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Editorial Comment

education are peering over the parapet and looking to the sun. Once

again expectations are raiscd and they dare w0 bope - they who, for
years, have been learning, teaching, lacilitating, negotiating, discussing,
encouraging, cnabling and dodng it all at little cost to the state and with no
thought of the cost to themselves,

Thrm.' is word of a Green Paper and once again, the Eco Warriors of adult

For this edition of The Adult Learner, we have assumed that there will be a
serious attempt at establishing a system of adult education. Accordingly, we
gathered together a group of people active in the area of adult and
community education with the purpose of identifying the issues to be
addressed and the priorities to be established in any paper which might
emerge. The process was interesting and after a pood deal of debate,
discussion, argument and agreement, the articles that are presented in this
edition represent the collective wisdom of this pamticular group regarding the
form and contents of a Green Paper on adult education.

The need for adult education to maintain an independent voice was one of
the major concerns addressed in the group. The vision outlined by Ted
Fleming in his keynote article calls for an adult education service which “is
both part of the apparatus of the state... and highly critical of it®, It is
essential, he argues, that adult education be committed to maintaining an
open, free discourse which allows adults *to assess critically the validity of
their ways of making meaning and explore more open perspectives”, We are
not talking about a take-over by the state with the imposition of a dominant
ideclogy, we are talking about the state providing the means and the
structures within which adult education can pursue its agenda of democratic
participation and discourse.

The manner in which this vision can be given expression in devising
structures and formulating policy issues is explained in other aticles, whete
contributors emphasise the importance of equity, participation, support and
partnership,

Most impontantly of all - how can all of this be reflected in the structure? In
his thoughtful contribution on this crunch issue, Kevin Hurley proposes an
inclusive effective model, which will reflect the three properties of
wholeness, transformation and self-regulation. And to those who are
involved in the framing of the Green paper and in the decisions which will
followr from it, [ can do no better than echo Kevin's words - “Let pision and
courage be combined 1o effect radical change in pursuit of the common good”,




Finally, my thanks to all who contributed so much to the production of this
issue and to Ms. Celia Gaffney, who worked so hard to ensure that printing
deadlines were met.
Liam Bane
Editor
1R Ballinteer Road
Dundrm
Dublin 16
Editorial Board
Tony Downes, A.E.O. Co. Dublin V.E.C,
Ted Fleming, NUI Maynooth.
Kathleen Forde, AE.O, City of Dublin V.E.C.
Bemadette Sproule, A.E.O. (Acting), City of Dublin V.E.C,




Learning for a Global Civil
Society
;;I Fleming

Introduction

Thu imminent publication of the Government's Green Paper on Adul
Education is an opportunity to review the way we think about and plan
a policy and legiskative framework for adult education, | intend in this
paper to articulate a set of ideas which could inform such a policy, legislation
and practice, It is an attempt to outline a philosophy or vision, which relates
not only to the sitwation in which we find ourselves as educators but also o
the general social context in which we operate at the end of the century.

This paper will:

1 Cutline the concepts of state, economy and civil society as a
framework for discussing Irish society and a role for adult education,

2 Identify how in a state (representing vested interests) and in an
economy, (pursuing free wrade and profit) we can find a civilising
process that will pursue values such as love, friendship, trust,
compassion, equality, etc,

3 Clearly associate adult education with the project of developing a
critical citizenship interested in learning and transforming the state,
economy and cvil society,

The State, Economy and Civil Society

Cohen and Arate outline a three pant model of socicty in which there is the
economy, the state and civil socletyt. Civil soclety is composed primarily of
the intimate sphere (the family), the associatlonal sphere (voluntary
organisations) and social movements. These social movements and
associations promote collective interests, trust and co-operation.? Civil society
includes the extended family, neighbourhoods, community groups, youth
clubs, local businesses, voluntary associations, women's groups, churches,
farmers organisations, trade unions.

Though the Reagan and Thatcher era is past, they leave behind economic
polictes which, according to Welton, are;

Lo simply a tough-minded way of doing business efficiently. It is
not just about economics, or the new relationship of the state fo the
economy. It is an illegitimate and very dangerous attempd to ‘colomize




the Hfe-world'. By attacking the notion of universal social welfare
provision, the neo-conservatives wndermine forms of solidarity thal
were pretiosty protected fry the gotivist steafe.!

The state supports the economy through its policies and civil socierty 15 undler
threat frem both the state and the economy. The system s not an ally of the
life-wordd. The life-world 15

the reserpoir of implicitly known traditivns, the background
assumiptions that are embedded in language and cultire and cvetn
sfron by individuals in everyday life?

The relationships of mutuality, tust and reciprocity buldlt in civil society
develop slowly and cin be easily undemminesd, The development of Tallaght
is 21 good example of how this happens, In moving people rom their original
places, a vast network of connected relationships of suppon and rust Wwas
demolished. The social capital of their original location and of their
connected world was lost. But in a subsequent restructuring of the inner city,
the state and the economy rebuilt the physical fabric with grant aid and
designated area status. As a consequence, the residents lost a considerable
amount of cultural capital and civil society was undermined.

In the National Lotery the fund mising capacity of the voluntary sector was
taken by the State who donated back o the originad organisitions the money
they now find difficull to mise. OF course, the economy makes huge profit by
gaining the licence w0 mn the lottery. We do nod need evidence of business
handing over kirge sums of money o politicians 1 see that the economy and
the political system work together,

The economy plays a crucial role in our society, creating wealth and
providing jobs, But is agenda and values dominate publie discourse. Sociely
is willing to go 1o great lengths o implement the requirements of the
economy. When the state and the economy combine, as they do frequently,
they are a formidable coalition ensuring that the interests of the cconomy are
served. Academic economists act as cheerleaders for the Celtic Tiger,
celebrating tax cuts for business and the wealthy {corporation and capital
gains taxes were reduced in the 1998 Budget) while advocating that tax
concessions for workers in Parnership 2000 be abandoned (The Irish Times
6/6/1998, p. 18), Meanwhile, the state is considering the Introduction of
compulsory work programmes (The Irish Times 18/6/1998, p. 22).




The State, Economy and Adult Education

In education too the needs of the economy are strongly felt. Adult education
is seen by the state as predominantly a maiter of supporting the economy.
But an education policy based solely on the needs of the market is decply
Mawecl.

Frequently, adult education has allied itsell with the system rather than the
life-world. The system has, however, adopted the discourse of lifelong
learning that almost always involves the adaptation of “slated, individual
fearmers to the corporale-determined status quo of the economy”s 1 shall
deliberately avoiding the concept of lifelong learning here as it is too
frequently associated with the agendas of the political and economic system.®

Adult education is both part of the apparatus of the state (by engaging in
policy making, delivering programmes and services) and highly eritical of it
The relationship between the state and adult education is complex and
frequently includes elements of resistance and contestation as well as

reproduction.

Youngman found that, in Botswana for example, the dominant classes exert
control over the state so that the state's activities serve to promote the
conditions necessary for maintaining capitalist acocumulation and the political
power of the ruling elite. However, the control does not go uncontested and
education, as an institution of the state, shares this dual character, Education
can give people the skills needed to enable them question patterns of
domination in society.” Too often literacy programmes, for example, become
exercises in reading, writing and numeracy as an end in themselves rather
than a vehicle for democratic and transformative change of unjust structures.
This could just as easily be applied w Ireland,

Adult education has litde merit, in the view of the state, unless it supports
learning for jobs and work, The Irish Minister for Social, Community and
Family Affairs recently restated the commitment of the Government to
supponing education for those on social wellare as “funtber evidence of the

Government's commiitment to tackling unemployment. "% We are talking
about the contrast between system and life-world,

Will acule education serve the system or the life-word? The increased role of
the system in education, family life and community activitics leads one 1o
identify 4 new “problem zone that bas arisen on the borders separating the
system e life-world™ A deskilling of the life-world has been facilitated, o
least partially, by adult education and its persistent involvement with the
system. Habermas calls this expansion of the state into community life “the
colonization of the life-world” and it is characterised by the cult of efficiency
atrd the inappropriate deployment of technology. 1!




To say that the life-workd and civil society s under threat from the system i
nol an exaggeration and one example may illusteate the point. Al present the
objective evidence indicates that there is 4 problem with contamination from
the British nuclese industry, Moreover, the state, as regulator, has o vested
interest in the military applications of the nudear reprocessing plants. This
coalition of state anel economy is ant-life-word. Adult education needs 1o be
seen as creating spaces for oritical discourse, collective actions, strategies for
resistance and as developing altermagive approaches o developmaent.

Civil society, like adult education, may be regarded as o contested space
where mtention is locused on the potential for opposing exploitation and
oppressive elements of the status quo while aware that there is also the risk
of promoting further the dominan ideclogy. The current interest in civil
society Is partly because of its connections with ldeas of democratisation and
it is frequently seen as a locus for limiting the power of the state

Many social movements such as women, peace, human rights campaigns,
environmental and pro-democracy groups have bocome locations for
contesting domination. Adult education has a history of being involved with
cuch movements and these have identified themselves as having a significant
learning component,! It is not always the case howewver that such movements
are in search of freedoms. Too many modern movements are of a
fundamentalist nature and oppose such liberatory agendas.

There are two different kinds of adult education. One has to do with state
programmes, This is adult education in the system world, The other is maost
often called popular education for the development of civil society. 1 am not
however suggesting that transformative: leamning and edlucation can only take
place outside the system world. There ought 10 be a lively contest taking
place in the state and economy about working in solidarities for change in
the system. This raises the important question as 1o horw one might work [or
a critical pedagogy within the system world of state and ecconomy.

It is also imporant not 1o romanticise cvil society, Frequently, the state and
dominant classes achieve their hegemony through the organisations of civil
society, We therefore need to interrogate our practice and thinking in
community education carefully and always examine what we are doing. For
instance, some adult education may serve to reinforce sexist assumptions
about women in society and therefore perpetuate their subordination. A
number of programmes dealing with home economics and personal
development may reinforce restrictive slereotypes of women's position in
sociery. On the other hand, much of the momentum for change has come
from adult education and movements in civil society.




Civil society operates on the basis that the government is not fully
represeniative of the people. There is a democratic deficit - a gap between
aerual democratic practices and the ideal. The feminist movement, for
example, has always identified a democratic deficit and bias in the system
world. The agenda of cvil soclety is influenced strongly by this analysis of
undemaocratic or partial democratic achievements and by a cenain concepion
af what democracy might mean. Civil society has the dual function of
ensuring that those who exercise power do not abuse it and of rransforming
the system to regenerate more democratic practices. 2

In this context, Youngman states that adult edocation is opposed to;

econamic exgloitation and accompanying divisions between classes
and nations; imperialism and maldevelopment in the Souwih;
uncontrolied industrialisation and environmental destruction;
paverty, ineguality, and social domination; the exclusion of the
majority from decisions which affect their lives; the processes of
globalisation and bomogenisation of cultures; injustice and violence;
values of competitive individualism and ideclogies of racism,

ethmoceritiism and sexisi, 13

This critique of capitalism, the state and economy informs adult educartion,
which at its best, proposes a change not within existing structures but a
fundamental transformation of these structures. Adult education, in this
vision, will be most effective when il suppons the possibilities of collective
social action rather than only enabling individual development. The practical
sk for adult education and the Green Paper is to develop a transformative
pedagogy for adults,

But before outlining what this transformative pedagogy might mean there is
one more picee of this complex world we should address. Globalisation is a
theme of our age.

