
Editor's Note 

by Byron F. Rudebuugh 

h 

T he concept for ths  two- 
part issue of Thresholds in 
EJui-i~fion grew out of 

I President Bill Clinton's In- 

I augural Address (Cl~icago Tribune, 
January 21, 1993, Sec. 1, p. 14). 
Among other things, he saj d: 

. . . To renew America we must 
revitalize our democracy. . . . 

. . . But our greatest strength is 
the power of our ideas, wluch 
are stdl new in many lands. . . . 

. . . My fellow Americans, you, 
too, must play your part in our 
renewal.. . . 
It was with thoughts such as 

these in mind that a t w d a y  confer- 
ence on "Knowledge Production 
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and Educational Change for Demo- 
cratic Renewal," was held on the 
campus of Northern Illinois Univer- 
sity on October 8-9, 1993. 

This conference was c-spon- 
sored by the Department of Leader- 
ship and Educational Policy Stud- 
ies, NW, and Thresholds in Educa- 
tion Foundation. Thirty-five presen- 
tations were made during t h ~  con- 
ference with educdtors, students, 
and the public attending. 

The articles found in this twe 
part issue of Tkrrshulds were se- 
lected from these presentations. Part 
I will focus on some o t the theoreti- 
cal and conceptual aspects of knowl- 
edge production and educational 
change for democratic renewal, 
while Part II wdl explore some of the 

practical implications that different 
views of knowledge production 
have for educational change and 
democratic renewal. 

I think the ideas expressed in 
t h ~  issue will reveal a wide range of 
answers to the questions, "What is 
Knowledge?" "What is Knowing?" 
"What does it mean to know?" I also 
thmk you will find these ideas infor- 
mative, insightful, and reflective. In 
any event, I hope the content of 
these articles will stimulate our 
readers to h n k  anew, about "What 
knowledge is of most worth?" and 
use it to help bring about desirable 
educational change and democratic 
renewal. 
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The Moral Base for Teacher Pmfessionalism 

S 
ince the 1960s American so- 
ciety has gone through pro- 
found social and economic 
change. The same cannot be 

said for education. Rather, with 
these changes, schools-universi- 
ties t o ~ e e m  to have lost intellec- 
tual and moral purpose. Pat Gra- 
ham suggests that in the 20th Cen- 
tury schools have delivered atten- 
dance and access, but not achieve- 
ment. I would say that the "school" 
became the delivery agent of sociali- 
zation for a democracy in the 19th 
Century and we have seen the grad- 
ual breakdown of that ideal in the 
20th Century for two reasons: social 
fragmentation and the knowledge 
explosion. So, the kind of achieve- 
ment for every child that we all 
might want is, in fact, beyond the 
ability of public education to de- 
liver. Educational change for demo- 
cratic renewal can no longer be de- 
livered by public education on its 
own. 

Faced with these challenges, 
states and jurisdictions have sought 
to use control as the primary modus 
operandi of improvement. And it 
has failed. The weaknesses of the 
ideology of control are apparent in 
its effects on teachers, on whose 
commitment and creativity the na- 
tion depends to tackle such massive 
difficulties. They have been under- 
mined by regulatory and account- 
ability systems which have m h e d  
their autonomy and turned them 
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into people whose lives are spent 
following rules. In October last, Sec- 
retary Riley said it was "time for 
America to get serious about our 
children and our future" in a speech 
lamenting the lack of progress since 
the establishment of the national 
goals in 1989. It seems clear to me 
that we cannot go on as we are. 

We have no clear 
conception of a 

career in teaching. 
Indeed teaching i s  
the only profession 

which 
institutions I I y 

denigrates the art 
and map which 
lies at its heart. 

As I look at the educational 
landscape, I see five particular 
things, among many, wluch concern 
me: 

1. Schmls are dominantly custo- 
dial, rather than caring or even 
educative institutions. 

2. Our profession of teaching is 
split between academics, prac- 

titioners and administrators, 
with academics and adminis- 
trators behaving as agents of 
control. 

3. Educational purpose has been 
corroded by the dominance of 
the empirical tradition which 
has, for a practical art like 
teachng, been grossly mislead- 
ing: it assumes an easy separa- 
tion of fact and value, a contin- 
gent connection between 
means and ends, and a norm 
of similarity between persons. 
Thorndike won and Dewey 
lost. 

4. The pseudo-technical Ian- 
guage we are using to describe 
teaching, (a language of strate- 
gies and skills, of gifted and 
talented and disabled and left 
brain and right brain and tech- 
nique, techque, techque,) 
deprives us of the power of 
moral language to describe 
teaching and learning; and fi- 
nally. 

5. Our universities are largely 
myopic and complacent about 
public education. 
I have concluded that it is not 

merely tmkering about with schools 
or universities that is needed, but a 
root-and-branch transformation of I 

the way we think about educational 
matters in this society and in the 
profession in particular. I believe 
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that the language we need is a moral 
language. 

The central objective of my 
work on these matters, as I have ex- 
pressed it in my recent book (Sock- 
ett, 19931, is unavoidably ambitious: 
to provide a broad vision of the 
moral foundations of teacher prtF 

I fessionalism by linking the profes- 
sional role of the teacher, the men 

I and women who occupy it, the 

I moral demands it makes and the 
: b practical arb of teachg to the insti- 

tution of education and its contem- 
porary problems. 

Let me illustrate how some of 
I these elements are interwoven: 

I. The fwus of professionalism is 
on the quality of a person's 
professional practice, but we 
seem only to speak of profes- 
sionalization which is con- 
cerned with the status of the 
occupation. 

2. We need to reject the term 
"teacher" as referring to an oc- 
cupational category. I think of 
the kmck in a generic sense re- 
ferring to all those who engage 
on an occupational basis in the 
activities of getting others to 
learn with a primarily educa- 
tional end in view; that is, 
with a sense of concern for the 
development of the individual 
learner as a person as well as 
for h s  or her mastery of what- 
ever is being taught. Teacher 
needs to be understood like 
"lawyer". I regard myself as a 
teacher. 

3. The individual teacher, male 
or female, who chooses or has 
chosen to enter teaching has 
chosen to take up a role. Many 
analyses of teaching see it as 
an act or a performance, rather 
than a role which is described 
in terms of a constellation of 
(moral) rights and duties. 

4. Nor am I using the phrase 
i "men and wr~men" as a kind 

I of sop to feminism, but a com- 
mitment to the sigruficance of 

feminist scholarship and theo- 
ries. We have to consider men 
and women with differing per- 
spectives and aspirations, and 
see those differences as impor- 
tant for children to experience 
in their education. 

I have concluded 
that it is not 

merely tinkering 
about with schools 
or ~rniversitzes that 

is needed, but a 
root-and-branch 

transformation of 
the zuay we think 
about educational 

matters in this 
society and in the 
profession in 
particular. 

These kinds of considerations 
have profound implications for the 
character of institutions, what 
counts as the quality of practice, and 
the structure of the relationslups be- 
tween individuals and ins ti tutions. 
So, to repeat, my central objective is 
to explore a broad vision of the 
moral foundations of teacher pro- 
fessionalism by Iinking the profes- 
sional mle of the teacher, the men 
and women who occupy it, the 
moral demands it makes and the 
practical arts of teaching to the insti- 
tution of education and its contem- 
porary problems. 

With this vision, there seem to 
me to be four major features of pro- 
fessionalism, each of which has cen- 
tral moral foundations--cornmu- 
nity, knowledge, accountability and 
ideals. 

The teacher is a member of a 
professional community which pro- 
vides a framework of relationships 
and understandings within which a 
career can be developed and a lite 
composed. The teacher's knowl- 
edge or ~ x p d i s ~  is moral, but with 
technique subservient to moral cri- 
teria. 

The individual teacher and the 
professional community have to 
face professional moral account- 
amity to individuals and to the pub- 
lic. 

Finally, a professional cannot 
comprehend his or her moral role 
without seeing the interplay be- 
tween practice and ideals (of service) 
and ultimate purposes. 

Community, knowledge, ac- 
countability and ideals-the four 
primary props of professionalism. 
To illustrate briefly the multi-di- 
mensional features of tlus concep- 
tion of professionalism, I propose to 
discuss three distinct things. First, I 
focus on the notion of a t e a h g  
career, which I locate within my ac- 
count of a professionai commuhty: 
second, to show how we can use the 
concept of courage, as a way to de- 
scribe morally critical aspects of 
teaching, and finally, I will finally 
rehearse the basic argument for un- 
ders tanding teaching and teacher 
professionalism through concepts 
of moral virtue. 

Community and 
Career in Teaching 

The community of teachmg, 
conceived as a single profession, 
looks ragged: for we art3 split three 
ways. Not only do we lack a single 
profession but we have no clear con- 
ception of what the development of 
a professional career, even in class- 
room teaching. would look like. We 
are thereby unable to determine a 
path of professional development. 
An outline of a career in teaching is 
needed which articulates implica- 
tions for professional development. 
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Such an outline must be one in 
which each individual professional 
is seen as a person in a role with a 
life and a career. 

We have no clear conception of 
a career in teaching. Indeed teaching 
is the only profession which institu- 
tionally denigrates the art and craft 
which lies at its heart. If a teacher- 
practitioner is excellent in a school 
classroom, promotion is seen as b e  
coming a p ~ c i p a l ,  an adviser, or a 
university professar. So there is no 
generally recognized full-blooded 
conception of what a career in this 
role looks like, rooted in any class- 
room from age 22 - 65, even though 
that is how the majority of profes- 
sional teachers spend their lives. 
(Ttus may be because teaclung has 
been thought of as a "woman's pro- 
fession" (Laird, 19881, and the term 
"career" is thought to be irrelevant.) 
Because we have no idea what a 
"career in the classroom" could look 
like in the future, our patterns of 
inservice education are not 
matched to a conception of coherent 
professional growth. Many school 
district in-service courses are geared 
to the needs of a particular crisis or 
moment. Teachers undertake mas- 
ter's programs while in service but 
whether their desjgn fits profes- 
sional needs and profiles is obscure. 
Doctoral programs in education 
seem irrelevant to the practitioner. 
We don't really understand the ca- 
reer significance of graduate degree 
work-xcept in terms of added re- 
muneration. We lack a conception of 
a career, of growth in teachmg, and 
with it, I think a measure of self-re- 
spect. This appalling lacuna in our 
moral perception of ourselves and 
our profession is not surprising be- 
cause we have clung to the ideology 
of control and the luerarchy whch 
goes with it. 

A teachmg career demands that 
an individual grow as he or she as- 
sumes a more complex role and 
deepens h s  or her understanding 
and experience. Bearing in mind the 
argument that the teacher's role ex- 

tends beyond the classroom to the 
school and to the public, it is possi- 
ble to conceive a career in teaclung 
as consisting of an eight-point base, 
divided into two main parts -the in- 
tellectual and the moral. The in tellec- 
tual career lmks to describe the 
growth of wlsdom and the n~oral ca- 
reer looks to the dwelopment of vir- 
tue. At the center is the individual 
person striving to compose hs or 
her own life and carer. 

. . . states and 
jurisdictions have 

sought to use 
control as the 

prima y modus 
operandi of 

improvement. 

The intellectual career has four 
main elements, each with its own 
illustrative components: 

1. Content and method renewal. 
Consistent opportunity for 
study of subjects being taught, 
for critical examination of new 
methodologies and technolo- 
gies, and time to absorb and to 
work on classroom implemen- 
tations. 

Leadership opportunities. 
Mentorshps for novice teach- 
ers, leadership in curriculum 
and/or instruction, working 
with external or parents' com- 
mittees; particularly the 
chance to develop a policy and 
implement it, external repre- 
sentation (e.g., as an ambassa- 
dor for public education). 

3. In-service teaching of col- 
leagues. Opportunities to 
share ciassroom expertise with 
others, to lead classroom- 
based innovations, to develop 
slulls of teaching adults. 

4. Reflective practice and re- 
search. The development of so- 
phisticated classroom observa- 
tion tecluuques, critical 
examination of one's own prac- 
tice, collegial research. 

The moral career demands the 
development of understanding, 
skill, and expertise in four areas of 
interpersonal and personal behav- -. 
ior, again with illustrative compc~ 
nents: 

1. With students. The develop- 
ment of increasing saphistica- 
tjon in handling students in 
groups and as individuals in- 
side and outside the classroom 
and gaining moral insight into 
the issues they confront. 

2. With parents and the public. 
The development of increasing 
sophistication in working with 
parents in groups and as adult 
individuals in the promotion 
of the school's mission and in 
the individual concern for 
their cluldren; with the public 
as ambassador for public edu- 
cation. 

3. With colleagues. The complex 
moral tasks of working in prk 
fessional relationships-in di- 
verse roles: a s  team-leader, 
team-member, support group, 
evaluator and critic, in-service 
teacher. 

4. With one's self. In under- 
standing one's duties to one's 
self and family and the bal- 
ance of commitment between 
chosen profession and per- 
sonal responsibilities. 

This framework is a first shot. 
But it does not rule out technical 
specificity - of skills, knowledge, or 
expertise. For example, as teachers 
turn to teachmg their colleagues, 
they wdl need to master technique 
for teachmg adults. As they become 
ambassadors for public education, 
they may need coaclung in public 
presentations. The non-hear 
framework serves primarily as an 
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antidote to skill-based conceptions 
of professional development which 
ignore both the complexity of the 
individual's life and the complex re- 
lationships between an individual's 
personal life and hs or her role as a 
teacher. 

. . . my central 
objective i s  to  

explore a broad 
vision of the moral 

foundations of 
teacher 

professionalism by 
linking the 

professional role of 
the teacher, the 
men and women 

who occupy it, the 
moral demands it 

makes and the 
practical arts of 
teaching to the 
insf itution of 

education and i t s  
contempora y 

problems. 

Such a conception of a career 
puts great emphasis on the individ- 
ual w i h n  the occupational frame- 
work of teaching. What is appropri- 
ate for a teacher at Ius or her time of 
tife may not be appropriate for oth- 
ers. In the life of: a school, as Roland 
Barth (1988) has argued, a commu- 
nj ty of learners can be created which 
also gives opportunities for leader- 
shp, and the points at wluch an in- 
dividual is ready to take such lead- 
ership are immensely varied (Little, 
1987; Schlechty & Whitford, 1988). 
There is much room for discussion 
and analysis about each of the eight 

elements in terms of their location in 
career and life growth and at what 
points, for most people, they might 
best be attended to. For instance, re- 
flective practice leading to the de- 
velopment of teacher-research (one 
of the four "intellectual" elements) 
is usually treated as something to 
become acquainted with after five 
years in the classroom. I have met 
undergraduate students, however, 
who are extraordinarily sophisti- 
ca ted at classroom analysis and can 
reflect rigorously on their own prac- 
tice. 

Right now, as a profession, we 
seem stuck with an emphasis on 
method and content rmewal - and 
not much else. That won't provide 
young teachers with much opportu- 
nity to compose a career, and maybe 
it hems inmature teachers too. Inter- 
estingly, when I have set out tenta- 
tively this eight-point framework 
with my older colleagues who work 
in classrooms, their invariable reac- 
tion is one of pride, because they 
recogruze in themselves, as they 
Look over their shoulders at their ca- 
reers, the value of their increasing 
maturity within their moral career. 
As one of them put it, much of what 
he had done as a teacher "seemed all 
worthless in the eyes of the bureauc- 
racy." Classroom teachers seem to 
find in the conception a statement of 
their full professionalism. Unforht- 
nately they have been socialized 
into rejecting the moral career as 
governing anything in schooling or 
their work (Strike, 1991). As we ex- 
amine any professional develop- 
ment scheme or idea, on this account 
we must be able to locate its contri- 
bution to the development of an in- 
tellectual and moral career. 

