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a) The Historical Context: Adult Ed Concepts and Issues (morning session)
Good morning.

Overhead: Norris (1970) cartoon: "plumbing class"

satirical representation of adult ed/ non-serious nature of class/ notice the impermanent taped label on the door/ incompetent looking teacher/ ignorant students

so, what's the joke? The newspaper might give you a clue/ what happened in 1970? October, 1970? October crisis

you can't read the newspaper caption here, but it says:

"controversy over provincial order to fire teachers advocating violent overthrow of government". The Attorney General of B.C. authorised the RCMP to detain without charge anyone suspected

the cartoon caption has the teacher say, "I don't think anyone should worry about discussions taking place in 'Basic Plumbing' about overthrowing the state".

This makes adult ed  (and the provincial government, I suppose) look rather ridiculous and frivolous.

Now, Norris is long dead, but the current political cartoonist for the Sun, Roy Peterson, is far more reactionary (and a lot less funny), in my opinion. 

In this half of my presentation today, I'm going to argue that the two concepts life-long learning and communities of practice are a large part of the intellectual underpinnings of how government and big business have highjacked adult education. I contend, like many other academics and activists, that adult education could very well be in the process of being transformed from its progressive roots in popular and labour education into a system that simply trains our learners in work related skills. I'll talk for about a half-hour and then put you into groups in order to ask you if we, as adult educators, merely serve in the educational trenches for Bush's New World Order and to consider what the possibilities are for resistance.

Overhead: life-long learning and communities of practice
After we break for lunch, I'm going to extend my argument in the second half of my presentation by using the example of current Canadian ESL government policy development to illustrate how privatisation is a key element in this process. Again, I'll talk for about a half hour and then put you into groups so that you can discuss the implications of my argument. 

Now, I think that the first thing we should remember is that adult education is actually quite old. Most early western and eastern models of education do not feature a teacher surrounded by children but a wise person who argued and exchanged opinions with mature men and women. The examples of Socrates and Confucius come to mind. Medieval universities in Europe were communities of scholars where the idea of continuing education was actively pursued. The writings of the great Czech school reformer Comenius (d. 1690), for example, placed an emphasis on lifelong learning. 

Adult education has long been closely associated with evangelical Protestantism. This was true even before the Reformation, when English non-conformists such as John Wycliff and the Lollards (1300's) emphasised the need for adult education in the interests of reforming the Catholic Church. Adult education in Protestant countries during the Reformation centred on reading and interpreting the Bible. Adult Education was also a basic feature of colonial, imperial and, of course, ESL education policy.        

So, like all forms of education, adult pedagogy is contested ground. It is a site for discussion, the scholarly "construction of knowledge", indoctrination and (I want to emphasise here) resistance.

Adult education has also been associated with organised labour and attempts at political reform. In England, this was true of the Luddites, who mounted the first major movement against modern forms of capital in 1812, and of the womens' temperance and suffragette movements of the 1850's. Formal forms of labour education for adults, in fact, developed quite rapidly in the second half of that century. By the advent of the First World War, up to 150,000 adults were enrolled in adult education programs organised by labour unions and other workers' organisations. Untold numbers of people also attended informal educational programs, discussion circles or lectures. 

This trend also occurred in the United States. Although labour organisations were instrumental in the formation of what were called labour lyceums, mechanics’ institutes or exciting places such as Myles Horton's Highlander Centre, adult education in the U.S. was more marked by individualistic self-improvement movements that never really challenged the status quo. The hugely popular Chautauqua Movement stands as a good example of this. "Founded in 1874 by a businessman and Methodist minister, Chautauqua first focused on training Sunday school teachers but quickly expanded its range and was the first to offer correspondence degrees in the United States and summer camps (or assemblies) for families and communities that promised education and uplift" (Canning, 2000). The movement was heartily endorsed by government. 

Early adult education in the U.S., in fact, was subject to much greater government support than in Britain. Beginning with the Hatch Act in 1887, the federal government poured a significant amount of money into industrial training for poorer, immigrant and rural citizens. Needless to say, this money supported programs for individualised skills training and did nothing to upset the economic order. This funded expanded greater still in the 1960's.

The history of Canadian adult education, however, borrowed more heavily from British models than American. Prior to the end of the Second World War, when considerable resources were devoted to retraining returning servicemen, adult education was provided by labour unions through lyceums or mechanics' institutes, women's' organisations or such organisations such as the Workers' Educational Association, the Social Democratic Party, the Communist Party of Canada, the Farm Radio Forum, the Citizens Forum, Fogo Island, the Centre for Community Studies, the Antigonish Movement and Frontier College (Welton, 2004; Cruickshank, 1993).