Globalisation

Marker economies are global. Capital, raw materials and commodities are
produced and sold in a global market. There is free movement of investunent
and goods (General Agreement on Tariffs and Trade). But all this is not a
wonderful development. We are told we have no choice in this as dominant
forms of globalisation are powered by the unrestrained drive o maximise
profits, There is no accountability, beyond the drive o make profits, and
many of the plavers in this process are larger than the states in which they
operate, Global speculation is not accountable 10 any democratic process.




The state is also being rapidly globalised through the World Bank, the
International Monetary Fund and OECD who exert growing power on the
poorer states on behalf of the wealthy states

There are other globalisations too. A global civil society is beginning to
emerge which is founded on a global concern for the interests of civil society
- the environment, women's issues, etc.’> This has within it the idea that
world economies and state powers should be made subject to the demands
of a global citizenship.

If globalisation is a reality and theeat then the solution may be the creation of
global dvil society. We must begin to think of ourselves as citizens of the
planet. This is the precondition for being able 10 change the globalised
murkets and state, The sk of becoming in one’s thinking and acting
member of the planet requires the kind of leaming that is a valid and exciting
goal for adult education,

This Is already happening in environmental and feminist movements. The
environmentalists have contributed to this through mobilisation and
awareness raising and some success has been achieved. The women's
conference at Beijing underined the local and global dimensions of the
changes they are bringing about.

In contrast to the way capital and goods are moved freely around the world,
the producers of these goods are deglobalised or nationalised, National
houndartes are less permeable for workers than for capital and goods, At
borders foreign workers are excluded and refugees are treated poorly In
many parts of the world. 1

Any wish to change this situation involves a learning process that sees
democracy and misery as ethically incompatible. Through adult education,
another kind of globalisation needs (o be forged, which will re-affirm the
primacy of the ethical principles which constitute democracy, equality,
freedom, participation and solidarity in diversity. This can be done by
strengthening civil society locally and globally.

Democracy, Civil Society and Adult Learning

In the final stage of this exploration, 1 will tum to an interesting set of Ideas
which link democracy, civil society and adult education. In reconstructing the
concept of civil society, Cohen and Arato build on the critical theory of
Jurgen Habermas,'” In doing this they connect <ivil society with democnicy
and a particulsr Kind of discourse. This is the same discourse that Mezirow
deseribes as the process requined for engaging in pansformative leaming,
Civil society and Its learning are essentially learning for democratic
citizenship. This kind of leaming is not vsually supposted by the sue and the
economy and 38 indeed often in conflict with their values, The emerging Lusk




ix o democratise the state, the economy and civil society globally. 1% This
implies i different understanding of the leaming sodiety compeared to the
concept usually discussed, where learning is a nammow world-of-work oriented
concept. A democratised civil society i a learning socicety.

As early as 1962, Habermws had been emphasising the erucial role of public
cliscussion and debate in the formation of the needs, interests and aspirations
of individuals.' The way o reach a true understanding of people's needs anc
interests is 0 engage in a democratic debate in which these needs are shared
and in the discourse clarified and transformed. The core of Habermas'
critique of capitalism is that this public sphere or public discussion has heen
reduced by the activities of politicians, advertisers, public relations and the
media in general. This theme has emerged again in his more recent work
where he links the concept of a public sphere with that of civil socety o
provide an account of how control can be exercised over markets and
bureaucracies. ™ In a complex modern society, the guality of democracy
ultimately depends not on politicians but on the exisience of this public
sphere, on people’s intelligent involvement in politics and on organisations
and associations which help form opinion through discourse. A vibrant civil
society is essential for democracy. The conviction that free, open, public
discussion has 3 tansformative function s central 1o Habenmas' thinking.

But what kind of discussion is he talking about? He is talking about
discussion that is aimed at resolving practical disagreements and involves the
nnplicit commitment o a set of roles, These rules of disoussion involve the
equal rights of all concerned; an obligation to provide reasons for challenging
what others assert; having appropriate evidence in support of argumenis; and
the examining of alternatives and other people's perspectives, 2!

In this never realised ideal speech sitvation validity claims, tacitly agreed in
normal conversation, become subject to explicit critique and debate. Disputes
about what may be the truth are resolved through argumentation and
agreement is reached solely on the basis of the better argument. In this
discourse we anticipate a form of life characterised by “frere” (unconstrained
and undistorted) intersubjectivity. 22 Could this not be called love?

[Hacourse requires freedom and justice - freedom to reach agreement on the
besis of the better argument alone and justice based on mumal respect. This
discourse is both mtional and emancipatory in its intention because the
pracess of reaching agreement is accompanicd by revealing the ideological,
coercive and non-democratic structures, which hinder a genuinely democratic
process &

9



I am proposing that this kind of discourse is also the foundation for a
democratic society as it points 10 freedom, equality and care. It is also now
well established in adult education theory that It is the [oundation for aduls
learning. Democritic panicipation and discourse are essential clements of the
learning process,

This ideal speech situation, though never realised, is anticipated in all
communications. The conditions for fully participating in discourse and in
acdult learning are the same. It is assumed that all participants,

a have accurate and complete information

b are free from coercion and distorting self-deception

s are open to alternative points of view - empathic and caring about
how others think and feel

d are able to weigh evidence and assess arguments objectively

e are able to become aware of the context of ideas and critically
reflective of assumptions, including their own

f have equal opportunity to participate in the various roles of discourse

B are willing to accept a resulting best judgement as a Rest of validity

until new perspectives, evidence or arguments arc encountered and
subsequently validated through discourse as yielding a hetter
judgement.=*

It is now well established that this process of engaging in a discourse free
from domination §s 2 core prnciple of transformative adult education. This
respecttul, critical and thoughtful group learning expericnce 5 precisely what
Freire means when he proposes that adult education is dialogic interaction.?’

On this basis | am suggesting thar civil society, democracy and adulr
cducation have in common the ambition to create opportunities and places
for discourse, The same process underpins each. Our commitment is 1o d
form of living together in which we attempt to reach agreement about
difficult matters in a discussion that is free from domination. A teacher of
rransformative learning artempts to create the identical process, Le. a learning
society. In order to have full free participation in discourse there must be
frecdom, equality, tolerance, justice and a valuing of ratlonality. These ane
precisely the values of civil society as outlined earlier. The learning
coanmunity implied in discourse is precisely that required for transformative
learning; the recreation of the life-world; the development of civil socety and
the emengence of truly democratic systems and socicty.

The role of the adult educator is therefore one of encouraging and creating
situations and classrooms which encourage the fullest participation in
discourse, allows adults critically assess the validity of their ways of making
meaning and explore more open perspectives, Too much aculk education has
been ahout work, skills, instrumental learning and how 1o do things. Tt has
been preoccupied with defining leaming tasks and outcomes, hehavioural

141



ohjectives and measurable competence. Too much has been about the
qysteqn, the formal state sector, the economy and training. These are
i|.|‘|]1-|1rl:llil: and nead support but a dilferent kind of learning is being
I""'”']!'”L“"I' i invoalves a critical reflection on ASSumHions, which underpin our
beliefe g discourse o justify what we believe and mking action on the Tuasis
of the new agreed understandings, Then needs assessment, learning
objectives, eaching methods, research p‘luthndulﬂglﬁs and evaluation are
defined and identified in a different way. 2 They are formed in the discourse.

The task of the adult educator is o create, practice and teach how to create
snaces for discourse. In this way democracy, transformative learning and a
il society are possible. The full potential of a learning socicty may be
realised. A global civil society might be able o influence the global market
ancl state so that they 1o become democratised rather than representative,”
The old maxim was to think globally and act locally, Now we may need to
think, feel, act and educate globally and locally. This bottom up globalisation
of civil society is about reclaiming the life-world and in the process
transfonrming the system and soclery fowards @ more democratic and just
wonld, This is a philosophy for adult education.

Such a philosophy helps locate adult education in the arena of the state and
the economy. But more importantly, this vision of adult education locates the
task of adult education in the community, in the [ife-world and in civil
society, It raises the context for the discussion from a national one to a global
atage and connects adult education with a global agenda. It connects adult
education with the radical possibility of a more caring, just, and democratic
waorld.

D, Ted Fleming is Lecturer in Adull Education (Psychology) at NUT,
Mayrooth,
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Education for Transformation:
Towards the Green Paper

Teresa McCormack

votld be in the forthcoming Green Paper on Adnlt and Commnity

Fichication” Before doing so, it is appropriate to welcome the decision to
publish a Green Paper. The publication of the Green Paper may herld the end
of the inferior status traditionally associated with adult and community
educition in terms of educational policy in the Republic of Irefand. If so, this
will be part of a growing international trend. While, in some countries, the
importance of adult and community cducation has been recognised for many
years, it was not until the 1990s that policy makers in general began to try (0
make lifelong Jearning a reality for all members of society and not just for
“certain privileged groups” for which it is already “a naturval feature of
everyday life". (OBCD, 1996).

Iwas asked by the Editor to write a short piece outlining “what I boped
I

It is probably true to say that much of the new-found commitment to lifelong
learning can be attributed to economic change - the impact of new
technology, changing pattems of employment etc.. However it s importunt
for educators 10 ensure that the rationale for adult and community education
is not based entirely on economic considerations. It is necessary 10 recognise
the role of ledrning in creating a more civilised society by, for example,
promoting culture and identity and by strengthening families and
communities.

On the basis of this wider rtionale, the Education Gommission of CORI has,
for many years, been promating adult and community education as a way of
liberating individuals and tansforming society towards an alternative vision of
the future (CMRS, 1993; CORI, 1997 McKeown, 1998). CORI's vision is of a
soclety in which individuals, families and communities can participate fully in
the social, economic, political and culml strucures, which shape their lives
so that they can live life with dignity, We see economic and social divisions
as major impediments to the achievement o this kind of vision and we
advocate policies which minimise these divisions and promote soclal
inclusion.

We have been arguing, on behalf of CORL, that one of the ways in which
education can advance this alternative vision is by ensuring that acult
education is “the means by which men and women deal critically and
creatively with veality and discover bow to paricipaie in ihe transformation of
their world”, (Mayo, 1995, p.16, attributed 1o Freire), Ideally all torms of adult
education would have the chamcteristies described by Freire, In practice

14



however, these characteristics are most likely to be found in adult education
which is community based {l.e. community education). For CORI, adult and
community education are particularly imporant in the context of tackling
social inequality because, in the first place they can represent a ‘second
chanee' for those adults who have not benefited from their schooling, Almoss
40 of the adult population lefi full-time education before the age of 15 and
we know that these adults are much more likely than others w have Families

that fall into poverty.