Knowledge in 
Teaching and the 
Concept of Courage 

Let me turn now from comrnu- 
nity and career to t h ~  topic of profes- 
sional expertise. I start from the 

moral character of teacher profes- 
sionalism, and I beliwe we can 
show how five major virtues are 
central to an understanding of the 
practice of kaching - honesty, cou- 
age, care, fairness and practical wis- 
dom. These five are not intended to 
excIude other virtues, but to assert 
their primacy. Each has a necessary 
place at the heart of the teaching 
enterprise. Teachers trade in truth; 
learning is difficult and demands 
courage; teachers are responsible for 
the development of persons, a proc- 
ess demanding infinite care; fairness 
is necessary to the operation of rules 
in democratic institutions; and pmc- 
tical wisdom is essential to the com- 
plex process teaching is. 

Let me illustrate t h  claim by 
taking the example of courage so 
that we can see how vital a place it 
has in understanding, thinking, 
theorizing and talking about teach- 
ing. 

Philip Jackson's Foreword to 
Vivian Paley's book is instructive: 

The fundamental requirement 
is courage. Vivian Paley is coura- 
geous. She excels in the capacity to 
look at herself as a teacher in an 
&ching way. Reading of hr oc- 
casional blunders as a t e a h r  and of 
her efforts to correct them, all fully 
admitted and wholesomely con- 
fronted, we are encouraged to face 
up to weaknesses of our own and 
thereby to begin the often p& 
business of doing something about 
them. (Paley, 1984, p.iii) 

We display courage, hopefully, 
on the occasions when it is  required. For 
Jessica Siegel, the subject of Samuel 
Friedman's study Small Victories, a 
sentence of Noddings (1984) de- 
scribes her exactly. "There is a dou- 
ble requirement of courage in car- 
ing: I must have the courage to ac- 
cept that which I have a hand in, and 
I must have the courage to go on 
caring" (p. 9). Jessica fulfib both 
requirements, and it is not her lack 
of courage that finally drives her out 
of the classroom. Courage in teach- 
ing might be marufest in a single 
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instance. More often it will be long- 
term, like Vivian's and Jessica's. In 
every lund of worthwhile human 
activity, therefore courage can find 
a place. Courage is not related solely 
to fear or to physical action. Courage 
demands the use of practical reason 
and judgement, either in situations 
which are morally desirable, or in 
pursuit of long-term commitments 
which are equally morally desirable. 
Courage, as an excellence, will be 
found in different sorts of social and 
institutional practices. 

These three characteristics are 
found in teaching, specifically in the 
common pedagogcal terms of en- 
couraging and discouraging, cen- 
tral in any teacher's relatiowlups 
with their students. Presumably en- 
couraging means putting courage 
into people, while discouraging 
conveys some thing connected to 
sapping their will. 

We can seek to encourage our 
pupils in all h d s  of way s, forexam- 
ple by praising their work, and they 
can be discouraged when they are 
blamed. Consider how subtle that 
task is, as opposed to the soft soap 
of self-esteem. Encouragement must 
be distinguished from praise and 
from reward, and discouragement 
from blame or from punishment. 
Learning presents people with diffi- 
culty often accompanied by fear as 
many people grappling with chi2 
will testify. Children learning are 
constantly in situations of difficulty 
struggling to master what they do 
not already know. All learners have 
to face difficulty. A painless peda- 
gogy of the kind advocated by 
Bloom (1971) is a charade. Ttungs 
worth doing don't drop into our 
laps. h ld ren ,  like adults, getfight- 
ened by the difficulty and the conse- 
quences of what they perceive as 
their inadequacy. They are terrified 
by failure, or they become so identi- 
fied with it that they wiH not risk 
struggling with the difficult. 

The situation, therefore, is not 
simply that children are trying to 
learn hngs they don't understand. 

The learning situation is frequently 
invested with fear, and we only 
have to recall our own experience as 
cluld-learners to remember its 
power. In Deming's phrase, we have 
to drive out fear by helping chldren 
to face difficulty. To encourage a 
h l d  is to g v e  the child particular 
kinds of support in these contexts of 
difficulty. As we consider the class- 
room, it is manifest that the ways in 
which teachers do tlus is crucial to 
pupils' learning, connected to ques- 
tions of moral character (like mak- 
ing an effort, being conscientious, 
careful and learning to concentrate) 
whch cluldren deploy as they face 
the variety of learning tasks the 
teacher presents. Encouragement 
and discouragement (as opposed to 
praising, blaming, rewarding and 
punishing) are highly soplusticated 
moral acts, the target of which is 
both to get the children to learn 
whatever is to be learned, but also to 
summon up their wdl in these situ- 
ations of difficulty and fear. They 
require extraordinary professional 
expertise, and teachers must come 
to understand them as such. Where 
then is professional expertise visible 
through a concept of courage? It ap- 
pears in the classroom as teachers 
assist students to learn through the 
encouragement and discourage- 
ment they give. Teahers can take 
great risks and be courageous with 
content and method. Content disci- 
plines and subjects are traditions. 
They are not artificial "bodies" of 
know ledge, but complex living sets 
of ideas sustained by individuals 
and groups and powerfully d u e n -  
tial in human life. They are great 
human acluevemen ts into which 
even the critical theorist has to be 
inducted. They can be approached 
with timidity, obeisance, or daring. 
They can be challenged. In matters 
of method, there is the set of risks 
which a novice can set herself to 
confront, as a student; persisting in 
the creation of the most desired 
classroom climate, never giving up 
in the battles for individuals, assurn- 

ing one's own power and ability to 
affect and change, never hiding be- 
hind an institutional structure, and 
so on. 

And if you Iook no further, con- 
sider the subtle and very different 
examples of courage in teaching 
shown hy the factional Jaime Esca- 
lante in Stand amd Deliver and the 
more controversial example of John 
Keating in The Dead Poets Society. . 
Courage, they show us, needs prac- 
tice. It is difficult to get the practice 
to be courageous in tima of ac- 4 

countability, performance evalu- 
ation, management by objectives, 
outcome-based learning and all the 
other bric-a-brac of the kind of insti- 
tutionalized system we have devel- 
oped, let alone its politics. 

Courage. . . is a 
necessa y virtue in 

teaching. 

None of this discussion w ilI 
make any sense to a teacher without 
passions for subjects or for chldren, 
or to one who believes that educa- 
tion is a matter of facts to be stored, 
skills to be acquired, interpretations 
to be memorized, tests to be taken, 
and human values to be ignored. 
Passion in teaching, and the courage 
to pursue it, does not grow out of the 
heads of the student-teachers. It has 
to be fostered and nurtured in 
teacher education, and in the col- 
leges and universities where t hey 
confront their teaclung subject and 
through which they first meet with 
children who are learning. It has 
also to be restored in the lives of 
individual teachers. 

Courage on this account is a 
necessary virtue in teaching. The 
connection between courage and 
encouraging / discouraging, the fact 
that learning is difficult, and the 
continuing opportunities for brav- 
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ery in dealing with content or strug- 
gling with method give it a central 
place. To seek to make Me and Iearn- 
u ~ g  easy is, I think, simply to ignore 
the actual human condition and the 
hct that when things become easy 
people search for the more difficult. 
The teacher who cannot provide ex- 
amples of courage, however mild 
they may look to the professional 
soldier, cannot exemplify the one 
virtue which is critical in the life of 
the intellect and the condition of 
learning. 

Working toward an 
Epistemology of 
Practice: the Argument 

I have talked of five virtues, but 
spoken of only one of them. Profes- 
sional teachers are experts because 
of their professional virtue. By vir- 
tue, to repeat, I mean a sustainable 
moral quality of individual human 
character which is learned. By pro- 
fessional virtue I mean the collection 
of those qualities embedded in the 
social practice of t e a c h g  which are 
necessary to the particular profes- 
sional task and which, as such, form 
the core of expertise needed. How 
teachers come to have those virtues 
is a matter of their autobiography. 
That they must come to understand 
these qualities and their far-flung in- 
fluence on teaching is of paramount 
importance. Let me end with an out- 
line of the argument for the profes- 
sional vision as a moral base for 
teacher professjonalism: It has nine 
steps: 

1. Education/teachg is di- 
rtrtlyct>ncerned with human better- 
ment. It is thereby a moral business. 
There will always be argument 
about what constitutes that better- 
ment hut every teachmg act both 
presupposes, and is invested with 
moral considerations, of both ends 
and means. Ttus applies at the gen- 
eral level (what should the curricu- 
lum be?) and at the individual level 

(how shall we help young Johnny?) 
(Buchrnanm, 1990; Sockett, 1989). 

The 
characterization of 

professionalism 
built on this 

virtue-centered 
view of 

professional 
expertise i s  

radically dinerent 
from one which 
places a view of 

technical 
knowledge at the 

center. 

2. Human betterment through 
education demands at least the de- 
velopment of and the capacity for 
choice and for care. These can onty 
be learned in a context where both 
are possible, whch implies that the 
learning students do must be voli- 
tional (Peters, 2966) and relational 
(Noddings, 1984). An educational 
context has therefore to be a partner- 
shp he tween teacher and learner 
and one in which learners can also 
be teachers and teachers learners. 
We need to work to these premisses 
wherever and whomever we teach. 

3. The moral complexity of 
teachmg, however, cannot be cap- 
tured if it is wrenched from its con- 
text. Teaching is not an act or activ- 
ity but is primarily a role created by 
individual men and women teach- 
ers, by traditions, by moral and 
other theories, by particular school 
cultures, by parents, children, poli- 
ticians, etc. The teacher can never 
simply "teach (in the sense that a 
knitter knits). (For limited purposes, 
of course, teaching may be viewed 

partially as a sequence of acts or a 
performance (see for example, 
Rosenshine, 1971).) 

4. The role is constantly being 
re-defined. It is also filled by men 
and women and gender differences 
bring different qualities and per- 
spectives to the definition of the role 
and to what counts as professional 
expertise. Embedded in such differ- 
ences are morally complementary 
ways of viewing the world 
(Belenky, Clinchy, Goldberger & 
Tarule, 1986). 

5. A comprehensive account of 
professional expertise, therefore, 
must he moral and multi-dimen- 
siunal. Tlunking, reflecting or t h e  
rizing about--or by-these experts 
must also reflect squarely that moral 
complexity, including the fact that 
the expert professional teacher must 
have varieties of knowledge of the 
empirical world and of what is to be 
taught, which are part of the value- 
laden exercise of the professional 
role. The know ledge a teacher has 
could not be just a matterof internal- 
ized "knowing-what-to-do-when" 
techmque, for only technique influ- 
enced, comprehended, and indi- 
vidually expressed within a moral 
framework provides a basis for de- 
scribing the role. 

6. Professional expertise has to 
be captured in a moral language of 
personal attribution; that is, profes- 
sional virtue. These human qualities 
(virtues such as fairness, honesty, 
courage, care and practical wisdom) 
are integral to the individual athib- 
utes, competencies, and capabilities 
the teacher (in his or her role) pos- 
sesses, because we must understand 
our selves in our roles through these 
concepts of v h e .  These virtues are 
necessary qualities in teaching for 
the effective exercise of the role. 
They are also a central part of the 
content of teaching and have to be 
learned or acquired by students. 

7. The teacher, as a professional 
man or woman expert, can have a 
profound moral knowledge within 
a range of virtues. These virtues are 
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not a kind of optional framework; 
they reach deep into the substance 
of the social practice of teaching 
such that teaching as a practice, can 
be described in terms of them. Pri- 
marily such language allows us to 
get a balance between the voice of 
the father and the voice of the 
mother as we try to work back from 
the due process concept that domi- 
nates us to a renewed conception of 
the role as in loco parm tis. 

8. An epistemology appropriate 
to teaching is rooted in such a social 
practice, but it requires agreement 
on central moral purposes (and 
thereby on some moral truths). It 
will be highly sensitive to the moral 
c la im of individual learners, and 
can be characterized as "knowing- 
in-action" reflecting that context- 
bound, fast-chanpg fluidity. It is 
also a jargon-free, non-technical, but 
highly soplusticatd language pro- 
viding a common framework for 
personal and professional life. 

9. The characterization of pro- 
fessionalism built on this virtue-cen- 
tered view of professional expertise 
is radically different from one which 
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of a lock:step and regimented, intol- Peirce's phen~menology, hs prag- 
erantly statistics-ridden, corporatiz- maticism, and his semiotics or the- 

T he Research Symposium 
this year focusses on the 
theme, "Knowledge Pro- 
duction, and Educational 

Change for Democratic Renewal." 
This heme could hardly be more 
timely in the United States t d a y  as 
the First Amendment and academic 
freedom and tenure undergo sus- 
tained assault from all quarters of 
fragmented political crowds; as 
knowledge is reduced to fleeting 
bits of information allegedly "pro- 
duced," by specialists, experts, and 
professionals, "distributed" repm 
ductionistically by rich and power- 
ful corporate hegemonies and "con- 
sumed by persons born to shop for 
the latest symbolic gimcrackery in- 
vented by the religous crusades of 
the  market^ of consumerism; and 
as the commitment to (free?) public 
education from all of the earliest 
years through the hgher education 
is increasingly attacked by the rich 
and powerfully placed whose argu- 
ments seem to rest irrationally on 
alleged rational principles of tech- 

ing chtural mentality callkd TQM 
("Total Quality Management") born 
in America, but most recently im- 
ported from Japan as our economic 
salvation from their economic war 
upon us, but once again a war we 
brought upon ourselves. In this 
multiversity environment salvation 
has been bestowed upon us by our 
own Illinois Board of figher Educa- 
tion's FQP ("Priorities, Quality, and 
ProductiviQ"), both an apostasy 
and an apocalypse spawned by 
TQM. 

The theme is timely indeed. I 
approach it through a kind uf phe- 
nomenological meditation. You al- 
ready have some glimmer of the di- 
rection 1 will take regarding these 
vital issues. My remarks directly ad- 
dress the three components of the 
theme in a somewhat different or- 
der: first, democratic renewal, then 
knowledge production, and finally, 
educational change. 

My context of discourse is the 
adult continuing education enter- 
prise in general as I have come to 

ory of signs. My most important 
contribution, I believe, will come in 
contexts where I discuss educa- 
tional change, the phenomena con- 
stituting the process of learning how 
to learn, and the vital place of 
semiotics (or semeiotics), in all of 
h s ,  including certain implications 
for adult learning theory. 