I think it would be useful to look at some of the issues that were current when these organisations were in their heyday as a way of showing that the Cdn adult ed the classroom has always been a site of struggle over competing visions of society.

Overheads: scenes from WEA classrooms

These are pictures of Worker Education Association classrooms. As Welton (1990) documents in regards to the history of university extension programs in the 20's and 30's, the WEA was set up by universities (with gov't support) to counter Bolshevism in Canada. It was built on (and countered) the long tradition of education linked to the labour movement's struggle for union rights and revolutionary politics (the People's Forum, which operated as part of the Winnipeg School District is a good example of this).

The WEA was a site for struggle. Radical union activists and intellectuals struggled against (and sometimes with) academics for control over who taught the courses and curricular content. 

Sometimes these activists won, as is evidenced by some of the courses that featured explicit Marxist and practical organising content. More often than not, however, liberal and right-wing social democratic content were ascendant (W. L. Grant of Upper Canada College and noted liberal U of T profs R.M. McIver and W.S. Milner were prominent in its inception; J.S. Woodworth of the CCF contributed).

Another site of struggle, as Walter (2003) points out, was Frontier College. Now, Frontier College is still with us and doing great work (especially with street youth in downtown Vancouver- I have a lot of respect for the people I've met who work for the organisation), but it has had a very mixed past. Before he went to join Mao in China, Norman Bethune was one of its volunteers who worked and taught labourers in logging camps in isolated parts of Ontario and the west. A lot has been written of the dedication and perseverance of its founder, Alfred Fitzpatrick, who built Frontier College into the most important literacy organisation in Canada' history. However, he was also capable of racist and classist opinions, as is  shown by this poem, prominent in his book University in Overalls (1920). 

Overhead: Fitzpatrick poem

You'll notice, I'm sure, how prominent the question is of the promotion of nationalism through adult education. Walter (2003) develops this notion in reference to Frontier College. I wish I had more time this morning to get into this topic since it's the focus of my won research, but…

Governments in Canada began to develop a systematic approach to adult education in the mid-50's that was completely divorced from labour education by funding the construction of adult orientated collegiate institutes through school districts (most notably in Toronto and Van Tech). These were essentially high schools in which adult and teenaged students studied work and skills related subjects in the same setting. At this time, however, most jurisdictions did not separate adult and teenaged students. If you wanted to get basic education and didn't have to work during the day, you simply went to day school. Night school was set up for students who worked during the day, regardless of age. If you lacked a prerequisite for an apprenticeship, for example, you simply enrolled at the high school in the course that you needed and went to class when you could.

In the mid-60's, these institutes were rapidly replaced by community college systems in which specialised in the vocational training of adult students. High schools went through a process destreaming and adult pedagogy developed a specialisation of its own. Whereas educational theorists of Dewey's time made few distinctions between childhood and adult education, this became a hallmark of new theories such as andragogy (Knowles) and conscientization (Freire).

Overhead:

Today, 35% of all Canadian workers aged 25- 64 undergo some form of job-related training (Statistics Canada, 2004) each year. This percentage has been dramatically increasing in recent decades. In fact, only 16% of all Canadian workers surveyed in 2002 as part of the most recent study in attitudes towards training said that had not and did not intend to take some form of training five years prior to the survey or three years after. Job related training has become the norm, especially for younger workers. 

The costs for this training are mainly borne by these workers themselves. Only 25% of those participating in the study said that their employer financially supported their training. It is interesting, if not surprising, to note that 35% of professionals and managers reported that their employers financially supported their job related training. Fully one-third of all workers engage in some form of independent and self-directed informal training each year.  

What I hope that this little history has demonstrated is that there is an important and on-going struggle within adult education. This struggle is about what the real purpose of adult education is. It's to this question that I now want to turn this morning.

Now, teachers of all stripes have long struggled with questions around the purposes or ends of education. A critical question in this regard has been, "How do we balance the need to serve society as a whole and individuals in particular"? Some educational theorists, such as Plato or Dewey, have felt that there is no contradiction in serving both society and the individual at the same time. Others, such as Rousseau (and Pink Floyd, come to think of it!) have made the case that the educational interests of society (or maybe I should properly call it the state) is at odds the needs of most individuals within it. 

Regardless of whether one takes Dewey or Rousseau as one's intellectual antecedent in western educational philosophy, there are two commonly held basic orientations about how to realise educational ends (Burbules, 2004).