Secondly, community education can be a very powerful strategy in cfforts to
evercome poverty and the educational disadvantage 1o which poverty gives
rise. Educational disadvantage - even though it is typically experenced ancl
often portraved as individual failure - is strongly linked to social class position
and this, In turn, 15 typically mediated through the local community where
one lives. In this sense, poverty and disadvantage are as much about the
experiences of communities as about the experiences of individuals, This
impHes that educational disadvantage requires an approach which combines
hoth individual development with community development. Conventional
educational strategies have often failed to make a significant Impact on
disadvantaged communities, essentially because many of their potential
leaders leave the community after improving their level of education. This
process is aggravated by the state’s housing policies in local authosity estates,
which rend to promote community instability, Community education
strategies are deliberately designed 1o build up and retain resources within
communities thereby invigorating them.

Community education can also impact on educational disadvantage by
addressing its underlyving causes at the level of society as a whole (e.p.
inequalities in the way power and resources are distnibuted). This potential
arises from the fact that community eduocation is designed to initiate and
develop activities, processes and structures which enable and empower
people in disadvantaged communities to take more control of their own lives,
This involves creating opporunities for peapfe fo analyse the reality in which
they fve, fo tdentlfy the difficnities and blockages which they encounter in
rarions aspects of their lives and to engage in social action fo change the
struciures wiich advesely affect them and their comminy' (CMRS, 1992). In
other words, community education focuses on the empowerment of
marginalised groups so that they can make links between their situation and
the structures in the wider society. When marginalised groups are
empowered in this way, it ideally leads to social action aimed at changing
sochetal structures (the transformation of soclety),

Against this background I will, in the rest of this paper, make seven
siggestions about the forthooming Green Paper.
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1. An Explicit Vision of Society

Earlier 1 tried 1o highlight the extent to which positions on education ought (o
be influenced by a vislon of the future of soclety. My first suggestion,
therefore, is that the forthcoming Green Paper would indude a spelling out
of the wider social, economic, political and cultoral goals which the paper's
cducational proposals are intended o serve. In particular, 1 hope that the
Green Paper will pay equal atention to the many different pugposes of adull
and community education (those related to employment, those related to
other aspects of Individual development and those related 10 collective or
communal development). It will be interesting 1o see how our Groen Paper
will measure up to a seres of questions put by Stephen McNair about the
recent British Green Paper “The Learning Age” (Department of Education and
Employment, 1998).

He asked

*is the paper too family focused on a narrow employment related
agenda or could it imply a broader notion of work and skills 10
embrace voluntary work, parenting skills, communsty participation
etc.? Does it deal adequately with fssues of citizensbip and culture?”
(McNair, 1998)

By calling for a balanced approach to the different purposes of adult and
community education I do not mean, of course, to downgrade vocational
considerations. It will be extremely important for the Green Paper to address
the many urgent training and retraining needs of adults, especially those who
are long unemployed. Therefore it will need to provide a framework for
collaboration among the various parners in the area: leamners, providers, the
state, employers, unions, In this regard it is worth noting the extent to which
traditional boundaries are breaking down. Vocational training, for example, is
increasingly no longer concerned solely with providing Workers with specific
skills related 1o particular industrial applicaions. Rather it is concemed with
concepts like Hexibility, learning how to learn, and the capacity "0 deal
critically and creatively with reality”. Thus, people who are involved in
training may be empowered to identify and challenge unjust economic
structures (e.g. large wage differentials). Similarly efforts to provide vocational
training for unemployed people are increasingly community-based and seck
to empower those involved not just to access existing jobs but to create new
opportunities within their own areas (see Mayo, 1997; Kirby & Jacobson,
1998). :
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2. Principles
My second suggestion is that the Green Paper should be based on a clear

1|

atemnent of some of the very fundamental principles discussed in the

introduction 1o this paper. Thres principlés seem to me to be particularly
important,

Collective as well as individual advancement. As indicated earier,
one of the defining characteristics of community education 1s s
concern with the development aof communities as well as the
individuals who make up these communities, It is this process of
linking the individual to the community and understanding both in
the context of broader soclal structures that gives community
education its transformative potential and which makes it of
particular benefit to those who are disadvantaged and marginalised.

Empowerment and participation. This principle reflects an
understanding of the process by which individuals and communities
must be the central agents in their own development and
transformation. For example, it implies that the needs of individuals
and communitics should shape the comtent, delivery and timing of
educational interventions. It also implies that educational
interventions should not be introduced o communities by stave
agencies or professionals withour an extensive consultation process in
which the members of the communities are centrally involved.,

Lifelong learning. Now that this concept appears to have
widespread acceptance, [ think that it is important that we try to
reach a common understanding of what it actually means. For me, it
involves more than recognising that learning can take place at a
number of discrete phases of one’s life. Instead [ see it as a
commitment o a beliel that education is iImportant at all stages of our
lives and that learning can take place in many different ways and in a
variety of different contexts. To the extent that there are “sectors”
associated with different phases of learning, these sectors are
interdependent, equally valid and underpinned by a coherent
philosophy of education based on principles including those which
are characteristic of community education. Acceptance of the
principle of lifelong leaning would mean that it would be very
difficult to maintain the inferior status currently given to adult and
conmanunity educaton.
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3. A Commitment to Equity

If the Green Paper is to generate a worthwhile debate, it 15 imporant that
there is an unequivocal acknowledgement that existing provision is
inadequate and inequitable. For example:

- in 1996, the Department of Education and Science spent just over 42
million on adult education {about 0.2% of overall educational
expendiiure)

. current expenditure on community education is about &6.3 million, of
which less than 5% comes from the Depanment of Fducation and
science {McKeown, 1998)

. participation in adult education in Ireland - at approximately 30% of
the adult population - is much lower than in other OECD countries
(Morgan, Hickey, Kellaghan, Cronin and Millar, 1997)

. those with least education tend also 1o be those least likely 1o
participate in adult education and people in employment are more
likely 1o participate than people who are unemployed

. numbers’ participating in programmes such as VTOS and ALCE are far
lower than the numbers in the population for whom these
programines are designed.

The points that have just been made indicate clearly that aduli and
community education are not benefiting those who are disachantaged to the
extent that is either possible or desirable. This poses a serious challenge to
the existing system, which the Green Paper needs to recognise. On this basis,
I believe that it is essential that the Green Paper sets, as s overriding priority,
the development of adult and community education strategles that address
inequality and disadvantage.

Part of the response o this challenge will involve a radical reform of funding
and 1 will come to that next. Howewver it is clear that there are many barriers
and obstacles to participation by those who are disachvantaged in adult and
community education which are only partly related 1o finding. This calls for
an innovative outreach approach involving many different leaming siles,
learning methodologies and new collaborative provision. This is an area mn
which the British Green Paper, drawing on the Kennedy Reporl (1991) sets
out some interesting proposals which could be relevant in an Ieish context
also,

4, Reform of Funding

One of the most obvious ways in which the Green Paper can respond to the
challenge just posed is by giving a commitment 1o 2 radical reform of funding
of adult and community education. This reform will, in the first instance,
involve a very significant increase in the level of expenditure by the
Deparment of Education and Sclence. The Green Paper will also need to
begin to “address the issuwe of duplication [fragmentation and metbods af
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funding in the provision of training, second chavce education, adult and
comrity education” (Commission on School Accommedation 1996). This
fragmentation reflects the lack of a cohesive vision for the sector as a whole,

In this regard, it 18 worth noting again the extent (0 which communiry
cducation has benefited in recent years, albeit Inadvertently, from
developments outside the institutional sphere of education. As a general
principle, the disiribution of funding for adult and community education
meeds to be based on innovative mechanisms. Conventional mechanisms
such as capitation funding or annual budgeting are rarely appropriate for
COmMMUNty projects,

5. New Structures

CORI has argued for 3 number of years that one of the reasons for the lack of
development in adult and eommunity education has been the failure to put in
place appropriate structures for decision making and administration. CORI
continues to favour an intermediate eclucation structure, which would ake
responsibility for all aspects of education in an area, This option has been
effectively muled out by the present Minister for Education. Nevertheless there
is some scope for useful reform in the proposals of the Commission on
School Accommadation (1996) for the reorganisation of Vocatonal Education
Committees. 1 hope that the Green Paper VHI take these proposals on board.

The Green Paper will also represent an opportunity o advance some of the
ideas in the 1993 white Paper for structures at national level, most
significantdy perhaps the establishment of a Purther Education Authority. In
general 1 would hope that whatever stuctures ave being considered, they will
be designed o enable people 1o

. analyse their own social, economic, cultucal and political realities

. create an alternative vision of the future

. acquire the individual and collective skills needed to make that future
a reality.

6. Promoting the Community Sector

It is probably accurate to suggest that the education sector has been slower
than other sectors in appreciating the role that can be played by voluntary
and community groups in developing and implementing social and economic
palicy - especially in relation o overcoming poverty and disadvantape, The
terthcoming Green Paper provides an imponam opportunity. for the
education system to incluse the community sector as a more erucial player in
s world and o support those conumunity effors which are endeavouring o
address poverty and disadvantage by linking individial and community
development This implies that the role of the comumunily sector neveds to be
"":l’li""lfl" recognised and supponed in policy and practice as an integral par
of adult and community education. It is parmicularly important that, in
reconnising the wole of the conmunity sector, its “radical edge” is preserved.




This will mean, for example, that community groups are not co-opted into
dominant ways of looking 4t issues or seen simply as consumers of services
provided by others. Rather the aim will be to empower groups (o advance
thetr particular vision of the future (Crowley, 1993; Zappone, 1998),

7. Accreditation

One of the practical ways of building adult and community cdhucation is by
developing mechanisms for accrediting this form of leaming so that its value -
both individually and collectively - is explicidy recognised. At presen, the
lack of agreed forms of accreditation poses i significant impediment (o the
funding and development of this form of education, particularly from
conventional education and training agencies, including the European Social
Fand. Lack of accreditation also acts as a disincentive to become involved in
this type of education since, as Kelly (1996) has pointed oul “Securing credil
for effort is long understood ta be a motivating factor in encouraging people to
achicve their potential” (p.xii), Conversely, an accreditation system  “cowld
asswre the quality of the work and enbance both the statws of the individuals
concerned as well as the groups and organisations working in this sector”
(KeuYt 19%! p‘6)'

In conclusion, | see the Green Paper ias an exciting opporunity © promote
an alernative vision of society and forms of education, which will advance
that vision. It will allow us to consider education not merely in instrumental
terms but as a means of liberating individuals and transforming society,

Sr. Teresa McCormack is the Director of the Education Office of the Conference
of Religious of Ireland (CORD,
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Community Education:
An Anti-Poverty Strategy

Joan O'Flynn

This paper sets out to discuss the role of adult education with regard o social
eqquity, social justice and combating poverty, In particuliar it highlights the
opporunity that current policy contexts provide for a re-evaluation of
tradittonal models of education and for agreeing new approaches to
achieving greater equality in education for adult leamers, Community-hased
approaches to adult education are discussed in detail as they are an important
aspect of anti-poverty work and of initiatives 1o empower people to make
decisions allecting their own lives. In this context ssues relating to women's
education are specifically highlighted. The paper concludes that new
approaches to achieving greater equality in education for adult leamers must
be enhanced. As well as this being necessary for the realisation of education
as u social rght, it will also contribute 10 greaters parental suppon for young
people experiencing educational disadvantage. However, the underlying
causes of poverty and inequality must also be ckled if greater socil justice
and equity are to be achieved.