The Post-Modem 
Critique of the 
Possibility of 
Democratic Renewal 

In her excellent study, Post- 
Modernism atld the Social Sciences 
(1 992), Pauline Marie Rosenau 
(writing formerly as Pauline Vail- 
lancourt) has cited a vast number of 
authors (see Note 2) representing 
post-modernism and who have 
characterized modemism ancl post- 
modernism in ways she describes as 
follows: 
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Modernity entered history 
as a progressive force 
promising to liberate hu- 
mankind from ignorance 
and irrationahty, but one 
can readily wonder wheth- 
er that promise has been 
sustained. As we in the 
West approach the end of 
the twentieth century, the 
'modern' record-world 
wars, the rise of Nazism, 
concentration camps (in 
both East and West), geno- 
cide, worldwide depres- 
sion, Hiroshima, Vietnam, 
Cambodia, the Persian 
Gult, and a widening gap 
between rich and poor- 
makes anv belief in the idea 

anity, Fascism, Stalinism, capital- 
ism, liberal democracy, secular hu- 
manism, feminism, Islam, and md- 
em science to the same order and 
dismisses them aU as logocentric, 
transcendental totahzing meta-nar- 
ratives that anticipate all questions 
and provide predetermined an- 
swers. All such systems of thought 
rest on assumptions no more no less 
certain than those of witchcraft, as- 
trology, or primitive cults. The post- 
modem goal is not to formulate an 
alternative set of assumptions but to 
register the impossibility of estab- 
lishing any such underpinning for 
knowledge. . . (pp. 5-6). 

of progress or faith in the 
future seem questionable. 
Post-modernists criticize all 
that modernity has engen- 
dered: the acc~lmulated ex- 
perience of Western civili- 
zation, industrialization, 
uxbaniza t ion, advanced 
technology, the national 
state, life in the 'fast lane.' 
Thcy challenge modem pri- 
orities: career, office, indi- 
vidual responsibility, bu- 
reaucracy, liberal demo- 
cracy, tolerance, human- 
ism, egalitarianism, detach- 
ed experiment, evaluathVe 
criteria, neutral proced- 
ures, impersonal rules, and 
rationality. The post-mod- 
emists conclude there is 
reason to distrust moder- 
nity's moral claims, tradi- 
tional institutions, and 
'deep interpretations.' They 
argue that modernity is no 
longer a force for liberation; 
it is rather a source of subju- 
gation, oppression, and re- 
pression. 

Post-mdemism challenges all 
global, all encompassing world 
views, be they political, religious, or 
social. It reduces Marxism, Christi- 

. . . adult learning 
theory as a whole 

must be 
reconstituted 
through ways 

arising from the 
people within the 

uncertainties of the 
rmolutions of the 
post-modernists. 

Rosenau distinguishes two 
groups of post-modernists, the 
"skeptical post -modernistsu and the 
"affirmative post-modernists." This 
distinction, whle important to all 
contexts of pwt-modern text and 
discourse, is especially important to 
the question of the renewal of de- 
mocracy. There are two principal 
meanings of the term "renewal." 
The first meaning concerns doing 
sometlung all over again, to restore 
to the same condition, as when new, 
or to revive, or to resuscitate. The 
second meaning of the term "re- 
newal" is to replace sometlung by 
some new or fresh thine; of the same 

kind. Almost aU post-modemists re- 
ject even the remotest possibility 
that democracy can be renewed in 
the first sense. Only the "affirmative 
post-mdemists" hold out the re- 
motest possibility that democracy 
can be renewed in the second s e w ,  
that perhaps some new or fresh 
h n g  of the same kind can replace 
what we have come to know as d e  
mocracy in the United States. 

Skeptical post- modernists 
tIunkers, having been deeply influ- 
enced by the German philosophers, 
Friedrich Nietzsche and Martin 
Heidegger, present "a pessimistic, 
negative, glwmy assessment, [ar- 
guing] that the post-modem age is 
one of fragments tion, disintegra- 
tion, malaise, meaninglessness, a 
vagueness or even absence of moral 
parameters and social chaos" 
(Rosenau, 15). In this rendering, d e  
mocracy has failed, and even if it 
were possible to renew it, democ- 
racy should not be renewed 'be- 
cause it [following Nietzsche's inter- 
 ret tat ion] allowed the weakest eke- 
men& (numerically preponderant) 
in the society to form a majority and 
dominate the 'strong and excep- 
tional"' (Rosenau, 93). Those skep- 
tics following Heidegger's analysis 
oppose "democratic individualism, 
rationalism, advanced technology, 
the managerial society, capitalism, 
voluntarism-all of which have 
come to be associated with Western 
rcpresentatimal (see Note 3) democ- 
racy" (Rosenau, 93). 

"Most affirnlative post-mod- 
emjsts are as hostile to modem po- 
litical represmtatiut~ as the skeptics, 
but some call for new forms of repre- 
sen ta t ion" (Rosenau, 93). The p he 
nomena constituting represmla tion, 
or re-presentation, constitute a major 
focus of all post-modernist W r s ,  
and not simply in the "public 
sphere" of alleged democratic prm- 
esses. To be sure, representative de- 
mocracy is alienating . . ." but "repre- 
sentative art is boring, rtpresw fafive 
literature is desecrating, and so forth 
. . . what is really intemting and ab- 
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solutely vital cannot be rcpresenfed: 
ideas, symbols, the universe, the ab- 
solute, God, the just, whatever" 
(Rosenau, 94). 

Modernity's 
Falsifying Metaphors 
of Education: 
Production, 
Distribution, and 
Consumption of 
Knowledge 

The metaphors of production, 
distribution, and consumption of 
knowledge are profoundly and 
catastrophically anti-democratic de- 
scriptions (see Note 4) of interpreta- 
tions and understandings of genu- 
ine processes of leaming and co- 
learning. They are the language of 
alienation, notwithstanding the fact 
that they are the guiding metaphors 
unrelentingly forced upon us by 
corporate hegemonic take-overs 
and mergers within our late twentj- 
eth century capitalistic structures in- 
creasingly fed by voracious greed 
and b s s  of conscience and care for 
any sense of genuine community. 

I want to show 
how this 

pragmaticism can 
be a successfirl 

response to  some of 
the 

post-modernists' 
most trenchant 
criticisms . . . 

Whether represen tatiw democ- 
racy can be renewed or not, or 
whether it ought to be renewed, de- 
pends very much on the accuracy of 

the post-modernists' analyses of 
modemi ty in our time. Whether one 
agrees with the post-modernists' 
claims or not, I believe that these 
thinkers have asked countless ques- 
tions among the most serious and 
penetrating kinds whch have ever 
been raised in recorded histories of 
societies and cultures. In any event, 
whereas these metaphors of produc- 
tion, distribution, and consumption 
do package and label much of what 
poses as education and educational 
change and reform today, they 
clearly cannot lead to any possible 
renewal of reyrmn~tationai democ- 
racy. These falsifications can only 
hasten the alienation of democracy 
from the genuine needs of all its citi- 
zens and its disintegration, and then 
its transformation, into that most 
virulent, self-righteous, moralizing, 
totalizing, and absolutistic ideology 
we have come to  know through his- 
tory as fascism. 

Peirce's Pragmaticism 
and Learning How To 
Learn 

In the midst of this pheno- 
menological meditation, consider 
for a few moments the following 
thougIlt experiment: 

Suppose we refuse to accept, in ~ l u  r 
narratives of the yroccsses qf leanziriy 
and that special co-lrurning w e  call 
teaching, these rnetnphors of education 
drawn from capitalist emnornic theory. 
Whnt becomes of education and educa- 
tional r?wnge? Suppose l h t  the phe- 
nomena constituting adult con tinu irtg 
eduwtion are conceived not as t d i a  y 
to primary and secondary educntional 
institutions, a f t u  the basics are in place, 
or as remediation q t lw  basics are not yet 
in place. Suppose that adult education, 
imcluding the tducaton of all teachos, 
is metrphorized (sre Note 5) as learning 
and co-learning. Suppose fh t learning 
how to learn in as many trxfual and 
con textual perspectives as possible be- 
comes much more central t l ~ n  it is our 
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instihitions o j  education at present 
(that t h  more far-reaching horn and 
whys of co-learning and their praxis 
become more important than the fleet- 
ing informational urlurts ofco-learning). 
Educational change would be pre-mp- 
fed by this genrlinc praxis of co-leam- 
irq. Pmsons would not be working for 
ed ucatiorral change or for dnnocra tic 
renrwal so much as educnlionnl change 
(aju'umt of co-learning) would always be 
working within them. Arld sitlce their 
feelings, their ~,~ptpriencings, and th i r  
consciousings ii70~1d always be in force, 
and genuinely and directiyface to face, 
dernocrai~c ren~*ulal would aIways be 
fnkir~g place as a mutter of coursr. 
Through lhis praxis blowledge would 
not be produced, distribvlcd, and con- 
sumed, but democratic citizens would 
live, and move, and luzw thrir being as 
more knozuldg~able persons during the 
melydaytrt7ss~s of their lives. And since 
these mow and more knowledgeable cifi- 
zens uwllld be living in a direct, face to 
fuce public splrere, public spacr atd 
time, their dmlocracy rrloirld not be rep- 
resentational. It would be n direct de- 
mocracy and tlierqfare always in re- 
naoal. 

Further, suppose that adult 
educatiun cannot possibly be con- 
ceivecl as a discipline alongside tra- 
di tional disciplines of learning and 
education, but perhaps could be 
conceived as an "interdiscipline" or 
"multidiscipline," or more aptly, re- 
conceived as  itself the denial of and 
the negation of disciplines of knowl- 
edge within the politicized geogra- 
phy of the modernity of knowledge 
cast as the modem multiversity. 
Moreover, consider as one of the 
great ironies of the history of adult 
education during the past fifty years 
or so that many prominent adult 
educator-whether as practitb 
ners, researchers, or theorists-have 

i 
attempted to fashion adult learning 
as a distinct discipline. And con- 
sider that they have tried to do this 

b in ways derived from the earlier 
logical positivist methodologies of 
the hard sciences and of those social 
sciences founded on those same ear- 



lier methdologies. Consider the 
implications of the fact that adult 
learning theory, for example, has 
been constructed on these founda- 
tions, and in exactly the same period 
during which the post-modernists 
have sought to negate and destroy 
the foundations of all traditional 
disciplines as representational and 
therefore unreal. Consider that in at- 
tempting to create a distinct disci- 
pline with a body of knowledge 
adult educators have had to draw 
virtually all of their research meth- 
odologies from such established tra- 
di tional disciplines as literature, 
psychology, sociology, history, eco- 
nomics, phdosophy, political sci- 
ence, anthropology, and admini- 
stration and public planning. These 
disciplines, however, are among the 
disciplines most directly affected by 
the assaults of the post-modernists 
against representationalism 
(Rosenau, 7). Consider the implica- 
tions which follow for adult leam- 
ing theory which follow from the 
fact that the discjplh~es whch were 
the wellsprings and the foundations 
of these theories have themselves 
become crucibles within whch  the 
cauldrons of feelings, intellect, and 
praxis have been igtuted by the 
revolutionary questioning of the 
post-modernists. 

One immediate and crippling 
consequence is that adult educators 
are no longer able to draw consistent 
and coherent research methodolo- 
gtes, ideas, and practices with the 
ease once thought possible. Another 
immediate consequence is that since 
the foundations of adult learning 
theory and praxis considered safely 
present in those disciplines may 
have vanished, or at least now are 
unstable and unreliable founda- 
tions, adult learning theory as a 
whole must be reconstituted 
through ways arising from the peo- 
ple within the uncertainties of the 
revolutions of the post-modernists. 
Hence, adult educators (celeamers) 
must search increasingly within 
themselves in ways deeply and 

broadly creative, inventive, and dis- 
coverive in order to create new Ian- 
pages of adult learning which ex- 
perientially provide for personal 
narratives contextualized within 
cultures which have been irremedi- 
ably transformed by post-modernist 
praxis. But how can one even begin 
to do any of this? With this question 
my thought experiment comes to an 
end. 

Whether one agrees 
with the 

post-modernists' 
claims or not, I 

believe that these 
thinkers have 

asked countless 
questions among 
the most serious 
and penetrating 

kinds which have 
ever been raised in 
recorded histories 
of societies and 

cultures. 

One way in wluch to at least 
begin to address this question of 
how to begin is to recognize that the 
content uf the experiment and its 
trailing qulrstion are consistent with 
Peirce's pragmaticism. His prag- 
maticism is ca-extensive with his 
phenomenology and his semiotics, 
or theory of signs. Peirce is familiar 
to many persons in education as the 
modern founder of the more famil- 
iar pragmatism, as lifelong friend of 
William James, and as John Dewey's 
most influential teacher. Mamy of 
these same persons may know of 
Peirce as the most gifted p l u l m  
p her, logician, and ma thema tician 
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(and one of the most ori@ scien- 
tists) ever born and educated in the 
United States. 

Peirce's real genius, however, 
lies in his far less farmliar pragma ti- 
cism, or theory of signs, the product 
of his lifelong phenomenological in- 
vestigations and the key to the inter- 
pretation of the eighty thousand 
manuscript pages which remain of 
hs writing. Although Peirce lived 
and wrote in the midst of much 
modemist plulosaphy, and died in 
191 4, he was a vigorous and success- 
ful (albeit most unpopular) critic of 
modernity and modernism (Neville, 
xiv, 25-52, and passim). I want to 
show how this pragmaticism can be 
a successful response to some of the 
post-modemist's most trenchant 
criticisms and how it might be used 
in the renewal of democracy, in a 
re-interpretation of what tlunking as 
the quest for knowledge must be in 
this late twentieth century, and in 
effecting educational change. 

Thinking is a process which has 
origins and originations (Stanage, 
11-21) but there is no single, instan- 
taneous moment which can be iden- 
tified as that very moment when a 
person hepns  to think, or begzns to 
think a particular thought (see Note 
6). Therefore, "the quest for knowl- 
edge," as Peirce pointed out. . . "is 
not to find a starting point [as Des- 
cartes claimed he had done] but 
rather to check up on, correct, and 
improve the process of thinkulg that 
is already under way" (Neville, 2 5  
26). Every clear judgment we make 
is treated in some degree as a belief 
in terms of which we are prepared 
to act 

until some new context al- 
lows us to ask questions irn- 
possible previously. in all, 
we should r e c o p e  that all 
knowledge is fallible and 
that the search for an imme- 
diate, incomgible starting 
point is pointless. So much 
for the heart of the post- 
modernist project; and 



Peirce beat &chard Roty to ing which is itself the quest for PeircerS Semiotics and 
the critique by over 110 knowledge are almost never 
years. (Neville, 26) focussed upon, emphasized, or rein- Adult Learning 

Knowing for Peirce is not 
a passive contemplation of 
truths but a well-guided ac- 
tive life, well-guided be- 
cause the environment and 
one's activities are inter- 
preted accurately with 
good signs. Learning is the 
modification of one's signs 
and interpretations so as to 
correct deficiencies in the 
guidance of one's activities 
. . . Peirce's pragmatism 
takes knowing to be habj t- 
ual reflection pIus learning; 
nothing is founds tional. 
(Neville, 29) 

forced in -mode& formal educa- 
tional environments outside of 
courses in epistemology or theory of 
know kdge. In Western philosophy, 
from Pla to to Dwartes, these activi- 
ties were always a central focus 
w i h  theory of knowledge. Sec- 
ond, since in recent times knowl- 
edge increasingly has been reduced 
to mere inionnation, and leaming 
something has meant merely be- 
coming more domed  rather than 
becoming more knowledgeable and 
more critical, focus on the problems 
of the criticality of thidmg and of 

- 

Theory in the 
Post-Modem Age 

Thinlung is a questioning-an- 
swering, fallibilistic search for 
knowledge. Thinking is already a 
critical-* multidisciplined and in- 
terdisciplined-inquiry through 
which we are already involved in 
leaming how to learn. ". . . [Mlore 
over, the questioning is not a matter 
of the the integn ty of a specific indi- 
vidual consciousness but of any in- 
terpreter who can bring issues to 
bear upon the fallible judgment. 
Thinking is done by n cornrnrrtrity, not 
by an individual except in the war that 

Consider this argument: 
genuine thinking is a search 
knowled~e of some kind and 

It 
for 
in 

some de&ee, and if coming to know 
some thing is learning something, 
then whenever a person thinking 
comes to know something she has 
learned something. Moreover, if the 
process of thinking has no absolute 
or certain starting point, and rests on 
no absolute or certain knowledge, 
but is a process through which a 
person checks up on, and seeks to 
improve upon, the prwess of think- 
ing which is already under way, 
then a person t h d h g  is always in 
the process of learning how to learn 
(see Note 7). From this argument it 
is clear that genuine thinlung is al- 
ways critical, hence the phrase 
"critical thhkmg" is redundant. If 
my general argument has any merit, 
why has it seemed necessary in the 
context of adult education to single 
out and focus upon the phenomena 
constituting the "critical thinking" 
and learning how to learn? (see Note 
8). 