In the first, which is often regarded as 'traditional', the main thing that schools are meant to teach is knowledge, basic sets of facts or understandings that is passed down from generation to generation. 

The second orientation, which is often called 'progressive' education, holds that schools are primarily about building character or attitude. The end result of this orientation is the responsible citizen, who exhibits such traits as cooperation, honesty, empathy, and so on.  

Now, most of us hold some combination of the two orientations. However, as educators, we've all heard complaints from those who hold closest to the first of these orientations. They argue that we should do more to teach knowledge, like assigning more homework and otherwise 'raise the academic standards' within our classrooms. After all, they argue (and not without justification), universities and colleges do not admit you based (at least at the undergraduate level) on your character. 

Incidentally, I think that many second-language immigrant parents, desperate for their children to succeed in higher education as a way to overcome racial barriers, understand the conservative nature of university entrance criteria and push for a focus on knowledge-based secondary programming. 

Now, conservative parents and politicians notwithstanding, the labels 'traditional' and 'progressive' are misnomers. One can use either knowledge or character-based pedagogy in the interests of promoting a better or progressive society (as I define it, anyway) or for pretty foul and reactionary ends. 

Much of this boils down to one's assessment of the nature of the nation state (or whatever controls the educational system) in which one lives. One can certainly instil racist attitudes in the name of building character (as the Nazis did) or emphasise the self-mastery of liberal knowledge-building skills (which forms the basis of Montessori education).

The fact that we teach in adult education puts another twist on these issues. Adult learners are generally more independent, have a depth of experience that can aid leaning, are drawn to personal development to enhance social roles and are more problem centred than subject centred. Because our learners have fully formed personalities and a significant knowledge base that predates our contact with them as their teachers, we have a slightly different take on knowledge and character. We (hopefully) do not presume to teach character (even in adult ESL) and neither do we build a new knowledge base within them as we might with children (of course there is some room for debate here). But, in any case, we do deal with learners who have more power than children. They have the ability to make their preferences known and felt (if only in how they vote with their feet).

Adult education is now closely associated with such terms as "training" and "skills development" in part because of these factors. But I want to emphasise this morning is that the greater independence of adult learners does not mean that we should neglect the elements in our teaching that focuses on critical thinking and the production of knowledge. Yes, our learners do have fully developed views of life that makes the transmission models of education even more inappropriate than with the K- 12 system. However, this does not mean that we shouldn't critically engage or challenge our learners. Adult education, after all, is (hopefully) marked by problem-solving methodology.

For my purposes this morning, I'm now going to draw from Malcolm Tight's very useful Key Concepts in Adult Education and Training, 2nd edition (2002) as a way of organising my survey of these issues. Please bear in mind that although I'm using Tight's book as a way of organising my talk, the opinions I express here this morning are my own. 

Adult education is filled with its own unique set of concepts and terminology. What is important to my mind to note, however, is that the definitions and concepts that frame our work as adult educators is highly contested ground. Even though we all tend to downplay the importance of terminology, I believe it is important to note how terms and concepts frame our work and go a long way towards defining it. Highjacking the terminology, which I believe is being done by Bush and his cohorts, helps to undermine, limit and redirect what we do as adult educators. I don't believe that making the struggles around terminology explicit is merely an academic exercise.

What I'm going to do in the remainder of my talk this morning is to briefly sketch some of the major concepts in adult education that Tight examines and focus on the debates pertaining to two in particular: life-long learning and communities of practice.

All told, Tight reviews 45 concepts that he arranges into seven categories. These categories consist of core, international, institutional, work-related, learning, curricular, and structural. As the author freely admits, this categorization is somewhat artificial, given their complex interrelationships. However, as a tool for analysis this categorization is highly useful, especially as a way to demonstrate the highly contested nature of these concepts.

Just, to make it easier, I'm going to refer to these terms in my discussion:

Overhead: summary of terms

I think that it's worth noting that when describing these concepts, Tight does not shy away from delineating the ideological struggles that involve each one. I'm not going to go into too much detail about how he does this beyond giving you one example. This is a description of how he describes how various forms of capital operate in adult education. Capital, of course, was not a Marxist term originally. It was originally coined by classical liberal economists such as Ricardo to describe how money and investment are used to generate profit. Marx's contribution was to delineate how the ownership of capital is used to control the means of production, purchase labour and divide society into exploiters and exploited. Bourdieu expanded this notion into the ideological realm through the use of his term cultural capital. 