Poverty and education

Poverty is about being denied the standard of living that is considered the
norm in society because of inadequate resources. Such a view ol poverty
takes account of people’s social, emotional and cultural necds as well as
busic physical needs. Thus poverty is aboul more than a lack of moncy; it
indudes isolation and a sense of powerlessness, Poverty affects both urban
annd rural communities. Unequal distribution of resotifces and opporunities i
the main reason for the relatively high level of poveny in Irelamd where 9

15% of the population lives in persistent poverty”.

Ecducation alone cannot adequately addvess the inequalities in Irish socicty.
Some groups will bepelit more from education than others regardless of how
it is organised. Wider social change is @ necessary accompaniment for real
equality in education,

Education is however a key element of any anti-poverty Prograinie. It can
perpetuate poverty or it can be a key mechanism for preventing and
providing routes out of poverty., There are established links between levels of
educational achievement and access to employment and between education
and earnings from employment, A very low earning capacity usually
correlates to low or limired formal educational qualifications,
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jon also plays a key role in promoting and determining values in
society ane it has the pnwmlul O promaote prim'iplo_h of soctul justice,
solidarity and equality. These relate o the concept of shared citizenship
which. in wm, is closely refated to the idea of the common good: that there
are common values over and above individual interests and backgrounds,

Felucat

Policy contexts

Education is a fundamental social right and education provision, both formal
and informal, should strive to provide equal treatment and deliver equitable
outcomes to participants, The White Paper Charting our Education Future
has been criticised for its lack of recognition of Irish adult education.! In this
context, the government’s. commitment 10 4 Green Paper on Adult Education
is especially welcome and provides a valuable opportunity to explore a broad

vision of education's role within Irish society,

Sharing in Progress, the National Anti-Poverty Strategy? provides another very
important policy conlext, This government initiative aims 10 halve persistent
poverty levels in reland by 2007, The strategy is underpinned by & number
of lundamental principles that should also inform the Green Paper on Aduli

Education. These are;

- Ensuring equal access and encouraging participation for all
Guaranteeing the rights of minorities especially through anti-
discrimination measures

. The reduction of inequalities and in particular addressing the gender

dimensions of poverty

- The development of the partnership approach building on national
and local partnership processes

. Actively involving the community and voluntary sector

- Encouraging self-reliance through respecting individual dignity and

promoting empowerment and
- Engaging in appropriate consultative processes, especially with users
of services.

These principles provide a framework for strengthening the capacity of
individuals through empowerment strategics; for personal and citizenship
rights and for the rights of participation. The anti-poverty strategy identifies a
number of policy actions as part of an integrated strategy to address
educational disadvantage from early childhood (hiough to adulthood. Other
strategies for income adlequacy, 1ong-term unemployment and urban and
rural poverty are also outlined. For lifclong learing the Anti-Poverty Strategy
makes the following commuitment:
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“Support lifelong learning, second chance education and community-
based education and training. Participation could be factlitated
particulardy through the provision of chrildcare. Disadvantage among
adnlts will be tackied through the Vocationagl Training Opportuniiies
Scheme and by ensuring that progranimes are tn pleace Jor those who
wish to owerconse Weracy and numeracy difficulties (pl 1)

This commitment is important for the realisation of individual ability and
support for the development of life-chances. It identifies a three-sirand
approach to adult education and a specific focus on lienicy, numeracy and
training schemes.

Community-based education

There has been an increase in the volume of community-based edueation and
training programimes within disadvantaged arcas in fecent years. The aim of
many of these is to help people examine the circumstances which contribute
to poverty and disadvantage, actively develop strategies to combal
disadvantage and empower people 0 make decisions affecting their own
lives, plus those of their familics and communities®. A 1994 study? highlighted
the concerns of voluntary organisers, paricipants and tutors regarding
community-based courses. Some of these are summarised below.

Access

Lack of finance continues 10 be a significant factor deterring adult learners in
disadvantaged communities from participating in community based education
and training courses. In particular the self-financing rule was oriticised as
ensuring that adult education is a middle-class pursuit reflecting middle-class
values. It echoes the view of the Commission on Adult Education whose
report, fifteen years ago, highlighted inequity in adult education:

‘various correlations veveal that there is a relationship between
participation in adult education and the amount of education
already rocetved and social class and social grouping'

This suggests that adult education repeats the pattern of other education
arenas where the privileged have the resource capacity and the power to
maintain advantage in the education system for themselves.

Resources

The absence of adequate and long-term funding militated against community-
based education providers being able to meet the demands for courses, The
self-financing rule again militatcs against the provision of courses, créches
and training in disadvantaged communities.




The unmet clenpnds for courses in disadvantaged communities is a strong
ounterpoint o the asumption that adeditional knowledge and skills are moss
L

valued by those who already possess relatively more knowledge and skills,

Structurcs . . . .
Fragmentation anel lack of colwrency are often typical of the provision ol

community courses, Piecemedl access o unrelated shodi-term courses is often
all that s available, which restricts ongoing personal, educational aned
vocational development. There s therefore a need bor structures that help w
build common approaches and to facilitate progression.

In pearticular this suggesls that there is a need for an inter-Depatmental
response 1o adulr education, particularly including the Depanments of
Education and Science; Enterprise, Trade and Employment and Social,
Community and Family Affairs,

Accreditation
Many community-based courses award certificates to participants who

complete particular programmes. However, there is a need for formal
recognition, accreditation and progression routes into other education,
training or employment. A variety of approaches to accreditation need o be
developed which take account of adulis' different accreditation needs.

support & Guidance

The level of personal support offered in community-based education is often
missing from formal provision, Related 1o this there is a need for a puidance
service to dssist people o make informed decisions in selecting education or
training courses which best suit their needs.

Childcare support

The unavailability or inadequacy of childcare suppon is a significant obstacle
o women's participation in adult and community education and training
courses, The next section addresses this issue in more detail,

Childcare

The commitment in the National Anti-Poverty Strategy to adult and
community basedd education acknowledges childeare provision as a necessary
chement of provision in this arca. This is impowtant but the commitment oo
childeare, which is largely aspirational, could be srengthened in the Green
Paper on Adult Education. Childeare Is viewed as an essential provision o
vounteract inequality between men and women, Women continue to camy
the bulk of childcare responsibilities. In the absence of any state-provision of
I'Ilill.h.":ll'l.'-h e Way oo rl'_‘li|1.IL'II'Ij.g‘I lwirricrs o sicliiln IL'EIFI'IiI'IH l|:.li-_|F||;_|.|-||_j|'|||_|.:_-!:,,I
|:'!|il..l'|.il:."lI|:I|‘|:|-" Feosr woumen Froan low income hackgroumnds, is o provide guality
childeare Ficlites as an mtegral pan of adult educaricon Provision,
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There are four potentil gains rom this approach. Fiestly, the capacity of
mothers from low-income groups to participate in litelong learning
opportunities is increased. Secondly, social, recrcational and development
opportunities for children from low-income groups are increased. Thirdly,
childcare provision as an integral aspeat to supponting adult learning may
also provide examples of good practice in the area of early childhood
education. Fourthly, parental education levels seeny to be important (o
children’s school performance,

A mother's education is particularly important and research evidence suggests
that children of less formally edocated mothers do less well at school and
leave school cadier than children of mothers who have benefited more fully
from the education system. In this context, facilitating the participation of
mothers in lifelong education is important for personal, social and
developmental opponunities and economic capacity and it can contribute o
breaking the intergenerational nature of disadvantage and poverty, The repon
from the Working Group on Childeare, under the auspices of the Department
of Justice, Equality and Law Reform should inform this aspect of the Aduli
Education Green Paper.

Fducation for social change?

Commentary on the White Paper on Education® suggests that the White Paper
accepts that education has no role to play in helping 1o eradicare social
injustices of lrish saciety such as poverty, unemploymen, sexcial exclusion,
poweressness or alienation. Will the Green Paper on Adult Education adopt
the same approach? For many involved in community-based education, this
would present an overly restrictive view and would be a major
disappointment. The Combat Poverty Agency considers thar the education
systemn should provide a vision of society that is committed to the values of
socil eguity and justice, It considers that this uppmuch would challenge
inequity and intolerance and that its ultimate outcome must be to create a
saciety where incqualities are challenged 9

Many community-based courses in disadvantaged areas put this theory into
action. The aim of many of the courses or programmes is to help people
examine the circumstances which contribute to poverty and disadvantage, to
actively develop strategies to combat disadvantage and empower people to
decisions affecting their own lives and those of their families and
communities” The values underpinning the courses are ones that support
community-interest rather than individual-interest and that respond 10
community needs rather than individual needs. Community-based education
seeks 1o address civil, economic, social, political and cultural contexts in
which people live. This distinguishes community-based education as an
initiative for social change rather than for the more limited concept of social
cohesion.




1 community-hased education, lacal groups take responsibility for and play a
ke role in organising the courses, deciding on programme content and
recruiting tutors. This is another distinguishing feature of community-based
eclucation 1% in other educational provision, the “‘dominant” ideology may
define the programme content, nedions of inelligence and knowledge, tutors
nerceptions and expectations of learners, assessment procedures and teaching
styles, The self-interest of dominant groups and the dominant culture is more
||1.'r.‘|':|.' o ['I'Tl'l"l|l|*-"'-' aorms and vialues that are less |.i.|-El:l_',r to promote social

change.

Ci |.|H|m||-,i1],--|3;|.-u:d ecucation trics o pal into practice ane of the lundamenal
principles of eclucation generally - w0 work with the knowledge, skills and
experience a learner cin elffer. These are consldercd valid angd significam
rather than opposite = the cultural domination that may exist in other
programmes. They seck 1o work with people rather than for people and take
account of the particular socio-economic, cultural and other needs and
situations of paricipants. One of the potential outcomes of this approach is
an educational experience that responds more appropriately to the diverse
needs of class, gender ethnic, disabled and other groups. However
experience from the feminisation and rationalisation of education in the UK
in the 19708 points to the limitations of this approach where a focus on
teachers and learners changing their behaviour is inadequate withowt wider
structural change in soclety to address inequalities. This retums us to the
importance of the National Anti-Poverty Strategy and its potential to build a
fairer and more equal socicty.

A new paradigm

Community-based education can offer a new paradigm for adult education
for the next millennium. The Green Paper and future White Paper on Adult
Education provide the opportunity to adopt new models of educational
provision that are built on models of participation, collective thinking and
less hierarchical decision-making. It means conceptualising education as an
agent of social change. This is sometimes dismissed as ‘social engineering'
but supporting a more equal sharing of power in education and society is a
valid objective.