I think I can offer three reasons 
for this: First, the reflexive (or reflec- 
tive) activities whch learning how 
to learn and the criticality of tlunk- 
ing are within the pmess of think- 

Peirce 's real 
genius, however, 
lies in his far less 

familiar 
pragmaticism, or 
theory of signs . . . 

learning how to learn simply does 
not take place in the course of formal 
instruction. Finally, if my first two 
reasons are accurate, then focussing 
on leaming how to learn in the mod- 
em formal classroom instruction 
would be seen by many persons to 
be an extraneous excursion beyond 
the scope of the subject-matter of 
almost any course (except episte- 
mology) since it would require 
spending a good deal of time on the 
nature and function of knowledge 
as distinct from information. This in 
turn would require "spending valu- 
able class time" on the nature and 
function of language, signs, and 
symbols (see Note 9)-all subjects 
not likely to be included in the cata- 
log description or syllabi of most 
multiversity courses. 

10) (Neville, 26, emphasis added). 
Peirce underst04 thinking to 

he done in, through, by, for, and 
from the community of persons. 
More strictly speakmg in the light 
of hs theory of signs, persons and 
the community of persons conduct 
their lives through thmking, and 
tfunlung is constiiuted of dgns. 
Throughout his life Peirce stead- 
fastly defined a sign in ways illus- 
trated by the following definitions: 

A sign . . . is something 
which stands to somebody 
for something in some re- 
spect or capacity. It ad- 
dresses somebody, that is, 
creates in the mind of that 
person an equivalent sign, 
or perhaps a more devel- 
oped sign [2.228] [(see Note 
1 I)] . . . [A sign] is anything 
which determines some- 
thing else (its interpretan t) to 
refer to an object to whch 
itself refers (its object) in the 
same way, the interpretant 
becoming in turn a sign, 
and so on ad infiniturn 
(2.303). . . . [There] is a triple 
connection of sign, thing sig- 
t~$ed, cognit ion produced in 
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the mind. There may be a 
mere relation of reasons be- 
tween the sign and the thmg 
signified; in that case the 
sign is an icon. Or there may 
be direct physical connec- 
tion; in that case the sign is 
an index. Or there may be a 
relation which consists in 
the fact that the mind asso- 
ciates the sign with its ob- 
ject; in ttwt case the sign is a 
7rnnle [or symbol] (1.372). 

A person is a s ip.  A person's 
feelings (icons), experiencings (indi- 
ces), and consciousings (symbols) are 
signs. A community of persons is a 
sign. A reform movement is a sign. 
Traditional disciplines are habitu- 
ated communities of signs and sign 
relationships. This research syrnpu- 
sium is a sign and constituted of sign 
relationshps. Adult education the- 
ory, practice, and research are signs 
and sign relationships. And of 
course my remarks to you at the 
present time are signs and sign rela- 
tionships: my remarks stand for 
something to you, the interpreters of 
sigruficance or meaning. There are 
an infirute number of signs and sign 
relationships, although the phe- 
nomenon of a sign itself can be re 
duced to a triadic relation (see Note 
12). This triadic relationshp is the 
definition of a s ip .  A sign standsfor 
something to soinebody. 

Concluding Remarks 
My general thesis has been that 

Charles Sanders Peirce's phenc- 
n~enological investigations 
throughout most of his life (from 
about 1868 on) led to the discovery 
of his theory of semiotic and created 
both hs earlier pragmatism and his 
later pragmaticism. Foltowing a 
brief account of post-modernists' 
themes, description, and critiques of 
modern Western culture, I have 
tried to show how Peirce's theory of 
signs and his pragmaticism consti- 
tute a powerful antidote to the post- 

modernists' theories and practices. 
Peirce's much earlier (by almost a 
hundred years) criticisms of mod- 
ernism anticipated what has been 
most accurate and valuable in the 
post-modernists' critiques of mod- 
ernism. 

His lifelong commitment was to 
a fallibihtic (non-absolute and non- 
foundational) view of knowledge 
and truth, the y uest for which is the 
praxis-thinlung/acting conduct- 
of communities of persons over in- 
determinately long periods of time 
in global environmental and cul- 
tural contexts. The views articulated 
through h s  unwavering commit- 
ment had already pre-empted the 
post-modernists' onslaughts 
against Coundationalism and repre- 
sentationakrn many decades be- 
fore the latter scholars and critics 
had even begun to issue the cri- 
tiques whlch have become so perva- 
sive and influential. 

Those scholars had heard little 
of Peirce's vast writings. Most re- 
grettably, the logical positivists had 
dictated the "correct" interpretation 
and understanding of Peirce by had- 
ing him as one of their own, as a 
genius in logic, mathematics, the sci- 
ences, and especially in the philoso- 
phy of science. His most brilliant 
(and probably most lasting) 
achievements. however, lie in hs 
phenomenoloical inkrestiga tions 
leading to his pragmaticism, meta- 
physics, and most of all to his semi- 
otic theory. But these investigations 
were almost totally neglected (by 
anyone but a few Peirce scholars) 
until the 1950s. 

Finally, since adult educators 
generally are in much close and 
richer contact with the everyday 
lives of adult learners than are teach- 
ers, scholars and practitioners in 
most traditional disciplines, the ac- 
curacy/inaccuracy of the post-mod- 
ernists' cultural critiques may be- 
come most immediately evident to 
these adult educators and adult 
learners with whom they labor. This 
suggests that the Great Post-Mod- 

ern Baitles wdl be fought out in the 
non-traditional global and rnulticul- 
turaL environments of adult educa- 
tion, itself a concrete and practical 
negation of traditional and separa- 
tistic disciplines dedcated to the 
quest for knowledge. 

Much of this 
renewed quest for 
knowledge may be 
facilitated greatly 

through the 
phenomenology, 

metapk ysics, 
pragmaticism, and 
semiotic of Charles 

Sanders Peirce. 

Whereas in past decades adult 
educators have drawn massively 
from the wells of separate &xi- 
plines, these disciplines will become 
less and less discrete and sepiiratis- 
tic. These disciphes may recognize 
and appreciate more hl ly  the mean- 
ingfulness of the narratives and 
texts of the lives and times of per- 
sons as adult learners over millennia 
as they have lived through their 
problems, circumstmes, and situ- 
ations within the contexts of their 
natural environments (see Note 13). 

Much of this renewed quest for 
knowledge may be facilitated 
p e a  tly through the phenomenol- 
ogy, metaphysics, pragmaticism, 
and semiotic of Charles Sanders 
Peirce. In my judgment he speaks to 
and for much-nded praxis in our 
times much more convincingly than 
ever before-and surely more con- 
vincingly and less ideologcally 
than do post-modernism, critical 
theory, and structuralism. 
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Notes 

1. As I use this term in tius context, 
post-modemism refers to the 
process of undercu tting any and 
all firm starting points, and any 
and a l  firm foundations for es- 
tablishmg meaning and for in- 
terpreting values. Post-modern- 
ism refers to the everydayness 
of persons' lifeworlds, or lived 
worlds, in which persons 
through their actions, their con- 
duct in everydayness, and in 
their literature, art, music, phi- 
losophy, sciences, call into seri- 
ous question (or conduct their 
lives as if calling into question) 
all claims to any absolute and 
certain truth, value, and mean- 
ing they previously perceived, 
and conceived, to be established 
on firm foundations. Pos t-mod- 
ernists articulate non-causal 
reasoning and argument, distin- 
guish between originations and 
begtnrmgs, and claim that it is 
not possible to establish firm, 
absolute. and causal-founda- 
tional bkginnings of anything 
human. It is a sweeping-away of 
the last three hundred fifty 
years of Western European 
foundationalist thought largely 
attributed to the Cartesian phi- 
losoplues following in the wake 
of Rene Descartes. 

2. I have omitted this very large 
number of citations in the pas- 
sages 1 have quoted from her 
study. Reader-specially 
those in adult education con- 
texts--are urged to consdt the 
very rich body of evidence she 
has presented for her claims 
about post-modernism. 

3. Cf. the important footnote in 
Rosenau (1992) on p. 95: 
"Hanna Pitkin's (1967) consid- 
eration of representation antici- 
pates much of what is today 
considered post-modem. Her 
work, especiaIly her definition 
of representation as the repre- 
sentation of something not liter- 
ally present appears to have in- 
spired post-modem political 
science." I have italicized the 

words representational, repre- 
sentation, re-presentation, rep 
resentative, represented, and 
representationalism in every 
place they appear in this paper. 
Since the concept of repre- 
sentation is the most central tar- 
get of the post-modernists' un- 
relenting assaul k, and since 
democracy as we have known it 
in the United States is (alleg- 
edly) representational, this 
means that representative de- 
mocracy has become their tar- 
get as well. 

4. See Stanage (1987, pp. 295, 299): 
"'Metaphorizing ' comprises the 
phenomena of the process of 
disclosing. uncovering, and cre- 
ating new perspectives of the 
adult eductions of person. A 
metaphor is first the felt mean- 
ing of the originative language 
of active judgment. See Chapter 
8. For discussion of the concept 
of the "adult eductions of per- 
son" see pp. 394-395, and pas- 
sim. 

5. The term 'consciousing' is used as 
a present participle, and con- 
structed from the Latin, con, 
with, together, and scire, to 
know. Hence 'consciousing' in- 
tends knowing-together, or 
knowing in such intimate form 
that all knowing and all cogni- 
tive activities of persons are 
constituted partly through it. 

6. Consider this passage in Robert C 
Neville (1992): "The American 
tradition has a solid commit- 
ment to learning what experi- 
ence is from learning, not from 
any h d  of pure reasoning. Just 
as Western European thought 
has nqected the a priori ap- 
proach, most forms of Chinese 
and Indian thought have never 
expected it." I discovered this 
excellent study of post-modern- 
ism, and the author's criticisms 
of both modernism and post- 
modernism, as I was complet- 
ing tlus paper. In Nevdle's ex- 
tended discussion of Peirce, and 

what he terms the American tra- 
dition of "speculative pragrna- 
tism," it is clear that Peirce's 
work, especially lus phen* 
menological investigations, his 
theory of signs, and his meta- 
physics are central to what is 
here called "the American tradi- 
tion." 

7. Much work in adult education is 
intended to be remediational in 
a very positive sense: assisting 
adults cope with their lives in 
their everyday worlds through 
ways and means not previously 
used by them; but there are 
higher levels of positive reme- 
diation as well, for example pre- 
sent day focus on workshops, 
special seminars, and courses in 
"critical thinking" and learning 
how to learn. In these cases, I 
would sav that some verv crea- 
tive adult educators ha& real- 
ized that education in the mod- 
ernist sense has become 
increasingly inf ormationspe- 
cific and therefore has paid the 
catastrophic price of losing the 
vision of how genuine thinking, 
knowledge, and understanding 
are fused. Realizing this, these 
adult educators have sought to 
remedy this loss by focussing on 
"critical thinkmg" and learning 
how to learn, even when these 
phenomena are necessarily al- 
ways present in the richness of 
genuine thidmg. 

8. I believe that a great many excel- 
lent dissertations could be writ- 
ten in adult education gener- 
ally, and on topics in adult 
learning in particular, using 
Peircean semiotics, his theories 
of icons, indices, and symbols, 
to analyze the language(s) of 
adult education and adult leam- 
kg. Of course, post-modernists 
critiques of adult learning could 
be excellent candidates for sig- 
nificant dissertations as well. 

9. For Peirce the search for knowl- 
edge and the conduct of per- 
sons' lives in community prw 

-. . . . - . - - 
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ceed through experimentings 
(and experiencings, inasmuch 
as these two concepts have the 
same Latin rootage) within na- 
ture since any form of alleged 
separation of persons, the com- 
munity of persons and nature 
claimed to be effected through 
the insulations of technology 
and mere acquisition of infor- 
mation, for example, is only a 
falsification of thinking in the 
quest for knowledge. The genu- 
inely creative, inventive, and 
discoverive phases of these ex- 
perimentatings (and experienc- 
ings) are what he repeatedly 
called abduction, hypothesis, 
and retroduction (See St anage, 
1992). The person engaged in 
"thinking from many angles" is 
engaged in a thought experi- 
ment moving through one or 
more of these phases. 

10. See Peirce, C.S. (1931). The con- 
ventional method for citing the 
Collected Papers is to indicate 
the volume number to the left of 
the period and the paragraph 
number in that volume to the 
right of the period. I use this 
method throughout this discus- 
sion. 

11. Peirce's theory of signs as 
semiotics articulating this tri- 
adic relationshp is often con- 
fused with, or thought to be in- 
terchangeab le with, Ferdinand 
de Saussure's sen~iology based 
on a dyadic relationship of sig- 
nifier / signified relationship. 
The di fierences between these 
two theories of signs are of the 
great& moment in th s  discus- 
sion. Saussure's semiology 
" d m  not account for . . . that 
whch determines the sign's 
meaning, the relation of the 
sign's object or signified to its 
interpretant . . . Jlt designates) 
as an unbridgeable gap in the 
system . . . Peirce gves us a defi- 
nition of a sign that adds to the 

sign/ object, signifier / s ipfwd 
relationship the interpretant, a 
sign in the mind, and he argues 
that this triadic relationship is 
irreducible and always has 
meaning. In fact, meaning is the 
medium, the mediator, the 
ground by which we experience 
sign / object relations" (Sheriff, 
1989, pp .57-58). 

I believe that there is great irony 
in the fact that Saussure's 
semiology is central to much of 
the post-modernist's sweeping 
assaults against modernism. 
His theory of signs leaves th~s 
uncrossable gap between some- 
thing signifying something 
such that the relationship is to- 
tally without meaningful inter- 
pretations. Language therefore 
means both anything and noth- 
ing since it has no relationshp 
to, no checks and balances 
within, nature, Yet, using this 
dyadic theory of signs, most 
post-modemists polemicize 
against technology and all 
tlungs unnatural! 

With Peirce's semiotics, his tri- 
adic theory of signs, the result is 
quite different. His theory rec- 
ogruzes signs to be geared into 
the natural being of persons' 
worlds and their natural envi- 
ronments (see fn. 12 below). 
With it he was able to critique 
most of the West's most soplus- 
ticated philosophy of modem- 
ism (until his death in 1914), an- 
ticipate most of the contem- 
porary pos t-modernists' cen- 
trally relevant criticisms of 
modemism, and offer a theory 
of s i p  which undercuts and 
negates most of their relentless 
assaults against foundational- 
ism and representationalism, 
for example. 