The term human capital, on the other hand, is a term used extensively in current adult education in the field of human resource management. It describes how individuals can enhance and be taught work related skills. Tight summarizes the three stages that have made up the historic development of the term human capital in reference to national education policy. In a tightly argued passage, the text describes how early uses of the term emphasized public investment in adult education; a stage that was followed by structural adjustment; and then surpassed by the current uses of the term which stress screening functions, credentialing, and private investment in education. The text’s historical treatment problemizes the concept, showing how human capital is now used to denote private control over education and skill training. This has relevance, of course, to the discussion about privatisation after lunch.

But let me now turn to a discussion of two more popular concepts; concepts that I believe have been particularly important in the highjacking of adult education. These are life-long learning and communities of practice. 

I'll first discuss the treatment of life-long learning. In his discussion, Tight examines the impact of globalization, and deals with the interrelated concepts of lifelong education, the learning organization, and the learning society. 

Tight’s discussion of life-long learning focuses on an examination of the contested nature of adult education through an explication of how the Organisation of Economic Cooperation and Development (OECD) uses the term. Life-long learning, has become almost something of a truism today. We live in an age when schooling never stops.

Now, as adult educators with career stakes in the professional claims of adult education (don't forget that until fairly recently most adult education in Canada was taught by amateurs) we might be tempted to describe institutionalised life-long learning as a good thing. The mind continues to grow and explore even into adulthood (maybe even more so). If we look at this concept uncritically, we might say that we are merely describing a natural process. 

However, it's important to note that life-long learning was a term first coined by the OECD in 1996. In a nutshell, the OECD has put a lot of energy into defining the perimeters of adult education internationally as ways of establishing goals for international economic development. Through its educational secretariat, the OECD has developed extensive criteria that are used by funding organisations like the World Bank and the IMF. International loans are often now tied, amongst other things, to promises by third world governments to retool its provision of adult education. These goals usually identify work skills, abilities and competencies that these governments are to foster for explicit economic purposes. These skills are not framed in the way that Friere suggested. These skills are instrumentally linked to the economic needs of the elites within the nation states in question and, more particularly, those of international capital. Needless to say there's little talk of empowering the oppressed (beyond a few lucky or co-opted individuals) and lots of explicit support for market economies.

Now, Roger Boshier (2004), who's a fairly controversial scholar out at UBC (Adult Education Research Centre, Department of Educational Studies), contends that life-long learning has cooped life-long education, a term coined by Faure (1972) and developed extensively out of discusses in the late 1960's that took place under the sponsorship of UNESCO. These discussions featured prominent progressive adult educational theorists such as Illich, Friere, Reimer, Goodman and Holt. Life-long education is something that builds a learning society in which education is provided through many venues. This means that an individual has a right to broad choices in education so that one can enter and exit educational systems without penalty. Education would also take place in business, industrial, and agricultural settings. More importantly, life-long education has the purpose of developing emancipatory learning communities and societies.
UNESCO is an organisation in which great ideological struggles takes place. Tight seems to be more critical of UNESCO than Boshier and problemitises the organisation's role to a greater extent. If you check out the UNESCO website http://www.unesco.org/education/educprog/50y/brochure/promotin/200.htm, it does seem like the organisation has slowly begun to put vocational training at the top of its agenda since the heady days when it sponsored the progressive 1996 Delors Commission on Education. On the other hand, the next big UNESCO project, the UN Decade for Education for Sustainable Development (2005-2014) has sets of principles that are critical of capitalism and goals that include the alleviation of poverty and the enhancement of gender and human rights.

Karim Bhanji (2004), a scholar at the university of Toronto I was fortunate enough to meet at a conference this past spring, provides a very good analysis of how and why the World Bank and the OECD have been promoting adult education for purposes of development (as they define development, of course). He notes that since 1992, the World Bank has become very interested in eliminating world illiteracy, especially in Africa. He believes that the pious statements make by the Bank in this regard is an attempt to deflect criticism from its other policies, most famously protested against during meetings of the G7 leaders. 40% of all international aid programs that target education is now funelled through the World Bank and use OECD criteria. Bhanji notes that official estimates of illiteracy have dramatically dropped in recent years. Some sources suggest that illiteracy has dropped from 40% of the world's population to 25% in the past decade and credit the World Bank's role in this achievement. While this is almost universally acclaimed as being a good thing (although Ivan Illich might have disagreed), one should question what kind of content is being taught by these World Bank initiatives. As I've mentioned, the OECD criteria are unreservedly pro-capitalist. Bhanji also points out that the money that is funnelled through the World Bank for these projects is not new money, but represents a reallocation of existing money that might have been otherwise allocated by other agencies with different criteria. 

