and teaching citi-

zenship through formal curricula. The role of the formal curriculum in learning democratic

citizenship is underlined in official documents of the European Union. Moreover, educa-

tional policies at the national level also mostly address formal education while dealing with

this issue (see ETGACE, 2000; ETGACE, 2001b). The empirical data indicating that active

citizens often have a better than average level of education, as well as focus group discus-

sions on effective educational interventions, may speak in favour of the significance of

formal education for the development of individual agency. They reveal that there is a

tendency for well educated citizens, and stress that those poorly educated are in danger

of being excluded. It appears that also active citizens themselves feel that low educational

achievements are a handicap and need to be remedied. Some of our interviewees told us

that their social involvement made them improve their education. They returned to schooling.

Charlene (UK) who was rather poorly educated became active in her union, at regional and

national levels, dealing with women’s and ethnic minority issues. Her work in the union

motivated her to return to education. Now she is enrolled on a Master’s degree in Industrial

Relations. On the other hand, it occurs rather seldom that people go to education and

training courses beforehand to obtain knowledge and skills to become active citizens. Majda

(Slovenia) makes such a case. She was a very good student of economics. After two years

of study she shifted to the College for social workers, as she wanted to work with

marginalised groups. During her professional career as a social worker she introduced and

promoted various innovations to improve methods of work with these groups. Now she is

retired and she devotes her time to organising re-socialisation of prisoners and to promot-

ing advocacy.

T h e  p r o c e s s  o f  l e a r n i n g  f o r  a c t i ve  c i t i z e n s h i p  i s
d e t e r m i n e d  by  s o c i a l  c o n t ex t
One of the important premises considered is that the characteristics of social contexts are

important in shaping the relation between the state and the individual. It may be expected

that particularities of individual contexts are reflected in issues and groups with which

active citizens identify and take responsibility for, as well as through strategies they de-

velop to realise their social responsibility. In different national contexts active citizenship

has different meanings and realities.

Our analysis reveals the processes of defining (and learning) active citizenship both on an

individual as well as a collective level. On a collective (or cultural) level, the context within

which the learning of active citizenship takes place influences the learning of the individual.

Active citizens, in as far as they are involved in collective actions, influence the way in
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which others learn to participate, and play a part in informally educating others through

their activities. It is particularly important that active citizens play a key role in the inter-

faces between social groupings; in effect, they shape, often unintentionally, the

understandings of the members of their groups.

Antonio from Spain states:

”Whatever I know – I depend on my context. How important can I be? What matters is the

context you are in! [...] We all depend on each other, as it has always been.”

The significance of a contextual background most evidently comes forward in former so-

cialist countries. The political changes brought about in Slovenia have opened the door also

to those who in the socialist period were for different reasons excluded from political

participation:

”When those political changes in Slovenia started to take place, […I realised] that the future

depends on as all, and not only on those who have made the decision themselves to direct

and pass decision in the name of the others. […] in this place where I live, we founded a

political party at the local level.” (Miha, Slovenia)

C o n c l u s i o n s
The first and most general observation may be that learning for active citizenship is deeply

embedded in individuals’ biographies and in the socio-cultural and political context citizens

do live in. In an important sense people do not learn a common active citizenship. What

they learn is their own citizenship, shaped in an interaction between themselves and the

various contexts within which they have lived their lives. The following characteristics of

the learning process appear to be most outstanding:

- Learning active citizenship is neither linear nor one-dimensional. The process can be con-

scious but it is more often accidental, unexpected and ad hoc. In certain countries (the

Netherlands, Belgium, perhaps the UK) the individual’s sense of identity and responsibil-

ity seems increasingly located in the self. This does not mean greater ‘selfishness’ but

can be explained as greater ‘authenticity’ and ‘lifestyle’.

- On an individual level, the role and influence of contextual and biographical elements

reveals that learning for active citizenship is not so much a matter of a formal educa-

tional curriculum conveying ‘convergent’ values and skills, but that informal processes

are equally crucial. Group learning seems to be of special importance.

- While children’s education has been dominated for a long time by traditional teaching

methods, adult education was emancipated rather early from this tradition by stressing

facilitating methods. Nowadays adult education generally expects and stimulates active

learning, i.e. an active role of a learner her/himself. This tendency is also evident in the
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education and training for active citizenship. Active citizenship is primarily learned by

participating in the process of learning-by-doing, in which acting in every day practice is

followed by deliberate feedback, reflection and planning an improved action.

- Formal education appears to be important in the background. Active citizens tend to be

well educated; those who lack formal qualifications experience it as a handicap. There is

a fear that poorly educated citizens may suffer exclusion. This is especially likely in rela-

tion to new forms of active citizenship which are product of postmodern social condi-

tions. Experts from some countries (Belgium, Spain, Finland) are rather critical about the

traditional school education as a whole. Schools teach pupils to be good citizens and not

how to be active citizens. On the other hand some types of adult education (trade union

education, community education) may empower people to take on social responsibility.

- Active citizenship relates to the public, work, socio-cultural and private domain. All con-

tribute to its learning. Active citizens seem often if not always related to more than one

domain. What they learn in one domain can encourage participation and commitment in

the other – perhaps even for a different purpose.

- Specific contexts are very important in how citizenship is learned. National contexts pro-

vide different meanings and realities for active citizenship. In shaping their personal nar-

rative of active citizenship, individuals have to work within (or against) the margins of a

collective, pre-given discourse. Inequalities of access to new/changing contexts of par-

ticipation constrain and shape ability to learn citizenship as well as to be active citizen.
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