The views Peirce o f f e d  in Ihe 
following passages (and reiter- 
a ted many times throughout his 
life) are vital to his theory of 
signs: "In examining the reason- 
ings of thm physicists who 
gave to modem science the in- 
itial propulsion whch has in- 
sured its health ever since, we 
are struck with the great, 
though not absolutely d d i v e ,  
weight they anowed to instinc- 
tive judgments. Galileo appeals 
to il lume nabale at the most 
critical stages of his reasoning. 
Kepler, Gilbert, and Harvey- 
not to speak of Copernicus-- 
substantially rely upon an in- 
ward power, not sufficient to 
reach the hvth by itself, but yet 
supplying an essential factor to 
the influences carrying their 
minds to the truth" (1.78); "It is 
certain that the only hope of [ab- 
ductive, hypothetic, and] retrw 
ductive reasoning ever reaching 
the truth is that there may be 
some natural tendency toward 
an agreement be tween the ideas 
which suggest themselves to the 
human mind and those which 
are concerned with the laws of 
nature" (1 -81); "[Abductive, hy- 
pothetic and retroductive rea- 
soning go] upon the hope that 
there is sufficient affinity be- 
tween the reasoner's rnind and 
nature's to render guessing not 
altogether hopeless, provided 
each guess is checked by com- 
parison with observation. It is 
true that agreement does not 
show the guess is right; but if it 
is wrong it must ultimately get 
found out" (1.121); and ". . . 
[Elvery scientific explanation of 
a natural phenomenon is a hy- 
pothesis that there is something 
in nature to which the human 
reason is analogous; and that it 
really is so all the successes of 
science in its applications to hu- 
man convenience are wit- 
nesses" (1.316). , , 
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Demomatizing Educational Research or Why is 
Our Nation Still At Risk After Ten Years of 

Educational Wmz? 

Introduction 

I t was with considerable inter- 
est and concern that I read in 
the "Point of View" section of 
the April 7, 1993 issue of T h e  

CIlranicle of Higher Education an es- 
say entitled "Enhancing the Federal 
Role in Research on Education" 
written by Diane Ravitch, former 
Assistant Secretary for the Office of 
Educational Research and Improve- 
ment. Among other t h g s  she ob- 
served: 

Although most of OERI's 
programs have particular 
Congressional protectors, 
educational research and 
development as a whole 
has few friends in Congress. 
Because it gets so little 
money, it has little stature 
compared to programs that 
dispense billions. As I 
knocked on Congressional 
doors seeking a champion, 
most Congressmen said 
that educational research 
was just a lot of jargon, that 
it had little of value for 
teachers, and that we al- 
ready know all we need to 
know. I knew that there was 
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some truth in this stereo- 
type, but I also believe that 
the low esteem accorded 
educational rewarch and its 
chronic lack of funding has 
driven first-rate researchers 
to other fields. 

After commenting on the poli- 
tics of educational research and 
identifying some accomplishments 
of OEM during her tenure, she con- 
cluded: 

We need a stable, long- 
range program of research 
and development to accom- 
pany, monitor, and im- 
prove our nation's invest- 
ment of hundreds of 
billions of dollars each year 
in education. We will never 
have such a program until 
the turf fighting ends and 
the agency is accorded the 
discretion and the money 
that it needs to attract a 
first-rate staff. 

The purpose of ths article is to 
offer an alternative explanation of 
why OERI, and educational re- 
search in general, has such a low 
status and its connection to educa- 
tional reform is so remote. I shall 
argue that "instituting rigorous 
quality controls for research," and 

"attracting first-rate well qualified 
researchers" are not likely to in- 
crease the friends that research and 
development has in Congress or 
change the perception that educa- 
tional research is a lot of jargon 
which has little value to teachers, 
because it assumes that rewarch and 
the knowledge that results from it is 
produced and legitimated by ex- 
perts who then ~nforrn others on 
"what we know" and "what we 
need to know ." Tlus top-down, her- 
archical, authoritarian, or what Ar- 
thur Wirth (1989) has called "the 
techwratic control" model "is do- 
ing us h" because it is based on an 
inadequate consideration of the irn- 
portance of the context in which 
educational research is conducted 
and its results communicated and 
utilized. 

Is our Nation Still at 
Risk After Ten Years 
of Educational 
Reform? 

In an introductory comment to 
an article by Terrel H. Bell, "Reflec- 
tions One Decade After A Nation at 
R i s k  the editors of the April, 1993 
issue of Phi Delta liappan note, 
"Lookmg back over the past decade, 
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Mr. Bell concludes that the top- 
down reforms characteristic of the 
Eighties were, for the most part, in- 
effective" (p. 592). Bell (1993) gws 
on to say: 

The top-down initiative by 
the states failed to come 
anywhere near to meeting 
the expectations of those 
who sponsored the legisla- 
tion. And we soon learned 
that gains in student 
achievement, deches in 
hgh school dropout rates, 
and other desired outcomes 
cannot be attained simply 
by changing standards and 
mandating procedures and 
practices. A much more 
massive, systemwide effort 
is required that engages 
parents, neighborhoods, 
and communities. We had 
placed too much confidence 
in school reforms that af- 
fected only six hours of a 
child's life and ignored the 
other 18 hours each week- 
day plus the hours on week- 
ends and holidays. (p. 594). 

What I would point out about 
the above quotation by Bell is that an 
important group that also must be 
engaged in educational reform 
and /or restructuring is the teachers 
and other cducational professionals 
whose task is to implement the re- 
forms. 

In an introductory comment to 
an article by Emeral A. Crosby in 
*'The 'At-Risk,' Decade," the editors 
of the same issue of Phi Delta Kappan 
remark, "Ten years after A Nation at 
Risk, we stdl lack the will and the 
commitment to reduce the risks that 
imperil our children, Mr. Crosby 
maintains." Crmby (1993) observes: 

A careful scrutiny of educa- 
tional practices in schools 
today reveals an appahg 
gap between the rhetoric of 
equal opportunity and the 
reality of practice. Schools 
do not extend the same kind 
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of justice and opportunity 
to at-risk students as they 
give to the chldren of the 
socially and econornicdy 
w e l l ~ f f .  Some who, with all 
the techcal ingenuity that 
we Americans possess, we 
have not been able to pre 
vide all students compara- 
ble access to talented, 
knowledgeable, and skilled 
teacherenor have we allo- 
cated resources for infra- 
structure and technology in 
a way that ensures that all 
facilities are comparable. 
(p.599). 

Mr. Crosby (1993) concludes: 

In the land of the free and 
the home of the brave, it is 
astounding that we do not 
have courage enough to do 
what we need to do. Ten 
years after A Nation at Risk, 
we still lack the will and the 
commitment to reduce the 
risks that imperil our chil- 
dren. (p. 604). 

Olson and Rothman (1993) ob- 
serve "after a decade of effort, most 
reforms are still identified with a 
handful of prominent individuals 
and have not become common cur- 
rency w i t h  the education cornmu- 
nity as a whale." (p. 17). 

C h c h y  (1993) suggests that: 

even we demmratically 
minded reformers may not 
yet be asking the truly im- 
portant questions. It is all 
too possible that neither we 
educators nor (so far) the 
Clinton Administration are 
responding to the real prob- 
lems that face this society- 
incread poverty and 
homelessness, the collapse 
of the inner cities and the 
creation of drug-ridden ur- 
ban killing zones, the ongo- 
ing destruction of the natu- 
ral and manmade 
environments, and the 

Th~eshoIds in Education 

spread of unemployment 
and economic and m i a l  
despair. And we are per- 
haps particularly ignoring 
the vast changes in the 
structure of the American 
family. We have yet to ad- 
dress the problems of single 
working mothers with no 
child support, of teenage 
mothers, of children whose 
older brothers and sisters 
have been killed out on the 
streets, and of children be- 
ing raised by grandparents. 
(p. 61 1). 

k r s t  (1993) observes that: 

The U.S. system of public 
education has been a crucial 
element in unifying a nation 
of imrnigran ts, producing 
the ranurn from the pluribus. 
More immigrants entered 
the U.S. in the two decades 
between 1970 and 1990 than 
in any previous 20-year pe- 
riod. Consequently, the 
need to teach community 
values and concepts is just 
as urgent as it was during 
the rise of common schmls 
at the turn of the century. If 
the public schools do not in- 
clude the vast majority of 
our chldren, the only other 
common transmitter of our 
culture wi tl be television. 
And so far television does 
not swm to have had a posi- 
tive influence on American 
youth. 

We have lost much of the 
national cohesiveness that 
the common school crusad- 
ers helped to create. Today, 
powerful and well-organ- 
ized interest groups- 
whether labor, business, or 
agricul ture--have no incli- 
nation to unite with other 
segments of the community 
to explore differences and 
work toward the common 
good. Although the leaders 



of these interest groups are 
not irresponsible, they have 
dweloped attitudes that 
make collaboration with 
others almost impossible. 
Since each group feels that 
it is not getting what it de- 
serves, the leaders are in no 
m w d  to work with others 
to shape a constructive fu- 
ture. (pp. 615-616). 

Democratic Values 
and National 
Cohesiveness 

It is fashonable today for some 
to argue for what they refer to as a 
"post-modem" view of the world 
and education. Pignatelli (1993) 
notes, "there seems to be no more 
hdarnmta l  and vital a principle 
marking our modernity than a belief 
in social progress through the 
broadest cultivation and application 
of reason." (p. 8). He also identifies 
"three strong views of the term 
'postmodern,"' and quotes 
Fritzman (1990) suggesting that it is 
best characterized, succinctly, as  
"the consistent introduction of dis- 
sensus into consensus." (p. 8). Along 
these lines, she argues, a postrnod- 
em education would involve "the 
search for new ideas and concepts 
which disrupt and destabilize pre- 
viously existing consensus." (p. 8). 
"Yet it is also true," says P i p t e l l i  
(1993), "that postmodemism, pre- 
cisely because of its subversive ap- 
peal, its movement toward disen- 
gagement rather than commitment 
and solidarity, risks, as Nicholson 
(1989) observes, 'nihilism on the one 
hand, and apologies for the status 
quo on h e  other."' (p. 9). 

It is here that we locate what I 
take to be a major reason why our 
nation is still at risk after ten years of 
educational reform. In various 
ways, we may have placed so much 
emphasis on our differences that we 
have lost sight of those tlungs that 
bind us together. This has led to dis- 

engagement rather than commit- 
ment and solidarity. And has not 
permitted us to bring about signifi- 
cant educational reform. 

It might be informative to re- 
view some of the insights one of the 
greatet common school crusad- 
ers-Horace Mann-had about na- 
tional cohesiveness. Lawrence A. 
Cremin (1957) in his "Horace 
Mann's Legacy" (p. 8) observes that: 

Mann was tremendously 
impressed with the hetero- 
geneity of the American 
population. He marveled at 
its vast diverity of social, 
ethruc, and religious groups 
and manifested concern lest 
conflicts of value rip apart 
the body politic and render 
it powerless. Fearing the de- 
structive possibilities of re- 
ligous, political, and class 
discord, he sought a com- 
mon value system which 
might undergird American 
republicanism and w i t h  
which a healthy diversity 
might thrive. His quest was 
for a public philosophy, a 
sense of community whch 
might be shared by Arneri- 
cans of every variety and 
persuasion. h effort was 
to use education to fashion 
a new American character 
out of a maze of conflicting 
cultural t radiiions. And his 
too[ was the common 
school. (p. 8). 

. . . Thus, public-r com- 
mon--schools can teach 
such publicly accepted vir- 
tues as brotherly love, kind- 
ness, generosity, amiability, 
and others, leaving to home 
and church the task of 
teachmg the differing pri- 
vate sectarian creeds whch 
sanction these virtues. (p. 
14). He also thought that 
public control of the com- 
mon schools was the means 
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for d e h g  tlus common 
value system. 

Conclusions 
I have explored elsewhere 

(Radebaugh, 1991) some of the 
meanings that have come to be at- 
tached to the term "democracy" (or 
republicanism as Mann would say), 
some research procedures that 
might be used for identifying basic 
democratic values, and the results of 
some rewarch intended to identify 
basic den~ocratic values. Out of a list 
of 26 basic democratic values this 
research identified I shall mention 
only two uf them here: 

1) Using knowledge and reflec- 
tive human thought to pro- 
mote the welfare of all men 
and to build a better world. 

2) Encouraging tho* affected by 
a decision to have a voice in 
m a h g  that decision and as- 
suming responsibility for the 
consequence of that decision. 
. . . (pp. 34) .  

I t  is not my intent to argue 
against theeffort togain new knowl- 
edge in education or the importance 
of experts in this regard. I shall, 
however, suggest that some group 
or institution, perhaps OEM itself, 
perhaps colleges of education, 
should focus increased attention on 
what we do with the knowledge we 
already possess, develop political 
strategies intended to marshal com- 
mitment from the people to the im- 
portance of a high quality education 
for everyone based on the best 
knowledge available, and consider 
the possibility that education is so 
important that the people do not 
want to turn it and our future over 
to "experts" but want to participate 
in deciding what it should be them- 
selves. 

I also propose that one of the 
major reasons that teachers see little 
value in the results of a great deal of 
educational research is that it is 
often "imposed" on them by legisla- 
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tive decree or administrative fiat. 
Ttus approach contradicts demo- 
cratic value number two described 
above. They have no sense of own- 
ershp of it, no commitment to it, 
and, in fact, devise ways to ignore or 
subvert it. The result is an antago- 
nism toward new knowledge--a 
great tragedy for educational re- 
form and its hope for the improvc- 
ment of the quality of education for 
all the people. 

I t  wems to me that if we want to 
improve the status of educational 
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Synchronic Reliability in Qualitative Reseavch 

Introduction 

T his article outlines the 
methodology employed 
during a six month period 
to integrate quantitative 

and qualitative research results. The 
research project was designed to 
study educational issues through 
the use of "directed" focus groups in 
which small groups of individuals 
c b m s s  a speclfic topic in detail. The 
procedures employed to verify the 
reliability and validity of the data 
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for establishing numeric validity of with respect to home-school 
the data gathered is outlined. communication about home- 

In January of 1993 the writer work in general education 
was hred by a research group to classes? 
help study the problem i f  hdrne- 
work assigned to students with mild 
learning disabilities upon their in- 
troduction to "normal" classroom 
settings. Traditionally, these "main- 
streamed" students have difficulty 
with regular classroom homework 
and the grant funding allocated to 
this study was designed to investi- 
gate this topic through the use of 
qualitative research methods. 

3. What are the relevant positive 
experiences with home-school 
communication about h o m e  
work in general education 
classes? 

Note: positive experiences were 
not included in the validation proce- 
dure because the team decidd that 
ths question would be addressed in 
a different stage of the research 
process. 

The four person team planned 

used to analyze the data are de- 
tailed. This author employed the 
term "synchronic reliability" to in- 
dicate the same observations uf 
three team coders (individual team 
members who gathered and then 
analyzed the data) over a period of 
time. Areas represented cover how 
preliminary ("summary") lists gen- 
erated from facilitators' (those who 
led the focus groups) notes were 
used by coders (those who analyzed 
the data) in r e a h g  the focus group 
transcripts. The proces employed 
co-coding (two coders whose task 
were to independently analyze the 
data) to insure both clarity and accu- 
racy of the embedded information 
revealed in the descriptive process. 
And finally the function of a third 
"reliability" coder who both veri- 
fied accuracy and provided the basis 

Qualitative 
infamation has 

therefore been seen 
as reliable through 
this quantification 

process. 

There were three main research 
problems the team needed to have 
answered via the use of focus 
groups: 

1. What are the problems in com- 
municating with parents, and 
other school staff, about home- 
work assigned to students 
with mild disabilities in gen- 
eral education classe? 