In any case, to return to my discussion of adult education concepts, for both Tight and Boshier life-long learning has usurped the progressive agenda of life-long education and is in the process of turning adult pedagogy into what Tight calls a trendmill of endless and unremittingly narrow skill training that serves the interests of market economics.

Shohet (2001) is very good at mapping out how the OECD agenda has influenced the Cdn literacy movement. She notes, for example, how the National Literacy Secretariat has been transferred from the federal immigration ministry to Human Resources Development Canada. This has helped push the literacy movement into becoming much more concerned with employability skills as a result. Again, it's something we don't have time to get into this morning.

Now let me turn to the other focus for my talk this morning, the currently highly fashionable term communities of practice. 

Communities of practice was coined by Lave and Wegner in 1991. Tight characterises this concept as a sort of bridge between those that tend to focus on the individual (such as andragogy) and those that tend to focus on the institution (such as distance education). As Tight points out, communities of practice has drawn on conscientization (Friere), experiential learning (Dewey; Kolb) and self-directed learning (Tough). In many ways, in fact, communities of practice with its emphasis on joint enterprises, mutual engagement and a sharing of community resources, has supplanted these earlier concepts at both the academic and practical levels. Many teachers (including those in my son's elementary school) talk about the development of communities of practice as one of their chief program goals. 

Tight points out, however, how elusive and vague the term community has become in light of recent attempts to develop definitions that are more and more inclusive. As a community increasingly comes to denote little more than generalized common interest, so they tend to loose the emotional import that originally made the term valuable. 

Tight also challenges the notion that communities of practice is an advance on Freire. He stressed that, unlike in Freire, there is no class analysis and no conception of what the sources of exploitation or inequality are in communities of practice (now, those of us with a less of a religious bent than others might take pot-shots at the Catholic content that Friere saw fit to add to classical Marxist class analysis, but I think we should ultimately be very thankful that it is there!). The goal of the concept is not to build learning communities, but to build learning organisations.

If one takes a good look at Wegner's very extensive home page (http://www.ewenger.com.), one notices that most applications of communities of practice have been in (major) business organisations and extol the virtues of efficiency and effectiveness. As members of these learning organisations, employees develop camaraderie and co-operate to help achieve the ultimate goals of the (business) organisation. Of course, Wegner doesn't talk too much about unequal power relations within these organisation or mention that the ultimate goal of any business is profit (and yes, I do think that profit is a dirty word. I do quite explicitly mean to imply that profit is another word for exploitation). 

Now, be that as it may, my time is running out for the first half of this morning's presentation. Let me begin to sum up then by describing a number of predictions Tight makes for the conceptual development of the field of adult education. These include:

Overhead: Tight's predictions

· that adult education and training will continue to be politicized;    

· that there will be a continual recycling and renaming of basic notions;

· that the liberal/ vocational divide within the field will continue;

· that theoretical work will intensify around the concepts of the learning   

           organization, the learning society and life-long learning;

· the continued development and popularization of notions surrounding   
           further, higher, adult and continuing education;

· the growth of work-related concepts 

Now, I'm going to conclude this talk by going back to the purposes of adult education and my contention that government and big business have highjacked adult education. Selman (1998) pointed out that adult educators are subject to contradictory pressures about the purposes of our work from an increased number of forces. These pressures are due in large part to shifting demographics (higher levels of immigration) and economics (higher rates of technological change). George Bush, I contend, would have us concentrate on skills training and neglect critical thinking. While skills training is important, we must remind ourselves that this is not all of what adult education is. I draw hope from Selman's (1998) observation that unions are developing more educational opportunities for their members and that an increasingly diverse society has meant that there are far more courses now devoted to disciplines like feminism, queer studies, and cultural diversity. 

We should, of course, carefully examine every concept that is offered up to us as adult educators. As I hope I have demonstrated today, new concepts do not necessarily mean better concepts.

Let me conclude with a couple of quotes from some fairly prominent adult educators that represent the whole gamete, from almost despair to hopeful optimism. Where do we fit in? How do we concretely resist Bush's agenda? I'll leave that to you to discuss in your groups for this next 45 min. 

Overhead: quotes

Overhead: directions

- Groups: by discipline (I'll divide you up by district after lunch)

- Pick a recorder; use chart paper and markers

· Report back to whole

I'll be honest with you here. I'm hoping to gather together your remarks in order to see if I can incorporate them into a publication on this topic. I hope that this is not an imposition on you; however, I do believe that theory must inform practice and practice must inform theory. 
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