Initiatives 10 promote the Irish language, enterprise, gender equality or
relationships/sexuality, are valid in adult education as in other areas of
PI.-.IHI'_-J“I':lﬂ |"r1r [hE Grﬂ'" Pul.-.ll-r (L] 1.'1:|1|':||"]||,'E' rhi."i e L'.I-.Ir“.'II'JIHI:'I'i Means
acknowledging tha this thinking i= 4 Challenge 1o the existing structures and

Hli’tﬂhﬂd"'r‘"‘ including professionals, managers, administrators and policy-
matkers,




One commentator® encapsulates it well when she describes participatory
strategies as being about reducing the privileges of the privileged. Ultimarely
this suggests that the mediators of adult education themselves hecome agents
for change.

In conclusion, education s one institution of social organisation that has a
profound effect on unequal economic, social and cultural reproduction, Adult
education can play a valuable role in tackling educational disadvantage,
Community-based education in particular suggests a range of different values
and innovative modes and institutions that provide an altemative 1o the
traditional hierarchical models within education. It provides one of the
mechanisms for responding to the experience of poverty such as inadequate
resources, Isolation and a sense of powerlessness.

However the underlying causes of poverty and inequality must be addressed
and their levels must be reduced in society if structures of power are to be
transformed, The National Anti-Poverty Strategy has adopted the reduction of
inequality as one of its principles. Tt commits 10 supporting adult education,
including life-long learning, second-chance education and community-based
education, Coupled with the Green Paper’s purpose as a discussion paper on
future policy for adult education these two policy contexts provide important
opportunities for agreeing new approaches 10 achieving greater equality in
ccucation for adult learmers and enhanced parental suppont for young people
experiencing educational disadvantage,

Joan O'Flynn is Head of Information, Combat Poverty Agency
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Adult Education and
Bmwnpzﬂaerbags

Ad Hock

In E::pm[_'ljll_nﬂ this aricle, 1 am indebited o Ao |'|:I”:|1'I|. |:Th-|:l|.'l'|1. research
student and trailblazer extraordinaire Bologna Adult Grammr bl;h:._u_rj (or
BAGS), whose thesis entitled Sufyporting Democracy: a shudy of favours
weitter piven nor received’ s an invaluable reference work for all serious

sudents of the Brownpaperhag phenomenon.

Some years ago, 1 was engaged in an adult basic education project in the
outer reaches of Dalkey. The project, which was aimed at understanding the
flux in the financial markets and facilitating financial flow where necessary,
came under the general heading of Launder Your Money - a guide to
Offehore Accounting. Following some indepth investigation by a team of
scuha divers in the area of Bullocks Harbour, there came into my possession
some highly privileged, very confidential, specially classified and unusually
sensitive information, which constituted a serious threat to the ship of state

and all those who sail in her.

One morning, on arrival at my office in the prefab, which had been specially
provided for this imporant adult education project, T found placed on my
desk a brownpaperbag. Inside was a cheque for a substantlal amount of
money accompanied by a handwritten note which said: Please find enclosed
cheque for a substantial amount of money in return for which favours will
neither be expected nor received. Yours sincerely, Democracy Supporter,
Strange, | thought, very mysterious indeed but, ever the pragmatic and
discreet person, 1 cashed the cheque and forgot all about it. One's memory in
these matters is notorlously fallible but, to the best of my recollection, the
cheque was made out to cash and for a four figure sum - £1 .17s.5d. 1 think.
Anyway, I drew a line in the sand in Dalkey beach and successhully browght
the project to a conclusion before taking a well deserved holiday in the
Cayman Islands.

Horses for Courses

I was reminded of this bizame incident recently with the announcement of
the: Horses for Courses commission 1o examine pavyments o adull educinoes,
It brought to mind also another bizare event which occurred in the e
sixtles in a well known county in the south of Ircland which for obvious
rensons | canmned mame but which, for the plirposes of this story, shall e
“'_'I‘""“-'“ foras Cork. 10 seems that a Very Weird Individual lving in 2 rural
Im_m-'l'"“l WALS anxions e provide classes and courses for adults long helore
this kind of ~'"~"1""il!|' wils desirable, Fashionable or even necessary. In




particular, this Weirdd Inlividua] was anxbous 10 provide courses i} SUpporting
Democracy, which was perceived as tlie most pressing need at this particular
time in thiz particular place. An advertisement was placed in the local
newspaper, seeking permission to build an Adult Education Centre and
inviting tenders for which favours would neither be expected nor received,

Naturally enough, since no one had ever heard of such a thing, the
announcement aroused the most extraordinary curiosity for at least one mile
around, and Builders and Developers Anonymous, who as it happened were
gathered at a treatment centre nearbyy, immediately abandoned the therapy
and went looking for the contract. Tenders came flooding in, enclosed in
brownpaperbags and accompanied by cheques for substantial amounts made
out to cash and supporting democracy. In due course, replies were received
and it was pointed out that, while the cheques were good, the quality of the
paper in the brownpaperbags was inferior and would have 1o be improved
significantly if the tenderers were to have any chance of landing the huge
contract. Immediately the Builders and Developers responded by forwarding
reinfarced waterproof brownpaperbags in great quantities, some indeed
enclosing further cheques signed just in case’

Well, the end result of all of this bizarre activity is that there is a Very Wesirc
Individual living in style in one of those so called eastern demaocracies, where
corruption is rife and there is very little regard for integrity in public life, and
there has been erected in a well known county in the south of lreland a Very
Weird Adult Education Centre, built entirely from brownpaperbags and
offering nonstop courses in Suppotting Democracy.

30



structure: Towards an Inclusive,
Effective Model

Kevin Hurley

woe of 4 consensus that a discussion on structure will be central
1o any attempt o enhance the condition of adult ulucam-m‘in reland.
Funhermorne, equity demands that, in iny such attempl, priority must be
given to facilitating the participation of those who are in greitest need of re-
engaging with educationul activity, It is ."\".l|lll;l‘l’)’ 10 lx.- mindful then that
sructures and institutions can constitute and mise harfers 10 participation,
Al these must xe held 1o be partly accountable ar least for one of Naomi
Sargent’s key lindings regarding participation in the UK - “over half of all
upper and middle-class (A respondents are current or recent leamers,
compured with one thivel of the slkilled working class (C2) and one quaner of
unskilled working class people and people on limited incomes (DE)". How
fares Treland In comperison? Cerainly, in one sphere - higher education - the
structural arrangements for facilitating admission must be deemed to be
accountable, in part at least, for the comparatively abysmal rate of

participation by mature students,

There is evider

Effective Structure

Structure, to be effective, must be informed by the purposes of adult
education. If these were to be reduced to a typology, the present inchoate
arrangements would suggest the following:

compensating for the lack of fulfilment during school experience;
fostering personal and community development;

developing skills;

contributing to the enlargement of knowledge;

fostering citizenship and independent living;

widening participation, access and mobility in education.

However useful this may be for classification, something more unifying and
definitive is required to animate an optimum model. This paper will therefore
seek to outline a structure which attempts to reflect three properties -
wholeness, transformation and self-regulation - which have been identified as
defining structure, These properties, | suggest, are difficult to discern within
present arrangements:
. wholeness - what aims and principles are invoked to inform the
present arrangements? How are these evaluated? What measures are

in place to achieve coherence and cquilibrium and avolid
disconnection and discontinuity?
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. transformation - how can a leaming society be achieved considering
the suppression and marginalisation of adult education? How can
development be achieved without a comprehensive framework for
dialogue and policy formulation? How can radical change be
achieved and sustained when the vokes, energies and impulses are
invariably exercised in isolated milicus and characteristically
dependent on combinations of voluntarism and short-term funding?

. self-vegalanion - while, on the one hand, much of adult education -
the voluntary sector - could be said o be self-regulating, how can
such issues as funding, quality, accreditation, mobility, be reasonably
resolved in the absence of a systematic, integrated dynamic-inducing
infra-structure? How can coherence be achieved in the face of
[ragmentation and compartmentalisation (e.g. VEGs, FAS,
Partnerships)? How can a structure be sell-regulating in the absence
of such norm-forming bodies as the Open College Networks and the
Access Validating Agencies long operating in the UK?

Due realisation of such properties awaits due structure as part of the process
of empowering all who subscribe to adult education.

Earlier Representations
The issue of structure has been addressed at regular intervals

In 1983 the Commission on Lifelong Learning recommended the appointment
of local Adult Education Officers for every post-primary school catchment (or
analogous) area; County and County Borough Adult Education Boards - with
links to the VECs: a National Council for Adult Education and an enhanced
role for the Adult Education Section of the Department of Education.

In the mid eighties, following the issue of a circular letter in December 1984,
VECs began to sct up Ad Hoc (sic) Adult Education Boards.

n 1992, the publication of the Green Paper “FEducation Jor a Changing
World ", prompted debate, despite its reserved tone on the guestion of
structure, Al a symposium at Maynooth, the Adult Education Organisers’
Association was reported as recommending the establishment of A National
Central Executive Agency within the Department of Education and an
independent local statutory body in each county.

One workshop at the seminar recommended “g national and local
structure. . ” each with specific functions and distanced from existing
structure,

Combat Poverty also commented on the Green Paper and focused on
structural issues such as the number of courses on offer and the timing and
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ize. on the issue of structure, it contented ftself

Aotk of AC0e5ES. Otherw
fAexibrility call for the establishment of centres of adult

with supporting AQNTAS
learning.

1603, the Mational Bducation Convention identifted structure as one of the
caprseed the recommendations of the 1983 Commission's
Report bul alserved that Adull I:Zduti_l[iﬂtl': Blerds Shlllulfl be more
epresentative. However, the: Convention did give rise (o . relatively radical
ihe wider field - namely that Regional Education

In
fosuir kesy issues. ft reh

|'|.|'|;||:|-|.:l.=-i:lJ Foar
Councils/Boards be established.

In 1994, a Position Paper elaborating on this proposal recommended the
devolution of some of the functions carried out by the Depantment of
Education and the development of new and existing functions and activitles
such as adult and vocational education and training.

In 1995, the White Paper “Charting our Education Future” was published. Its
proposals on adult education were predicted on the emergence of the RECs.
These in tufn were to be subordinate to a Further Education Authority,

Neither the Regional Councils/Boards nor the Further Education Authority
have come to pass,

However, the White Paper elicited a strong response from AONTAS which,
among other representations, set out substantive proposals on structure; these
were animated by a pamicular concern that structures should ke adeguate
account of the dynamic nature of the community sector. AONTAS
recommended the establishment of: (i) Local Stroctures (i) Regional Structures
predicated on the establishment of Regional Educational Councils and (iii) a
national body 1o be known as The Adult and Continuing Education Authority.

Most of the foregoing sets of recommendations were accompanied by outline
functions.