2. What are the expectations of 
parents, and other school staff, 

purpose of tlus pr;ject;"directed fo- 
cus groups" can be defined as a pro- 
cedure through which participants 
are asked a speckc number of pre- 
determined questions through the 
use of a script. The team consisted of 
three female researchers and the 
writer. One held her doctorate in 
Special Education and acted as the 
team leader. Another was putting 
the final touches on her doctoral dis- 
sertation and the third had a back- 
ground in special education as an 
undergraduate. All three had exten- 
sive training in quantitative re- 
search methodology. None had any 
experience directing focus groups, 
the main method chosen for gaiher- 
ing data in this project. The agency 
sponsoring tlus research had mini- 
mal experience in conducting this 
h d  of work and tended to view 
qualitative research suspiciously. 
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The writer had a background in 
helping to facihtate focus groups in 
the advertising business. Addition- 
ally, as a doctoral student in Adult 
Continuing Education, he had cho- 
sen to specialize in qualitative re- 
search techniques as part of his prac- 
tice, His function was to help create 
the format used to facilitate the fo- 
cus groups, gather data, and analyze 

+ their meaning. 
It  became quicWy apparent to 

the team that in order for the spon- 
soring agency to feet comfortable 
with this new process, a rigorous 
design for determining reliability 
had tu be created. This article will 
outline t h s  design and propose that 
it represents a useful blending of 
qualitative and quantitative tech- 
niques that can be applied in a num- 
ber of research settings where a 
quantitative, cross referenced sup- 
port for reliability inqualitative data 
interpretation is desired. A specific, 
predetermined, questioning script 
was utilized by the "directed" focus 
group to elicit consistent comments 
and observations of the areas of re- 
search concern. This was done in 
order to gain data in a structured 
manner that would also ease the 
process of coding and narration of 
salient datum revealed in the ~ o u p  
discussions. What this means is that 
the script acted a s  an outline de- 
signed to cover the three main topics 
of: problems in communicating 
over the issue of homework; expec- 
tations of the participants involved 
in the homework process; and rec- 
ommendations for change. Using a 
script thereforecreated a situation in 
which a number of important areas 
of concern were targeted in a way 
that allowed for the consistent free 
flow of participant observations. 

f ie  process that was devised 
employed the talents of two team 
members as coders {analysts of tran- 
script information) who did "paral- 
lel" reading (which can be described 
as both people reading the same 
transcript data at the same time) to 
dissect the raw data presented in the 

tranxripts of the directed Emus 
groups. Both coders would then 
work together to create a common 
list from their findings whereas dis- 
agreement between them over em- 
bedded meanings was negotiated to 
a common consensus. Finally, the 
design arrangement incorporated a 
third reliability coder in order to 
verify both the accuracy of co-coder 
observations and forge a final con- 
sensus. This process evolved after 
much discussion witlun the re- 
search team and will be detailed in 
the methods section of this article. 

What is significant 
about the method 
of qualitative 

research used by 
this research group 
is not the tnannsr 
in which the data 
were elicited but 

the method used to  
code and check 

reliability of the 
focus group 

findings. 

The subject of how to judge 
truth has been around a long time. If 
one takes as your "slogan Nietzche's 
contention that there is not truth but 
only a1 array of interpretations" 
(Armstrong, 1990), then the task a 
researcher has when he ar she be- 
gins to interpret data becomes 
daunting. This becomes d~ubly  so 
when interpretation involves the 
blending of two diametrically op- 
posed research paradigms. Qualita- 
tive research "concentrates on 
work and observations to express 
[a sense of] reality and attempts to 
describe (the perceptions] of people 
in natural situations. By contrast, the 
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quantitative approach grows out of 
a strong academic tradition that 
places considerable trust in num- 
bers that represent opinions or con- 
cepts" (Krueger, 1988). Given the 
fact that the majority of the team 
was heavily steeped in the quantita- 
tive approach, the techniques of 
data interpretation chosen had to be 
rigorous in order to overcome the 
sponsoring agency's natural ten- 
dency to view with suspicion quali- 
tative data. As a result, the team 
spent a great deal of time and effort 
in addressing the question of reli- 
ability of both the team's obsenra- 
tions and the level of success. For the 
purpose of this paper, the term 
"synchronic reliability" (Kirk & 
Mller, 1986) has been adapted to 
refer to the process the team devised 
to clarify the obsenation and inter- 
pretation we gave to the data gath- 
ered in the course of our research. 
Synchronic reliability refers to the 
stability of an observation through 
time (Kirk & Miller, 1986). For the 
purpose of this article this limited 
dehition was extended to include 
observer stability between individ- 
ual coders analyzing data over the 
duration of the research cycle. 

Method 

Subjects 

The subjects for the directed fo- 
cus groups were parents of students 
with mild learning disabilities, and 
the special education and regular 
education teachers who work with 
them. The average focus group was 
made up of five individuals and the 
subject groups were not mixed. That 
is to say if the group was made up 
of parents, no teachers were present, 
and so on. The fwus groups were 
directed by two team members who 
acted both as moderators of discus- 
sion and coders of data. The groups 
ran for an average of two hours in- 
cluding the mid-point break. 



Procedure homework in the mainstreamed 

The procedure for recording 
data was to both tape record the 
group discussion, from which tran- 
scripts were created, and write fa- 
cditator notes. 'ITtee notes listed the 
information generatd by the group 
under categories of "Problems" 
(What problems are your kids hav- 
ing with homework in the main- 
streamed classroom?), " Expecta- 
tions" (What help do you expect 
your child to get with homework 
problems in the mainstreamed 
classroom?), and "Positive Experi- 
ences." (What have you found to be 
the best experience you have had in 
regards to the practice of giving 

classroom?). 
During the mid-session break, 

the moderators spent roughly fif- 
teen minutes to meet and check their 
lists against each other. Tlus time 
was used to allow the two team 
members to combine their initial ob- 
servations. This new list was then 
re- written in order to incorporate 
both team members' observations. 
After this was done the newly 
merged record of problems would 
be read to the participants d t e r  
which all would be asked to clarify 
o r  correct any issue inadequately in- 
terpreted or recorded by the mod- 
erators. They would then be asked 
to indicate, by raising their hands, 
whether each difficulty was one 

Exhibit I 
Research Model Flow Chart 

L> combined list- > l i s t  > list 
Fvrmed during r e a d  to clarified fi 

break v o t e d  o n  1 

Focus Group -) FG tape > moderator one- 

L> o l d  iwstues -> c u r r e n t  issue. - ) erpectations- 
from previoue checked against checked & 
PGs prcmcnted old issues clarified 

(PC) recorded r r ioter  
m e e t  a 

I> after FC - > b o t h  m a d e r a t o r . r  -> one s e t  or 
debriefing done s p - t t h e a i r e  note. note. c r e a t e d l  

- 

L) finding. are -> trmnsrripl informalion -> rcaults - 
summarized categorized aEainat liet 

transcript pulled first results l i a t  modified 

1 

> l o d e r a t o r  t w o -  
not-en 

L> qn,tstiana noted - > m l l  parties meet -> f i n a l  l i n t -  
by t o p i c  b location to compile f i n a l  used b~ 
number i n  script list third coder  

to determine 
reliability 

I 
L> f i n a l  consenmum - > numeric value of reliability 

is negotiated by is determined and summarized 
all p a r t i e s  inrolved (aee Table I) 

they themselves had experienced. 
Problems were modified a s  needed, 
and the count of participants experi- 
encing each would then be re 
corded. This dormation was then 
incorporated into the Cinal results of 
the focus group in order to confirm 
the relative importance of the vari- 
ous points raised. The research team 
felt that it was important to isolate 
problems deemed important by 
only one participant from those sup- 
ported by many in order to d e h e  
the groups level of internal consen- 
sus. A validation of problems gener- 
ated by previous focus groups 
would also be conducted. The re- 
search team's data base was built up 
by presenting previous problems, 
expectations, and recommendations 
to new fwus groups to see if these 
new participants agreed (through 
voting) with the what other groups 
had said. T h s  validation procedure 
thus was wen hy the research team 
as  another means of re~nforcing pre- 
vious focus group observations, 
thus enhancing the "synchronic" 
nature of this investigation. The lists 
used for validation were summaries 
of all problems generated by pre- 
ceding focus groups of the same tar- 
get population (parents, special 
education teachers, or general edu- 
cation teachers). Later in the discus- 
sion, the list of expectations was 
member checked using a similar 
voting process. The focus group 
participants were also asked to clar- 
rfy or correct the expectations re 
corded by the facilitators during the 
group discussion. Jinmediately after 
the focus group, or very soon there- 
after, each moderator/ facilitator 
was required to independently re- 
cord their observations in debriefing 
comments that usually covered 
what went well and what didn't 
while also addressing what needed 
to be done differently. The modera- 
tors then synthesized both sets of 
debriefing notes into a single, final 
set of notes. By comparing notes 
taken during the focus group and 
then collaboratively compiling a set 
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of preliminary, "summary" results 
(lists broken down under the three 
categories of problems, expectations 
and recommendations) the team 
had common information on which 
to base it's initial analysis. Once the 
written transcript of the focus group 
discussion was completed, each 
group's two moderators (who now 
become co-coders of the fwus group 

7 data) would then independently 
analyze the transcript, using the 
"summary" results previously out- 
lined as a check off list. As the tran- 
script would be read by the co- 
coders, each piece of ~nformation 
would be placed against one of the 
three categories, the relevant piece 
of information would be checked 
off against the preliminary results 
list, and the point in the transcript 
where the information was found 
was labelled along with the appro- 
priate item from the "summary" list. 
It should be noted that the tran- 
scripts were structured to have each 
line labeled with a h e  number and 
adequate space to the right of the 
line was provided for cc-coder notes 
to be placed. Having numbered 
lines facilitated later retrieval of data 
when questions were asked about 
the value of various coder observa- 
tions. 

If datum in the transcript was 
not discovered on the preliminary 
results list, that piece of information 
would be added. Modifications 
were similarly made, such changes 
were then noted in the preliminary 
results. Germane quotes, such as in- 
sightful participant observations, 
were then hghlighted on a separate 
inventory whle  being identified by 
topic and location in the transcript 
(location designated by the num- 
bered lines noted earlier). This was * 
done to assist future publication 
writing and had no bearing on "syn- 
chronic" reliability--but it remains 
a useful suggestion to other re- 
searchers. 

The co-coders (moderators) 
would then meet, use each co- 
coder's modified list, and compile a 
final set of results. Any points of 
agreement or disagreement that ap- 
peared across co-cders analysis 
were noted. In cases of disagree- 
ment, the relevant part of the tran- 
script was re-read, and consensus 
would be achieved through negotia- 
tion between the two co-coders. It 
should be noted that the co- coders 
took great pains to avoid win/lose 
situations. Agreement over data in- 

terpretation involved much give 
and take but both co-coders were 
able to come to consensus without 
disruption to the c h g  process. 
The consensus list was then gven to 
the third reliability coder in order 
for that person to confirm that all 
salient points had been found. Any 
undiscovered points were then 
highlighted and used to g v e  a nu- 
meric reliability label to the findings 
(see Exhibit I and Table 1). A final 
list of all findings was then written. 

Table 1 

Reliability Check for: General Education Focus Group #2 I 
i Date: 2/25/93 
' Oripnal Coders: Researcher One/Two 
i Reliability Coder: Researcher Three 
i Justification By: TWO/- 

Summary I 
Problems 

I 

I Problems calculated on 32 items: 32 items on the Final Results 
I list, one deletion as not applicable made by the team (#33) while 

the reliability coder made no additions. All Items found as an in- , 

: dependently created list were merged with the 32 items listed in 
I the final results list with no disagreements. 

! 

I Total disagreements prior to consensus=O 
I Total disagreements after consensus=O 
! 

Expectations Calculated on 10 (10 on the final results list, no ad- 
' ditions made by the reliability coder). 

i 
; Total disagreements prior to consensus=O 
1 Total Disagreements after comensus=O 

I Expianation of Disagreements 
I Problems: No disagreements found. 

Expectations: No disagreements found. 

Post Consensus 

Problems: All validated. 
Expectations: All validated. 
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Results 
At the time of writing tlus article 

(early September, 1993) research i s  
continuing on this project. There 
will be a final fwus group made up 
of parents, special education-regu- 
lar education teachers, and school 
administrators whose task it will be 
to make recommendations for irn- 
plementing change regarding poli- 
c ia  and procedures involving the 
use of homework in mainstreamed 
classrooms. What has been deter- 
mined to date is that the level of 
information gained from the pre- 
liminary focus groups has been sig- 
nificant, vahd, and reliable. Addi- 
tionally, positive feedback on this 
method has been received through 
presentations at special education 
conferences. Qualitative informa- 
tion has therefore been seen as reli- 
able through ths quantification 
process. 

Discussion 
Special education has tended to 

be dominated by the use of quanti- 
tative methods in gathering re- 
search data whle also traditionally 
viewing qualitative observations 
with suspicion. What has seemed 
significantly different to those spe- 
cial education researchers aware of 
our process of data analyzing has 
been the two coders involved. Typi- 
cally this sort of work is done by a 
single coder. The dialogue built into 
h s  new system of coding clarifies 
the sigruficance of coder observa- 
tions, gains consensus through vali- 
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spect to home-school comrnunica tion about homework in general 
education classes? 

i 3.What are the relevant positive experiences with home-school com- 
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dation of respondent's comments or searchers involved in this on-go- 
observations, and uses a third reli- ing project. 
ability coder to insure that the obser- 
vations made are both consistent 
and reproducible. Conclusion 

What is sigruficant about the 
method of qualitative research used 
by this research group is not the 
manner in which the data were elic- 
ited but the method used to code 
and check reliability of the focus 
group findings. By meshing the tal- 
ents of two co-code- who were also 
the focus group facilitator/ modera- 
tors, full and detailed observations 
were formed. With the introduction 
of the third reliability coder obser- 
vation clarity was further enhanced. 
Finally, with the use of a formalized 
checking process designed to check 
the reliability of all three coders 
through a post hoc ranking of the 
most pertinent problems brought 
up in the focus group, a fonn of 
quantitative interpretation was in- 
troduced. This mix of qualitative 
data gathering and quantitative reli- 

Researchers who employ only 
quantitative or qualitative para- 
digms can bmefit from collabora- 
tion with those working in the op- 
posing sphere. The ultimate pur- 
pose of research is to gain as much 
useful, valid and reliable data as 
possible. Using this research ap- 
proach provides dual data input, 
both quantitative and qualitative, 
thereby increasing overall informa- 
tion utility. A research methodology 
such as the one outhed in this arti- 
cle should provide an effective 
model for creating an awareness of 
the gain acknowledged through col- 
laboration. The resulting balanced 
approach to investigating issues of 
inquiry leads to open dialogue and 
deeper understanding of the topic 
being addressed. 

a b h 6  verificition Satisfied the re- 
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An Analysis of fiowledge Pruduction and 
Organizational Change Within Four Approaches to 

Human Resource Development 

I n a paper delivered to the 
Shanghai Second institute of 
Education in 1992, Phyllis 
Cunningham attempts to an- 

swer the question of what has be- 
come of workers' education. She as- 
serts that adult education in the 
workplace has included itself as a 
specialized curriculum within the 
university system, "for legitimiza- 
tion through educational credential- 
ing," (Cunningham, 1992). Conse- 
quently, workers education has 
been reconceptualized into the 
broader ficld of human resource de- 
velopment (HRD), or what Cun- 
ningham calls "learning for eam- 
ing," (Cunningham, 1992). Cun- 
ningham points to the vocationali- 
za tion of educational institutions, as 
well as the increased allocation of 
government training funds to busi- 
ness and industry, as evidence of the 
shift away from the tradition of 
workers' education to HRD as a 
means to increase the GNP (Cun- 
ningharn, 1992). 