Current Arrangements and The Learning Divide

Surely one of the great msks o be undemaken as 3 prelude 10 what Ted
Fleming characterises as ‘the project of developing a critical ey
hammenisation of continuing education and ChrETig Hahing, D
oecasional crossover, these largely e e it AR it SR
I:"'!r' Separate siructures, E'ftlnn-{lu,;_.n”}. there is lttle scope for the cross-
Jl'l'll“:.'-i.‘l“l.ln ||'I1'I':IlI.|.¢l_]| which each sector can be enrched |'|-'=.-' T Tua——
lI'u:I-r:-rh..;-r. This disjunaticon i compounded by restrictions emunuting fom BU
leglslation. How remarkable ihen that the EU Commission has chosen 1o
!f::yl.-::,l::, :uﬂrr::.':-;;ﬂ:-l;jI;lzt'ﬁ AT :IL|.|I:|;‘r|_=|'.|I!.‘-i of the view “thay the separation
merely o echio the :-:n:u-::”ll“w' g mm”‘?-hw H”nr. . e, A _rh.;ll -

! o of the Round Table of Buropean Inclustrialists -
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which is approvingly quoted by the Commission - that “the essential wissicn
of education is to belp everyone develop theiy own polcitial and become a
complete buman being, as opposed fo ¢ lool at the service of the econonty; the
acquisition of knotedge and skills should go bang in hand with building wp
character, broadening outlook and accepting one’s responisibiliry in society”,

Knowledge and skills are already positioned o go hand in hand with the
development of character, outlook and social responsibility in one of the EL's
mast recent adherents, Finland. In Finland - not unlike lreland in terms of
location, history, population and recent cconomic experience - the separate
National Boards of General Education and Vocational Education were
replaced by a single National Board of Education in the early nineties, The
Board has a separate unit for adult educatiom. The purpose of the reform wis
“to eliminate overlapping administraffon and bireancrdcy, o5 well s to
transfer deciston-meaing power and resources o the fepel where the planitig
and implementation of education actually takes place”. The properties of
wholeness, transformation and self-regulation begin to be discernible.
Ireland’s binary system, in contrast, exhibits the grossest distonion, With few
exceptions, Adult Education and Adult Training are confined to their separate
holdings. And the two can be likened o the holdings of Dominick McEvoy
ardl Yellow Sam in Cadeton's “Poor Scholar”. Adult Education can be likened
o McEvoy's, clinging 1o @ hard, barren bill”. Adult Training, by contrasl, Gn
he likened to Yellow San's reposing in a “sheltered inland ... rich and
sxarm looking ",

A strategy to promote human resources and (0 Suppor local development is
being implemented apace under the Mational Development Plan 199499, A
hrief examination of the following table reveals how adult training - in
addition o early training - is being furthered under the plan,
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Human Resources Operational Programme 1994 - 1999
(Total allocations for the Measures and Sub-Programmes in question)

Continuing Training for the Unemployed IRE
Industry Training for the Unemployed 278,853,332
Local Enterprise 40,153,000

319,006,332

Total

OBJECTIVE 3 - SOCIAL EXCLUSION
Counselling, Guidance and Placement 12,551,000

Community Employment 751,078,333
Re-Integration Training 81,245,000
Community Training 86,994,000
VTOS 91,808,345
Training of Ex-Offenders 856,000
Training of People with Disabilities 240,685,000
Total 1,265,217,678
OBJECTIVE 4 - ADAPTATION TO INDUSTRIAL CHANGE
Training Support Scheme 50,531,000
Training Services to Industry 22,788,000
Total 73,319,000
IMPROVEMENT OF THE QUALITY OF TRAINING PROVISION
Vocational Training (Dept of Ed.) 182,130,667
Infrastructure (FAS) 10,199,335
INRB) 33,580,000
Total 225,910,002
Training of Trainers (Dept of Ed.) 48,058,326
(FAS) 1,800,000
(NRB) 7,445,000
Total 57,303,326
Promotion of Equal Opportunities. (FAS) 4,000,000
(Dept of Ed.) 3,500,000
e 7,500,000
Overall Total ‘ 1,953,434,571

SOUrce: Gy, .- ¢ e
ooy .(’-\-u mment of Treland (1999) Operasional Programme 1994- 1990 For Human
SRIrces Ivefopment, Dublin, Stationery Office
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While the potential for empowerment through tmining, which such reSOUICES
imply, % to be celebrated, the lack of wholeness and the eschewing of
transformation is to be lamented. Adult training, in the absence of intercourse
with education, runs the rsk of sterility. Reciprocally, to uncouple adult
education from trining runs the risk of inutility. Meanwhile, it i the plight of
Adult Education to forage at subsistence level, The stark contrast <0 b
ilustrated by invoking the relevant ligures for one of the years in question:

1996

Expenditure on the measures -

Continuing Training for the Unemployed,
Soccial Exciusion (incl. VTOS), Adaptation to
Industrial Change, Improvement of the

Quality of Training IRE 317,000,000
Total expenditure on Education IRE2,205 135 000
Expenditure on Adult Education

(incl, Adult Literacy and Community Education) IRE3,571,403

Source: Government of Ireland (1995) Operational Programme 1994-1999 For Humarn
Resources Development, Dublin, Stationery Office

Thus, in 1996, the resources allocated to Adult Education amounted 10 @ mere
1.1% of those awarded to Adult Training; they amounted 10 a mere 0.16% of
the total expenditure on education - this in the much-trumpeted European
Year of Lifelong Leamning,

The foregoing facts are cited to illustrate profound disequilibrium and the
resultant impoverishment of Adult Education and to invite an exposition of
the rationale for this. For example who will explain why basic (including
literacy) education continues so under-resourced? And community education?
Why such an absence of guidance for adult learners? Among its several
functions structure must facilitate discourse about these and other issues in
the course of policy formulation.

It is at least somewhat encouraging to report that the discourse has
commenced, though neither always apparent nor primarily focused on adult
education. Most of the fora in question are government originated and thus
present as top down. They include an interdeparimental committee on adult
education, established in the eady nineties and with a yet unfinished agenda;
the Strategic Management Initiative GMD with 1s “wide-ranging agenda for
change and renewal of the Public Service based on a renewal of the
relationship between Government and people™; the second annual report of
‘TEASTAS with its recommendations on a National Qualifications Authority;
the National Anti-Poverty Strategy containing a radical but unpublicised
proposal for the re-prioritising of adult education.
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This latter point s notable for the attention it draws to the oppornunity (o re-
distribute the dividend arising from significant demographic change and
begin to build up 4 robuys, vigorous. confidence-inducing adult education
cultre,

Other factors urging this discourse include the OECD's report illustrting the
challenge to be addressed in the several areas of literacy; Leargas’ study
“Gitidance for Adult Education in Ireland”: the Universities Act, 1997, which

has firmly established the fucilitation of Lifelong Learning as a centril object
of & university,

Most importantly, reverting to government again, at the time ol writing we
await the long-heralded publication of a Green Paper on Adult Education.

Recommendations in Search of an Inclusive Structure

Those who have addressed themselves - whether disectly or inclirectly - to the
issue of structure for adull education are unanimous in their recognition of
the need for a structure which operates as closely as possible to the learner,
It is possible also to identify a demand for 2 new model, Extrapolating from
the literature in general, it is possible to invoke a host of criteria and
principles on which such a model should be based. Perhaps the foremost of
these would require that structure should: be clearly predicated on the
centrality of the learner, and should, as a corollary, promote practice
characterised by respect for autonomy, parity of esteem, equality of
opportunity and positive discrimination towards those who are in greatest
need of accessing and participating; help 1o eliminate barriers and constitute
a continuum between participant at local level and broker at national level:
incorporate provision for promaoting participation and facilitating shared
identity of needs; facilitate optimum movement laterally and vertically,
especially through accreditation routes; incorporate advice and guidance

provision,
The Model

The following model is therefore proposed armound the central organising
principle that there should be a unitary National Authority for Continuing
(Adult) Education and Training which derives its authority from parity of
representation and participation by all the stakeholders subscribing to the
foregoing criteria.

Emanating from these, a structure should be organised as follows:

At local level

Officers, in the manner of the present Adult Education Organisers, and
accountable to the Authority at county level, should be employed to identify
education and tmining needs, in dialogue with local groups and badies, and
to co-ordinate its effective provision,
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At county level

County Boards should be constituted at County, County Borough and Riding
level to promote continuing (adult) education and training, to prioritse and
respond to identified needs, 1o develop policy and to manage all related
financial transactions:;

The membership of the Board should comprise:

three (3) learners;

three (3) non-statutory providers;

three {3} stamutory providers;

three (3) emplovers;

three {3) trade union representatives;

three (3) rural interest representatives (in urban authority areas these
might be added 1o the co-options);

. three {3) co-oplees (o represent minority groups e.g. travellers,
refugees,

The members should be elected at annual meetings convened of all
stakeholders for the purpose of establishing policy and returning members,
To ensure gender balance one place in each of the groups identified should
be reserved for women candidates,

The affairs of the Board should be conducted by a Chief Executive Officer
employed for the purposes by the National Authority. The Board should
report annually and submit a budget to the National Authority,

At national level
Firstly, there should be a National Authority for Continuing (Adult) Education
and Training whose responsibility it should be o

. commission research into continuing education and training needs;

. co-ordinate national policy, especlally in relation to accreditation of
learning;

. advise the Minister for Education and feed into the Strategic
Management Initiative;

. achieve synergy;

- propose legislation as appropriate;

. manage the allocation of funding o the constituent county bosirds.,

The membership of the Authority should comprise:

. a chairperson, appointed by the Minister for Education;
two representatives of the Deparnment of Education;
. one represcntative each of the Departments of Sockal, Community and

Family Affairs, Enterprise and Employment, Justice, Agriculture;




. nine members elected at the Annual National Convention from among
County Board delegates, three of these places being reserved for the
voluntary sector;

a representalive of FAS

a representative of IVEA

4 representative of AONTAS

a representative of CNEASTA

a representative of MALA

a representative of TEASTAS

a representative of CHIU

the Secretary General, in 4 non-voting capacity.

B OB OF OF O & @ @

Secondly, there should be a National Convention, combining a Conference
and a Policy Forum and comprising delegates elected from among the
membership of each county board. The Policy Forum would debate the
annual report of the Authority, presented by the General Secretary of the
Authority, together with motions submited by the county boards, Motions
passed by the convention would be transmitted to the Authority for
consideration; each motion, and the action undertaken, should be reported in
the Annual Report for the subsequent year. The Convention should be
presided over by the Chairperson of the Authority.

The membership of the Convention should comprise:

- three (3) delegates from each of the County Boards, a place in each
delegation being reserved for the voluntary sector;

. all members of the National Authority;

. each Co. Board Chief Executive Officer (34);

. the General Secretary of the Authority,

Such structure would constitute significant advance on the present
arrangements, Tt would also Introduce the real possibility of the propertes of
wholeness, transformation sind self-regulation being present and acting as
dynamics to ensure an integrated, coherent, equitable system. It has been
argued repeatedly and vociferously that adult education is disenfranchised by
its marginal, malnocurished condition. Adult education will unquestionably
enjoy greater parlty in the foreseeable future as its role in contributing to the
well-being of society becomes increasingly manifest. Why undertake the
customary ritvals of ebb and flow? Let vision and courage be combined o
effect radical change in pursuit of the common good.