Hellyer and Schulman explain 
> the crosspurpo~s of HRD and 

workers' education: "HRD is based 
in part on human capital theory and 
focuses on employer and produc- 
tion-limiting education for the 
working class to personal develop- 
ment and job skills. HRD is not, in 
our view, the major thrust of work- 
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Thornas J .  Vincere is a docforal sfttdolt  in Adult Cotitinuing Education, 
Department ofledcrship and Educatiottnl Policy Studies, College of 
Education, Norf Aerrr Illinois University, DeKalb, Illinois. 

ing-class education (because it) un- 
derestimate(~) the extent to whch 
workers and their allies unite by us- 
ing education ... to create alternative 
business structures in whch to 
work ... to bring about change in the 
workplace and in the wider social 
context," (HeIlyer and Schulrnan, 
1991). 

Cunningham cites a 2986 sur- 
vey of the demographc make up of 
Fortune 1000 companies to demon- 
strate how HRD has become a deter- 
rent to democratizing the work- 
place. "Of the 1708 senior executives 
reported, eight were female, three 
were black males, and 99.4 percent 
were white males. Dms ths suggest 
that democratization of the work- 
place is being accomplished 
through HRD?" (Cunningham, 
1992). 

Furthermore, Cunningham in- 
dicts adult educators as accomplices 
to the abdication of workers' educa- 
tion. She reviews the literature over 
the last twenty years and identifies 
four consecutive approaches to 
HRD competing with adult educa- 
tion: Taylorism and human capital 
formation; the critical humanists; 
the developmental workplace; and 
the feminist international critique. 
Cunningham argues that adult edu- 
cators have embraced these ap- 
proaches whle failing to examine 

the assumptions that underlie them 
(C unningham, 1992). "Complicity 
with an unexamined HRD, develop- 
mental, economic growth model 
simplv negates adult ducation's 
rich tradition of education for criti- 
cal change and allows HRD to take 
over by default," (Cunningham, 
1992). 

I t  i s  intended that 
the results of this 

analysis will 
provide direction 
to  adult educators 
in redefilling their 
role in workers' 

education. 

Finally, Cunningham concludes 
that adult educators need to sepa- 
rate adult education from HRD by 
"redefin(ing) adult education as a 
vocation, not a profession, and by 
leav(ing) HRD to the business 
schools," {Cunningham, 1992). She 
does, however, invite adult educa- 
tors to debate whether HRD is a hu- 
manizing function promoting de- 
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mocratization, or simply another 
economic enterprise used to control 
worker production. Ln addition, 
Cunningham encourages adult edu- 
cators to identify and critique differ- 
ent, more utopian models of HRD 
(Cunning ham, 1992). 

The four successive approaches 
to HRD each have a corresponding 
paradigm for workplace leaming 
and an implicit or explicit learning 
design model w i t h  each para- 
dgm. What follnws is an analysis of 
the four paradigms for workplace 
learning with specific examination 
of their respective learning design 
models. The learning design models 
require careful examination because 
each underlies the values, beliefs, 
and assumptions concerning power 
and control within organizations, 
and determines how and what dif- 
ferent types of knowledge are cre- 
ated and reproduced in the work- 
place. By analyzing these models i t  
becomes evident how workplace 
education affects issues of deshlling 
and the objectification of the worker 
as human capital, as weU as the re- 
production of capitalist ideology 
and inequalities of gender, race, eth- 
nicity, and class. It is intended that 
the results of this analysis will pr+ 
vide direction to adult educators in 
r e d e h g  their role in workers' 
education. 

First Paradigm: 
Taylorism and 
Human Capital 
Formation 

This is a behavioristic paradigm 
for competency based education in 
the workplace and has the following 
characteristics (Marsick, 1987,1988): 

The emphasis is almost entirely 
on performance which is measured 
by observable, criterion-referenced 
behaviors, elicited from the worker. 
Attitudes are only as important as 
they can be manipulated to attain 
the appropriate behavioral re- 

sponses. Work related development 
is the goal of this paradigrn, while 
personal development is considered 
to be a serendipitous by-product of 
training. 

The ideal for the organization is 
to function as a machine "with clear, 
hierarchical lines of authority, jobs 
that do not overlap, and cmrdina- 
tion through rational systems of 
delegation and contrcil from the sim- 
plest unit on up to the more com- 
plex," (Marsick, 1987). 

The individual is the unit of 
training and workers are to be de- 
veloped as human capital, each si- 
multaneously responsible for mas- 
tering his/her partjcdar job hmc- 
tion and contributing to the organi- 
zation's goals. 

Problem solving is based on in- 
strurnen tai rationalization and tech- 
nical rationality wluch emphasizes 
sequential, linear, step by step proc- 
esses derived from the scientific 
method. 

Training is formalized, pro- 
grammed, and classroom based. 
The focus is  on 'pure' learning prob- 
lems and trainers elicit managerial 
support to manipulate the environ- 
ment in order to sustain learning 
over time. 

The learning design is a 'deficit' 
model which begms with a detailed 
analysis of the appropriate behav- 
iors necessary for the seamless func- 
tioning of job tasks. Workers are 
then evaluated against the standard 
of appropriate behaviors, and are 
trained and rewarded to deviate as  
little as possible from the standard, 
or to reduce their perfonnance defi- 
cits. The Dick and Carey Systems 
Approach Model for Designing In- 
struction (1985) is representative of 
the deficit models used by HRDprc- 
fessionais to design workplace 
training. The elements of the Sys- 
tems Approach Model are (Dick and 
Carey, 1985): 

1. Identify an instructional goal 
2. Conduct an instructional analy- 

sis 

3. Identify en try behaviors and 
characteristics 

4. Write performance objectives 

5. Develop cri terion-referenced 
test items 

6. Develop an instruction11 strat- 

e€T 
7. Develop and select instruction 

8. Design and conduct the forma- 
tive evaluation 

9. Revise instruction 

10. Conduct summative evalu- 
a tion 

Deskilling occurs as job func- 
tions are deconstn~cted into smaller, 
simpler, strictly controlled, routi- 
nized subtasks that lack profes- 
sional skill, t h h g ,  and decision 
ma king by the worker (Braverman, 
1974). Arguably, deskilling is a so- 
cially and historically contextual, 
and industry dependent phenom- 
ena, that research indicates is less 
than pervasive in the workplace 
(Form, 1987). 

However, the Systems Ap- 
proach Model to learning design 
certainly contributes to the deskill- 
h g  of jobs by 1) dividing up job 
tasks into smaller, less complex b e  
havioral competendes, 2) training 
individuals to master routine, pro- 
grammed performance objectives, 
and 3) evaluating their performance 
using carefully measured, criterion- 
referenced tests. 

This model becomes a tool for 
management to organize work so 
that the labor prmess is inde- 
pendent of the worker's knowledge, 
abilities, and craftsmanship, and is 
entirely dependent on the knowl- 
edge derived trorn management's 
systematic study oi work processes. 
Consequently, management devel- 
ops a monopoly over this estab 
tished knowledge to control the way 
each task in the workplacc is per- 
formed. Since workers have no con- 
trol over iheir means of production, 
their training, their labor and the 
way it is performed, they are re- 
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duced to mere objects of production, 
human capital owned and operated 
by management (Braverman, 1974). 

Furthermore, because the Sys- 
tems Approach Model ensures that 
knowledge is never created by, but 
rather is transferred to the worker, 
management can use this learning 
design to instill within its employ- 
ees, the slulls and attitudes neces- 

; sary to maintain production, thus 
I reproducing the capitalist ideology. 

In addition, management creates 
and perpetuates inequalities within 
the workplace by restricting certain 
groups of individuals, based on 
their class, gender, race, or ethnicity, 
from access to training programs 
dispensing lugh status knowledge, 
necessary to advance within the or- 
ganization. This learning design 
model does not allow for the worker 
to discover or question the organiza- 
tion's gatekeeping of the knowledge 

' base so these inequalities are merely 
reproduced witlun the training 
function of the organization. 

Second Paradigm: 
The Critical Humanist 

This is a paradigm for designing 
transformative learning in the 
workplace that has emerged in re- 
sponse to the Taylorist paradigm. It 
contains the following charac- 
teristics (Marsick, 1987, 1988): 

Work-related learning goes be- 
yond task oriented problem solving, 
though it does not replace this kind 
of instrumental learning. Individu- 
als learn to interpret and create con- 
sensual norms by engaging in dia- 
logue about the policies, methods, 
objectives, goab and the overall cul- 
ture of the organization. h addition, 
individuals learn by reflecting on 

\ their identities as they relate to the 
nature of their work and the organi- 
zation. "The individual is most pro- 

1 ductive when he or she can partici- 
pate fully in negotiating his or her 
contribution to shared organiza- 
tional goals and norms and feels that 

work is personally meaningful," 
(Marsick, 1987). Also, personal de- 
velopment is seen as integral to 
workplace learning and to the job 
itself. 

The organizational ideal is a 
structure resembling a holographc 
model where as much variety as 
possible is built into every compo- 
nent of the organization, where the 
system is able to monitor and ques- 
tion the assumptions upon which it 
operates, and where there is as little 
specification as possible regarding 
opera tion, to maintain flexibility 
and decentralmed control. Employ- 
ees are encouraged to learn multiple 
job functions, share in the decision 
malung, and continually monitor 
the judgements and actions of the 
organization, to ensure the flexibil- 
ity of the workplace. 

This learning 
design model does 
not allow for the 

worker to discover 
or question the 
organization's 

gatekeeping o f t  he 
knowledge base so 
these inequa Eities 

are mere1 y 
reproduced within 

the training 
function of the 
organization. 

The unit for learning within this 
paradigm is groups of individuals 
within the organization, networked 
together so that working goals can 
be achieved. Teamwork is the em- 
phasis so that pre-defined goals can 
be met and modified when neces- 
sary, and so that new goals can be 

created to continually enhance pro- 
ductivity. Within this paradigm, 
problem setting, or reframing a 
problem witlun its context to facili- 
tate a viable solution, is as important 
as problem solving and irnplemen- 
tation of the solution. 

The workplace becomes a 
'learning environment' as it pro- 
vides "opportunitia for experimen- 
tation, risk-taking, dialogue, initia- 
tive, creativity, and participation in 
decision making," to promote indi- 
vidual and group growth through 
work (Marsick, 1987). 

Since this paradigm recognizes 
the need for instrumental learning, 
and incorporates it with transforma- 
tive learning, the leaming design 
model has two components. The 
first component is the Critical 
Events Model or CEM, developed 
by Nadler (Nadler, 1982). The CEM 
is a behavioristic model similar to 
the Systems Approach Model de- 
scribed above, and is used to de- 
velop instrumental training in the 
workplace. 

The main difference between 
the CEM and the Systems Approach 
Model is that the CEM includes 
evaluation and feedback built into 
each event. This alerts the instruc- 
tional designer that joint decision 
making must occur regarding the 
outcomes of each event, before pr* 
ceeding to the next event (Nadler, 
1982). The CEM attempts to stimu- 
late participation from management 
and the workers in the design proc- 
ess of learning, and ultimately in the 
design of the work itself, since "the 
provision for E&FB (Evaluation and 
Feedback) is to assure that what is 
happening is drectly related to the 
needs of those in the organization 
who are involved as learners or de- 
cision makers. Using the E&FB rein- 
forces the idea that the designer is 
not a loner, and that he requires in- 
teraction with others, particularly 
within the organization, if the de- 
sign process is to be successful." 
(Nadler, 1982). 
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The second component of the 
learning design model (the reflec- 
tive component), though not ex- 
plicit, emphasizes critical reflection 
and reflection within formal and in- 
formal learning, respectively. The 
organization communicates its vi- 
sion of the desired outcomes, but the 
training design is not a linear proc- 
ess driven by performance objec- 
tives as is the CEM. Instead, the 
training design is a free flowing 
process of unlimited discovery in 
which individuals continually re- 
flect on their experiences in order to 
evaluate and improve their effec- 
tiveness (Marsick, 1987). 

Designs for formal learning 
w i h  the reflective component, 
such as context shifting and action 
learning attempt to create the cli- 
mate for individuals to engage in 
critical reflection. . The processes 
and conditions necessary to develop 
this climate include: encourapg 
learners to be "continually sensitive 
to why things are being done in a 
certain way, the discrepancies that 
exist between what is being said and 
what is being done, and the way in 
which forces and values below the 
surface in the organization shape ac- 
tions and outcomes," (Marsick, 
1987). Also essential to this critically 
reflective clunate is heiping learners 
refrain t'rorn "automatically €01- 
low(ing) an 'expert's' recipe for 
solving what has been dehed for 
them as a problem. ("hs will insure 
that) they w d :  determine whether 
or not they see the problem and pro- 
posed solution in the same way, 
probe the organizational context to 
ferret out facets ui the culture that 
influence action, and attempt to un- 
derstand how suggested solutions 
fit with their own image of them- 
selves,'' (Marsick, 1987). 

Context s ~ g  involves 
changing individuals' images of 
themselves to new roles and allow- 
ing them to experiment with behav- 
iors consistent with these roles 
(Marsick, 1987). Action learning "is 
a cyclical process by whch a group 

of people jointly identify the prob- 
lem, experiment with a solution, 
monitor results, reflect critically on 
the process, and use the resultant 
information to re frame the problem 
and try out a new solution," (Mar- 
sick, 1987). 

Training designs for informal 
learning, within the model's reflec- 
tive component, take full advantage 
of wents that wcur within the or- 
ganization, in whch workers are 
naturally reflective. These designs 
encourage individuals to analyze 
their everyday, ordinary interac- 
tions and engage in reflection-in-ac- 
tion (Marsick, 1987,1488). 

The reflective component of the 
learning design model allows work- 
ers to take a novel approach to famjl- 
iar problems by facilitating problem 
setting. The designs create the con- 
ditions for individuals to have a re- 
flective dialogue with a problem 
situation; to understand the prob- 
lem situation, to place the problem 
within its appropriate context(s), to 
recommend action plans, and then 
reevaluate the situation in light of 
the results of the actions taken. 

In addition, the reflective com- 
ponent encourages workers to re- 
flect on their own taken for granted 
actions as well as unexpected issues 
in the workplace. By talung part in 
self-analysis workers come to un- 
derstand and can better explain 
their 'tacit knowledge' used to make 
decisions. Similarly, workers can 
use metaphors to make analogies 
from previous circumstances in or- 
der to comprehend and act in new 
si tua tiom w ithm the organization 
(Marsick, 1987). 

The learning designs from the 
reflective component of the model 
also invite workers to reflect on their 
relations with supervisors, subordi- 
nates, and peers, to utilize the learn- 
ing that naturally occurs within in- 
formal coaching and mentoring re- 
lationships (Marsick, 1987). 

The learning design model for 
the critical humanist learning para- 
digm is largely successful in creat- 

ing a high performance learning en- 
vironment. Within the 'reflective' 
component of the training design 
there are opportunities for individu- 
als to take risks and experiment with 
new behaviors, to engage in reflec- 
tive dialogue with themselves, 
wittun groups and with the organi- 
zation as a whole, and to be creative 
and take initiative in problem situ- 
ations. These are all means to 
acheve the goal of increased effi- 
ciency within the organization. 

In addition, the CEM compo- 
nent of the training design ensures 
that workers have some input into 
how their instrumental training is 
designed and delivered and more 
control over the way their work is 
performed. Consecpently, work re- 
tains its 'skilled nature' a d  indi- 
viduals escape objectification as the 
organization's human capital. 
Again, these circumstances occur so 
that production output can be maxi- 
mized. 