Kevin Hurley is Divector of Adult Education at NUI Druiblin (UCEY
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_I_)art_nersilip: Lessons for Change

Bernadette Sproule

It is the aim of this article to uncover some of the lessons which can be
leamed from the experiences of Area-Based Partnership Company activities
over the last seven years particulardy in relation to education measures for the
long-term unemployed. In looking at what is an initiarive targeted specifically
at the unemployed, it is also possible o make reconunendations for good
practce in adult education generally, especially that provision which Alfempts
to tackle the longerterm problems of carly educational disadvantage and
which can hopefully be reflected In the future Green and White Papers on
Adult Education,

While this article will focus on education measures, it will not always be
possible to draw a distinction between what is “education” and what is
raining”, although these distinctions often determine mainstrean activity, In
relation to the needs of the individual unemployed person, education and
training needs often go hand-in-hand and most be responded 16 in this way.
In a similar way, there are two strands of educational activity relevant to
Partnerships, which are different but not mutually exclusive, One Is learning
which relates to vocational skills and access 1o cmplovment. The other is a
more radical model which happens at community level and is about
developing critical awareness of issues which affect ones life and the life of
the community and leads 0 4 more active involvement in tuckling those
ssues,

Partnerships

Arca-based Partnership Companies were first set up in 1991 under the Irish
Government's Programme for Economic and Social Progress, Initially 12
Companies were set up on a pilot basis as a response to high local levels of
long-term unemployment and related disadvantage. Partnerships were
established in areas experiencing the most serious social and economic
disudvantage where whole communities were being devastated by
unemployment and emigration. Since the pilot phase, the number of
Partnership Companies has risen 10 38 covering both urban and rural areas.
In a number of these areas, Local Employment Services are being developed
through the Partnerships to offer guidance and mediation o uncmployed
individuals in relation to accessing employment, tsining and education.

Both these initlatives developed out of a recognition at European and
national level that unemployment is a serious social and economic concern
affecting the quality of life of large numbers of people. One of the key
objectives of the Partnerships is:




" d0 word with peaple who are fong-term anengployed and 1H0SE HJ

i af tecoming fong-term tereemmiowed i order fo frafarae Hhgrly
skills and self-confidence, their fnpolvement in e oy ‘I””"I "
EFCrecse fhefr Lifll‘]-_ll'.lﬂﬂu;n'rg'.:-_l,- ':i"rfq'{"”iﬂ.l'-_! i j-”h C1F _-;Iﬁ.l".fi'ri,ﬁr fhgir OO
frisineess. " ( Gaiclelinges, 93,3)

As ared-based sesponses, the involvement of the local community was Scei
as a fundamental at all levels of activity - community representatives arc
included on the Board and working Ri—.p_.u]-,:,- and many pProgramies are
deliversaed tllfl!]l.lﬂh thie COMnunily infrastructure. This has l'.:llﬁ"-"f_"l.l:.lj‘.ll'."lij in
differing ways in different areas and community involvement is strongest
where that infrastructure was already established before the Pamnerships
arrived,

Despite a recent upturn in the national economy and the availability of many
more jobs than in recent years, there are still many people who are not
finding it any easier to get work which will give them an income sufficient to
their needs, There are still many pockets of concentrated disadvantage
around the country, particularly in large urban areas in Limerick, Cork and
Dublin where the great majority of adults are unemployed and the prospect
of them accessing employment is bleak. Long-term unemployment has
become endemic in these areas where two and three generations of Families
have not known any form of stable employment. The experlence of those
working in these areas is that educatdon is a key to overmurning this trend.
However, because of a4 history in these areas of low-skilled employment angl
negative experiences of school-life, motivation to become involved in
education and training activity as an adult is low.

Education and Training

It is well established that education levels and socio-economic background
are linked to unemployment. The 1996 Labour Force Survey shows that J35%%
of long-term unemployed people had no educational qualifications compared
i 15% of those at work., Almost 75% of long<term unemploved people had
left school without a Leaving Cert. gualification. The situation is worst for
those aver 35 yvears of age. The seriousness of this in relation o
unemployment is recognised in the 1996 report from the National Economic
and Social Council,

“Fducarion and training policies play a major role in promoting
employment and countering social exclusion. Increasingly, the divide
hetioeet the empioved and unemployed is defined by educational
ciftcriviment,. " (19096, 1 79)

However, the present education and training stractures as they apply to
acults have not met the needs of this group and this has been the driving
force behind some of the measures undertaken by Parnerships and outlined
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in their Action Plans. All of the 12 original Partnerships became involved in
rasing awireness of existing education and training programmes, lobbying
for more unemployed people from the area to access courses and influencing
lI"E'Ii.T'I.iﬂE and educanon Programmse: deslgn. Other areas of activily included
iclentification of disincentives, provision of guidance and counselling services,
]'.:Il'l.'.:l"r'i!-iii]n I:_'Ir .FEEI{J.‘L’T 'I.rEI.iJ'liTI.,!-I. support for matore studlens ;I.l:'l;'{!i'-ii.l.'l.j-; third level
programmes and the establishment of educanion and training centres where
no appropriate establishments already existed, Owverall Parnership strength
lics in the ability to identify local need and o initlate dialogure between
relevant agencies. Difficulties often lie in removing the barriers to
participation and ensuring real co-operation and integration of existing
services. | will now give examples of some of the specific areas where
lessons can be learnt Fram the Pamnership cxperience in relation to these
155LES,

Guidance and Information Services,

One of the earliest identified areas of difficulty for people in relation 1o
accessing education and training was the inadequacy of information and
guidance. A number of Partnerships tackled this through setting up local
aclult guidance and infomation services, A pilot guidance service was set L
in assochation with the Department of Education in 1993 in three Farnership
arcas (PAUL, Northside, Finglas), The Dublin Inner City Partnership
estiblished @ community-based service in two locations within thelr ares.
These services aimed 1o provide a more intensive, dlient-centred approach 1o
supporting the long term unemployed in accessing work. The Options
Guidance and Placement Service in Finglas is an example of one such service
which offers one-to-one assistance to unemploved people in deciding on a
self-determined action plan for their personal, social and work lives. A Johs
Club Programme and information library are also part of the service.

Lack of access to good quality information is frequently mentioned by adults
as a reason for not getting involved in education and training. In Cork, North
Lee Development Parnership developed a computerised information system
which is accessible in a range of centres used by uncmployed people and
provided information on all education, training and related information.

All of these services have now been subsumed into the national Local
Employment Service, having established the need for good quality puidance
as an essential part of any programme o (relintegrate adults ino the labour
market. The incorporation of a “counselling” element into these services
shows the imporance of recognising the need o address the personal and
social effects of unemployment, This experience reflects that at Eupopean
level where education guidance services are part of many locul initiatives
(ELROCOUNSEL, 1994).
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While this is a welcome development, it is important to highlight the
importance of the non-directive approach of these services, The Integration of
puidance services into the LES could mean that only education options,
which are directly related to work opportunities, are considered appropriate,
McGivney describes two opposing views of the aims of education Provision
of the unemployed. One is that it is instrumental, that is, that it helps people
fit in. The other view is that it is expressive and so aids overall self-
development through the nurturing of the individual's ability to choose reely.
This is the approach needed in both guidance and education. The change 1o
a knowledge-based society and the complex effects on the individual of
being left behind in this transition call for a sophisticated model of
intervention. As the final report of EUROCOUNSEL, an EU research project on
guidance and counselling measure for the unemployed, states

“To handle these transitions, personal and social skills are requirved as
well as regularly updated work skills. " (1996,5-6)

All adults are effected by this “fransition” and so the argument can be made
for accessible guidance services for all adults trying to identify their own
learning needs.

Barriers to Partnership

All the Partnerships in the early years put an emphasis on education
(developing confidence, skills and knowledge) rather than training as, “an
essential precursor of more intensive fnvolvement in rarious lraining,
enterprise and emplayment programmes TEvaluation of the Global Grant, 69).
The initial experience of Partnerships was that those who are unemployed
and/or educationally disadvantaged are least likely 10 get involved in
education or training, Rescarch showed that 83.5% had not been involved
prior to their contact with the Pannership in any form of adult education.
This phenomenon 8 fecognised generally in studies of participation in adult
education. A great deal of effort was therefore put into identifying the barriers
to participation and removing them,

One of the factors. which acted as a disincentive to participation, was the
timing and length of courses. For example, many unemployved women were
only able 1o get involved in part-time morning courscs because of their
childcare responsibilities. Also, many people were put ofl” by the content of
courses while the levels of qualification needed 10 access COUrses excluded
many. For this reason, Partnerships worked with agencics such as FAS, the
VEC and CERT to design more Pexible courses aimed at the needs of the
client group, In the Dublin Inner City Partnership, "Feeder” and “Taster”
courses were introduced 1o give unemployed people a chance to iy out @




course for a short period of nme before committing to it and 4 chance 1
prepare for further more intensive training. These were first funded by
Partnership funds and are now funded by City of Dublin Yocational
Education Committee. This is an example of where successful measires can
be mainstreamed.

Many Pannerships designed innovative courses, which catered for the needs
of long-term unemployed people and were geared toward real jobs in the
changing local economy. For example, the Tramlines programme in Ballymun
which provided high level computer training in association with a major
computer company, an adult apprenticeship scheme in Dundalk and
programmes for women in South West Kerry which involved access o
language and business skills, But none of these could have operated without
Partnership and/or European Initiative funding e.p. Horzon and NOW, Stace
structures are often not flexible enough 1o allow such initiatives to be
mainstreamed. This is a waste of the leaming and experience that should be
transferred to other groups nationally. The Green Paper must acknowledge
the expertise, which already exists, and allow for the dissemination and
replication of good practice. The problem of unemployment in a changing
economy compels the education and training system to change,

Childcare is another area, which is highlighted again and again by
Parinerships as constituting a serious barrier to participation in education,
training and work. A lot of Parnerships have become involved in this in one
way or another. Some Partnerships have supported community organisations
in developing quality, full-day childcare facilities often building on an already
existing service, for example, the Larkin Centre in inner city Dublin. Other
Partnerships, for example the Dundalk Employment Partnership, have
initiated new facilitics where a gap existed, The ADM Childcare Initiative has
provided much-needed funding for capdtal costs for these centres, This has
meant that there has been an Increase in quality, subsidised childcare places
in recent years but there are still not enocugh to meet demand. There are
many supports still needed, including suitable, accredited training for staff,
security of funding [or stafl, running costs and after-school and collection
services, Subsidies are expected o be paid by the Department of Education
and Science this coming school vear for ¥VTOS and Youthreach students.
Though limited, this is a welcome development but availability of places is
srill an issue and much more funding is needed. The Department has
responsibility o ensure that lack of childeare places does not remain an
obstacle for unemployed people trving to access education.