However, the learning design 
model falls short in fostering w urker 
participation in decision making, re- 
garding the creation of alternate or- 
ganizational structures. The train- 
ing design does not allow workers 
to question the values and assump- 
tions that underlie the reproduction 
of the capitalist ideology as well as 
workplace inequalities. Workers are 
therefore powerless to change the 
structure of the organization, to 
deemphasize production in order to 
foster self-development and a hu- 
manized workplace, and to ensure 
that individuals have equal access to 
promotional opportunities, regard- 
less of their socially imposed status. 

The reflective component of the 
design model does not encourage 
reflection into issues of dernocrati- 
zation. Likewise, it does not contain 
a mechanism for inputting workers' 
reflections regarding a democratic 
workplace, into the decision making 
process that controls the organiza- 
tion's power structure. 

The CEM component of the 
learning design encourages worker 
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participation in d e s i p g  learning 
and work only so far as it aids in 
increased production. Its behavior- 
istic foundations and predeter- 
mined outcomes preclude individ u- 
als from participating in the deci- 

I sions that effect the organizational 
I hierarchy. 

Marsick describes limits to 
I workplace learning under h s  para- 4 digm wluch apply to this learning 

i design model: "Workplace learning 
wdl always be governed to some 

i extent by an instrumental focus be- 
cause the primary purpose for such 
organizations is productivity; all in- 
dividuals are not ready to partici- 
pate more fully in decision-making 
and self-directed learning; (and) or- 
ganizations cannot always change 
conditions such as hierarchy and 
centralized decision making even if 
they want to," (Marsick, 1987). 

Third Paradigm: 
Learning as 
Developmental Work 

Ttus paradigm for workplace 
learning seeks to create the 'educa- 
tive work env ironment' in which the 
"organization values individual 
and p u p  learning as highly as any 
other aspect of the productive proc- 
ess, that it is as conscious of learning 
as it is 'cost conscious' or 'quality 
conscious'," (Kombluh and Greene, 
1989). The following characteristics 
reflect this paradigm: 

"A cumculurn of the workplace 
emerges," (Pipan, 1989). Here, cur- 
riculum refers to "the cultural envi- 
ronment which has been selected as 
a set of possibilities for learning 
transactions," (C lipson and Korn- 
bluh, 1991). Hirschhorn describes 
this cumcular model, "The evolu- 
tion of cyberne tic sociotechnica I sys- 
tems (requires) workers ... to develop 

I 
q diagnostic skills-the ability to hame 

problems, i d e r  causes from symp- 
toms and check resulting hy.pothe- 
ses against one's analytical knowl- 
edge. Workers must integrate 

' b g e  awareness' and physical 
processes, heuristic knowledge of 
production relationships, and theo- 
retical understanding of the produc- 
tion process. ..to aclueve new levels 
oi 'conceptual flexibility'," (Welton, 
1991). This workplace curriculum is 
developed with adult workers 
learning through their experiences, 
within groups, and by genuinely 
participating in their own learning. 

Though this curricular para- 
digm and accompanying leaming 
design model, workers become 
aware of "the assumptions that un- 
derlie the kinds of knowledge pre 
duced and reproduced (in the work- 
place), ... the distribution of encour- 
aged or prolubited activities {in the 
organization), the processes 
through which such activities are se- 
lected and the meaning that indi- 
viduals assign to the activities, {the) 
processes and selection criteria util- 
ized within the work organiza- 
tion, ... and how (various) interests 
(in the workplace) are intentionally 
or unintentionally emphasized, 
while others are ignored or deval- 
ued," (Pipan, 1989). In addl tion, the 
worker learns how to adapt to the 
cultural environment, and how to 
"reproduce and transform culture 
towards new, as yet ~uuealized pos- 
sibilities for freedom, responsibility 
and democratic participation," (Pi- 
pan, 1989). 

Cunningham argues that the 
developmental work approach can 
only be differentiated from the criti- 
cal humanist approach by its ration- 
ale regarding a worker focus, and a 
balance between worker develop- 
ment and production. She is skepti- 
cal that the learning as development 
approach will "provide opportuni- 
ties to overcome the lack of privilege 
experienced by women, as well as 
racial, ethnic, and worlungclass per- 
sons ... (because it) calls €or reform 
not structural transformation," 
(Cunningham, 1992). However, the 
following analysis of the learning 
design model for this paradigm, re- 
veals that it d ~ ,  in fact, contain the 

mechanism for restructuring the 
workplace. 

The learning design model de- 
veloped to facilitate leactung within 
this approach contains two compcr 
nents: nonformal educational proc- 
esses, and andragogical and em- 
powerment leaming (Kombluh and 
Greene, 1989). 

Because process is more impor- 
tant than content in the curricular 
view of the workplace, nonformd 
education is critical to the success of 
tkrs paradigm (Kornbluh and 
Greene, 1989). "Non-formal educa- 
tion presents a framework for: 

1. developing different ways to 
learn that are not based on a 
formal 'schooling' process that 
can discourage participation; 

2. utilizing what we h o w  about 
the theory of how adults learn- 
in contrast to applying tradi- 
tional 'pedagogic' theories to 
the adult Ieaming process; 

3, relying on learning through 
structures and processes in 
which work and work related 
activities take place, and that 
do not require a large amount 
of formal education; 

4. presenting a grounded under- 
standing of theory, since it 
transforms concrete phenom- 
ena and experience into ab- 
stract knowledge that is imme- 
diately tried out and tested as 
new practice; 

5. exposing and tapping every- 
day cognition in persons, and 
empowering them in areas of 
new application and direction; 

6. developing knowledge in new 
or different ways through utd- 
izing interrelatiomhtps of peo- 
ple at work; 

7. helping to equalize learning 
and growth opportunities in 
workplaces where power, in- 
fluence, and compensation are 
otherwise mainly btributed 
through a status, credential- 











Impving Knowledge Pmduction: A Model for 
Evaluating Of-Campus Libra y Services 

Introduction 

I n recent years there has been a 
proliferation of off-campus 
programs which allow place 
bound adults access to college 

level courses and undergraduate 
degree programs. A recent report 
(FY92) of the Illinois Council on 
Continuing Higher Education re- 
ports 4,820 off-campus undergradu- 
ate activities with 44,317 enroll- 
ments as compared with 4,159 un- 
dergraduate activities with 51,142 
enrollments on-campus among 81 
reporting institutions. Included 
were 27 community colleges, 23 pri- 
vate four-year institutions, and 10 
public four-year institutions (IC 
CHE, 1993). Thls rapid growth rate 
has generated questions about both 
the academic integrity of remote de- 
livery programs and the quality of 
academic support servica available 
to off-campus students. 

One of the essential academic 
support services for off-campus de- 
gree programs is Library services. 
Currently, these services vary 
widely from a sole computer with a 
link-up to an on-line catalogue sys- 
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tern and databases to a substantial process of determining the extent to 
library with vast research capabili- which the educational objectives are 
ties and thousands of holdings. actually realized. Evaluation is the 
Given the importance of the deliv- process of comparison between per- 
ery of off-campus library services, 
criteria for the evaluation of these 
services are useful to college and 
university administrators, faculty, 
professional librarians, and adult 
learners, all of whom have a stake in 
the success of the program. 

A collaborative process of 
evaluation which involves a 1  the 
stakeholders provides information 
necessary to bring about program 
modifications, i.e., educational 
change. Improvement in off-cam- 
pus library services serves not only 
academicians and professionals, 
but, perhaps more importantly, it 
serves adult students. To the extent 
library services excel, they enhance 
students' ability to access inforrna- 
tion to support coursework and pro- 
vide them with the slulls to continue 
to access knowledge over a lifetime. 

Approaches to 
Evaluation 

There are many well accepted 
perspectives on evaluation. Tyler 
(1950) perceives evaluation as the 

formance and standards to deter- 
mine whether discrepancies exist 
(Pravus, 1971). Others such as Cron- 
bach (1963), Stufflebeam (1971), and 
Alkin (1 969), define evaluation as 
the process of providing informa- 
tion for decision-making. All three 
perspectives are reflected in the 
model described below. 

The purpose of a formative 
evaluation model is to contribute to 
the improvement of the activity be- 
ing evaluated (Striven, 1969, in this 
case, off-campus library services. 
The proposed model provides rec- 
ommendations to college adminis- 
trators and library professionals. 
Based on these recommendations, 
improvements can be made in the 
delivery and/or structure of off- 
campus library services. 

The evaluation mode1 proposed 
in this study is based on the guide- 
lines set forth by The Joint Cornmit- 
tee on Standards for Educational 
Evaluation in 1981. The guidelines 
require that evaluations have utdity 
and propriety, as well as feasibility 
and accuracy. These four standards 
ensure an evaluation's integrity as it 
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is developed, implemented, and ap- 
plied. 

Off-Campus Library 
Services Evaluation 
Model 

The Off-campus Library Serv- 
ices Evaluation Model (0CL.S) uH1- 
izcs the collaborative approach to 
evaluation in which the evaluator 
works in partnershp with individu- 
als who have a stake in the evalu- 
ation findings. Stakeholders in the 
delivery of off-campus library wrv- 
ices are college administrators and 
faculty, professional college librari- 
ans, and students enrolled at off- 
campus sites. Because the collabora- 
tive approach involves aU the stake- 
holders, it is likely to increase utili- 
zation of evaluation pracesses and 
findings (Patton, 1982 p.58). The for- 
mative evaluation techtuql~c sup- 
ports the overall purpose of the 
OCLS in providing the basis for im- 
provement of off-campus library 
services. 

While specific evaluative cri te- 
ria may differ when applied to vari- 
ous programs, there are four criteria 
categories which are relevant to the 
evaluation of library services of- 
fered in support of an off-campus 
baccalaureate degree program. 
These categories are: 

standards as set forth by re- 
gional higher education accred- 
iting bodies; 
professional library science 
quidelines set forth by the Asso- 
ciation of College and Research 
Libraries; 
faculty education and research 
needs; and 
students' n d s .  
Thus, the OCLS has four com- 

ponents, two of which relate to the 
guidelines set forth by professional 
bodies and two of which probe the 
view of the users of the servicestu- 
dents and facdty. The uniqueness 
of the model is precisely in the corn- 

bination of elements utilized within 
it. Thus, the evaluation uses me&- 
ods appropriate to its nature and 
specific context (Patton, '1982). 

The OClS was administered at 
a branch campus of a small compre- 
hensive liberal arts college. The 
branch campus offers evening and 
weekend degree programs de- 
signed for adule returning to 
school. Forty-two students com- 
pleted the "Library Services Ques- 
tionnaire" in 1991 during the third 
year of operation of the off-campus 
site. The impetus for the study was 
the apparent lack of use of the li- 
brary services at the off-campus 10- 
cation, despite a well designed sys- 
tem which met all the criteria set 
forth by both the library and higher 
education accrediting bodies. 

Determination of haw well the 
library system meets the criteria set 
forth by the Association of College 
and Research Libraries and the IUi- 
nois Board of Higher Education was 
made by college administrators and 
representatives of the accrediting 
bodies. The response of faculty us- 
ers was ascertained through infor- 
mal interviews with off-campus in- 
structors. Student input was sought 
by administering the "Library Serv- 
i&s Questionnaire" developed by 
the site coordinator and site librar- 
ian. 

Findings and 
Recommendations 

Findings from the OCLS in- 
clude: 

1. Compliance with the require- 
ments of the Illinois Board of 
Higher Education, the regional 
accrediting body. 

2. Compliance with the profes- 
sional guidelines of the Asso- 
cia tion of College and Re- 
search Libraries with the 
caveat that the evaluation 
prozess has not yet been sys- 

tematized on an annual basis 
as the guidelines suggest. 

3. General satisfaction with the li- 
brary services by off-campus 
faculty. 

4. Lack of student awareness of 
the library services by over 60 
percent of the off-campus stu- 
dents. 

5. Over 90 percent of the stu- 
dents believe they would bene- 
fit from a Library Services Ori- 
entation Program. 

6. Less than 30 percent of the stu- 
dents had used the library 
services. 

7. Students tended to increase 
their utilization of library serv- 
ices the longer they remained 
in the program. 
Keeping in mind the original 

purpose of the OCLS, the findmgs 
suggest that the following changes 
be implemented: 

I. An educational program be 
planned and implemented to 
increase the students' aware- 
ness and iw of the library 
services. Components of such 
a program might include: 

Library orientation pro- 
grams for new students; 
Library services workshops 
for continuing students; 
Newsletter articles about the 
library servicm; 
Classroom bibliographc in- 
struction; and 
Development of a Library 
Guide to assist in bibliog- 
ra phc instruction. 

2. A review of the library's hold- 
ings be conducted each term 
for the purpose of assessing its 
appropriateness to the current 
classes being offered. 

3. A systematic evaluation p r e  
gram be developed for the off- 
campus library services which 
will be implemented annually. 
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Implications for toire of skids related to t~hnologi- that they can get outside their own 
cal systems whch will serve world view long enough to deter- 

Democratic Renewal him/her for a lifetime of learning in mine how to be more responsive to 
an era of knowledge explosion, but the needs of adult learners in our 

The OCLS has for they heyalso reduce the "elitism and society (Merriam and Caffarella, 
democratic renewal in the 1990's. inevitable power imbalance,. 

1991, p.280). Societal transforma- 
These the wluch (Brown, 1954, p. 151) caused by the tion, long a goal of adult educators, brings Logether the prafessioM1 and 

professionahtion of American so- must rely on models such as the the individual, provides add t stu- 
dents with access to research shlls ciety . OCLS in order to carry out this mis- 

Learner participation in an sion (see Figure 1). and increases the adult learner's 
self-reliance. In essence, it measures 
a slull essential to an individual's -- . . - . - -. - - - - - -. . . . . . . 

learning how to learn (Smith, 1982), 
whch is more important in this dec- 
ade than ever before. 

Practice of Adult Education 

4 
Evaluation 

Responsivpness to I ("Democratic" model) 
I leatriers must be as I 

important as I I 
resy onsiveness to I + Educational Change 
the institutions 

I and the accrediting 
bodies involved if 
dern~cracy is to  Programmatic Outcomes for 

flourish. Changes learners: 

The OCLS offers a means of 
evaluating the efficacy of library 
services in a formal leaming situ- 
ation. In a society where profession- 
als, he they educators or librarians, 
make decisions single-handedly 
about learning opportunities with- 
out seeking input from those utiliz- 
ing the service, the production of 
knowledge is hindered and the bal- 
ance of power goes to the practitio- 
ner. Responsiveness to learners 
must he as important as responsive- 
ness to the institutions and the ac- 
credit ing bodies involved if democ- 
racy is to flourish. Not only do li- 
brary services offer an important 
mechmsm for the individual to 
benefit more fully from educational 
programs, to have access to new in- 
formation, and to develop a reper- 

Knowledge Product ion 

I Figure 1. An Evaluation Model as a Mechanism for Democratic 
I Renewal and Knowledge Production. 
I- .. -. . 

! 
-. I 

The individual who is capable evaluation of learning opportunities 
provides administrators and faculty of assessing and controlling hidher 
with the "grist" for examining their own learning and self-knowledge 
own assumptions about appropri- can function more effectively in a 
ate library standards. It is only as society characterized by specializa- 
providers engage in self-reflection tion. Hence, the reflective practitie 
about how learning should occur ner (Schon, 1983) can interact more 
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effectively with such an individual 
in determining mu tuaUy the proper 
courses of action for the individual. 
Bridging the gap between the p w  
fessional with vast techrucal know1- 
edge and the individual learner (pa- 
tient, client, etc.) who has little expe- 
rience with basic research shUs is 
enabled by both the model of evalu- 
ation and the type of program de- 
scribed here. More lughly educated 
citizens are empowered to become 
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