Although schemes such as VTOS are Iree of charge, along with childcare,
there are other hidden costs for anyone retuming to education. For those
going into third level courses, travel, books, equipment, typing and so on
often eat inte social welfare payments because the grant is not sufficient.
Seme Partnerships provide suppon costs to these students, which help them
continue and succeed in their courses. As yet there is still a problem for those
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who are studying in part-time or non-statotery institutions where grants are
not available. What is now needed s a comprehensive system of supports
nationally along with the development of
“sypstematic paths ey o second chance education that are cemirally
nepodicted with the prainsirean eelucation providers and sulseguently
pied dnto operation frowgbond all Parinersbip areas or throughote thies
copentry, " { Heagase el al, 71}

As well as mainstreaming activities already piloted, all state agencies need 1o
work more closely with Partnerships to identify ways In which they can be
more responsive to the needs of the long-term unemployed and so enable
more of this educationally disadvantaged group access o education, training
and the lahour market. In doing this, they could give consideration to ways in
which integration of education and training can be achieved where
appropriate and vseful.

While not by any means a homogenous group, many long-term unemployed
individuals have significant gaps in their basic education skills, inclhuding
difficulty with reading, writing and numeracy and low levels of general
knowledge, self-confidence, study skills and motivation. Rigid divisions
hetween education and training bodies do not assist this group. Pre-training
in the form of “retiem lo education” courses as well as the inclusion of
communications and other basic education modules to trining courses arg
seen 10 be necessary if the most disadvantaged are 1o benefit from training
for jobs. The former build confidence and motivation in an adul-centred
atmosphere while the latter acknowledge the basic skills needs of many leng-
term unemployed people which can prevent them from gaining specific skill
competencies. The basic skills of reading and writing are crucial for personal,
Famlily, social and economic fulfilment and must be given priority in any
future planning for adult education.

Eligibility criteria also exclude many people who wish to avail of adult
education provision. The State tends o see education and training primarily
as a4 way of preparing people for the labour market and therefore a means o
decreasing the vnemployment figures, These figures are decreased not only
by the success of those who return to work after a period of re-training but
also hy those who remain off the live register while involved in a course of
some kind even though they may re-register as unemployed afterwards,
allowing their place 1o be mken by another “trainee”. AL the same time, many
people who wish to avail of education and training options are excluded by
the criteria For eligibility - for example, places for lone parents on state
schemes such as the Vocational Training Opportunities Scheme (VTOS),
many of which provide accredited, professional training are greatly restricted,
while many ¥TOS centres report huge interest in education and training
among this group. Lone parenis then find CE. schemes an altractive option
because income s increased but yet the training included in these schemes
may not be comprehensive enough to allow them find permanent work
afterwards.
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All of this activity is aimed at preparing people to access work. This is @ main
aim of Parnerships and is reflected in their action plans. Yet Pannerships
wiere not set up simply o get people into jobs. Hugh Frazier, in the final
evaluation report on the 12 pilot Partnerships stated that

T particularly pressing problems confronting frish policy makers are
the exceptiorally bigh level of long-term unemployment and the exient
far wirich sowe communities bare become increastugly marainalised
from the economic, socfal and cultural mainsiream and are
exferiencing very bigh fevels of mudtiple disadvantage, There is a high
correlation betueen these fuo,

Education for Critical Reflection

In the Evaluation of the Global Grant {a main source of funding for
Partnership companies) it is noticeable that education and training are
reported as “training and edncation relevant to enlerprise creation, busivess
development and the general improvenent of emiployability™ with education
described as the essentlal “precursor of more intensive involvement in rarions
training, emterprise and employmen! programmes ™. Community-based adult
cducation is only mentioned briefly and capacity-building for community
invalvement is Hmited o organisational development (Haase ot al, 96),

While an essential element of tackling long-term unemployment is to find
someone a job, the marginalisation of which Frazier speaks belies the
simplicity of this solution, Whole communities have become excluded, not
only from the labour market but also through generations of multiple
disacvantage, from a sense of their own power to Influence and change the
conditions in which they and their children live. In thinking thar by offering
assistance with access to the labour market through state-run education,
training and puidance programmes alone that the problems of structural and
generational long-term unemployment can be solved, the sate is failing to
recognise the impact of the alienation felt by many of the people they wish to
help. There is a second strand © the educational measures needed to tackle
disadvantage in these communities and that is education for critical reflection
which leads to action in relation o ackling injustice and inequalities which
are at the hase of poverty and unemployment.

The White Paper on Education, Charting our Education Future, put the
emphasis for education on the development of an enterprise culture and
training for high skilled employment. In its short section relating 1o adult
education, vocational training is again a priority with the objective for aduli
education and waining being to “update their occupational skills and o
corfinue their personal development, imespective of thedr educational and
training alfainmenis.” (p77) There is no reference to the potentlal of adul
education as a means for social change or distribution of opportonity, The
Green Paper on Adult Education must take a brooder view.
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Area- hased Partnerships are briefly referred 10 in the White Paper (pHO) as
community development initiatives with which adult education should
interact. But what do personal development and community development
mean? Are they separate concepts or two sides ol the one coin? Partnerships
were set up as local development initiatives building on the long history in
this country of community self-help and development (Hazase et al, 4) so how
is it that this is being translated in educational terms as access for individuals
{0 jobs important as this is. Partnerships, if they are o model 4 much needed
radical response 10 structural unemployment and disadvantage must take not
only @ community development approach - involving those whom they were
set up to serve - but a mdical community development approach which gives

=l power to local communities 10 conirol their own futures, Adult education
in this context is then not only about offering vocational skills, important as
this is to increase income, but about developing in individuals and
communities the level of analysis and challenge which helps them determine
the way forward for themselves, Education in a Partnership conlext then must
also be about capacity-building among communities in relation to planning,
development, management and evaluation, that is, all aspeats aflecting the
communily, not just seeing Individuals as “clients” of “services”™ and
programmes handed oul by the state,

Partnerships have played an important role in facilitating this kind of
participation at local level. The PAUL Partnership in Limerick has designed
and provided many courses in this area. A Green Paper on Adult Education
should recognise and support this all imporant role of adult education in
empowering people to take charge of their own, their children's and their
community's future development in a real way, Community Development and
Leadership training provided by some Partnerships have been seen to be
successful in creating a Jocal leadership base and in involving more people in
planning and implementing change in their areas, For example, in the
Markets area of Dublin inner city, MACRO, a community network, has grown
out of community development training to offer a range of community
SCTVICES.

Community education i 2 deyelopmental process aboul not just tusks and
knowledge hut about dialogue and raising awarencess, about leaming 1o listen
and to ariculate. This kind of activity has been happening in women's
education for years where stereotypes have been rejected and vested interesis
challenged. Women's education has coined the phrase “the personal is the
political”. In radical adult educarion personal development goes beyond the
personal to raise awareness of social and political issues, It is often after this
process has happened that people sce the relevance of training and
enterprise in the context of their own lives andl that of their community. Some
very successful community enterprise has semmexd from community




development training. The Sunflower environmental recycling project in the
Northeast inner city is one example. In this area too, The Community After
Schools Project has shown how parents interest in their children's education
can lead to a renewed interest in their own development and the
development of services in their community for other Families.

This relationship between community development and acult education is
well described by Brid Connolly in the following passage from her amicle,
Community Depelopment and Advull Education: Prospects for Change?

Adult ecucation and community developrmrent are interdependent:
each bas a pital role to play in the implementation of the other's
Principles, Commnunily development not informed by adult edtication
remaing domesticated and bigrarchical Adull education without
community development stays personal, isolated and socially less
powerfil, Together ey combine to create an emancipaiory model of
collective action. This model will witimately wnderpin an equal and
JFuast society ¢ 700G

50 the task for the Green Paper is great. It must support a variety of learning
needs for adults who have not benefited from the education or economic
system to date. Structures and initiatives are needed which are fexible
enough to encourage those who have been marginalised from the svstem o
gain access, This includes broadening the eligibility criteria 1o include all
those who wish to learn, removing bartiers in relation to timing of courses,
providing childcare and guidance supports and ensuring content is relevant
and atractive to those taking part. Partnership berween all the actors must be
increased so unnecessary divisions between education and training is blurmed
and training relates o real jobs. Basic skills needs must be catered For in all
COMLEXLS,

Aligned to this, the Green Paper must encourage the development of the
community education sector particularly in relation to education for
community development at whatever level this is needed. The seriously
underfunded community education sector is at the core of the community
development process and is active In teansmitting personal and vocational
skills in disadvanmaped areas all around the country. It is the sector which
plays a key role in bringing together the various facets of adult education at a
level which reaches the most disadvantaged. This sector must be supported
to grow through the provision of Facilities and resources and the
development of suitable structures including those for tutor training,
appropriate certification and progression routes,

In these ways, the Green Paper can initiate a coming together of at least
some of the many strands of adult education in a way that puts the learner
and his‘her family and community centre stage as the main actors in their
own development,

Berngadeite Sprowde i acting Adulr Bducation Crganidser in Tnver City Diblin
and was prevdotisly emploved as Education Co-ordinator with the Dublin
Inner City Partnershin,
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Adult Basic Education: Into the
Rose Garden

Ursula Coleman

"All knowdedge s constructed, and the knower is an intimate part of
the known.. To see that all knotwledpe is a construction and that truth
is a matier of the context in wihich it is embedded is to greatly expand
the possibilittes of bow 1o think aboul anwbing, even those things we
consider fo be most elementary and obwious, ™7

The issues I am atternpting to address in this article can best be framed as a
series of interconnected questions: What kind of Adult Basic Education (ABE)
service is required in Ireland as we approach the twenty frst century? What
might its core values be? How might it be characterised? And perhaps most
important of all, what kind of expertise should be consulted and valued
when it comes to designing such a service? At the outset, however, 1 want o
clear the ground by commenting on some commonly held misconceptions.

Some people fear that ABE may be a contradiction in terms. Surely, they
argue adults by vimue of their status as adulis neither need nor want basic
education. They may even be Insulted by the term. Surely all adults are
capable of slotting into some aspect of general adult provision. It is
important, therefore, to consider the statistical evidence we now have at our
disposal. Until the publication of the Irish results of the International Adult
Literacy Survey (IALS) in 1997, the National Adult Literacy Agency (NALA)
relied on estimates which suggested that between five and sixteen percent of
the adult population experienced some degree of literacy difficulty, Now we
know that the figure is much higher than that, Twenty-five per cent of Irish
adults (between the ages of sixteen and sixty-four) were not able to get
beyond level one when tested ie. were able, at best, “to locate a single plece
of information in a fext, when there is no distracting information and when
the structure of the text assists the search™ This percentage amounts Lo
approximately 500,000 adulis. A further thirty per cent of the population
could not get beyond level two, which required survey panicipants to locate,
comprehend and integrate two or more pieces of information in a text which
one might reasonably expect to encounter in everyday life. Survey
participants who scored at the lower levels were significantly less likely than
their higher scoring counterpans to have participated in any form of adult
education or mining. They were also less likely to have attended concerts,
the theatre or the cinema and were often reluctant to participate in voluntary
and community activities.
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1 would sugeest, therefore, that if we negled ABE we may, albeit unwittingly,
exclude large numbers of Irish adults from a host of valuable leaming
apporunities. Jenny Derbyshire, writing more than a decade ago in the First
volume of this journal, painted to the imporance of ABE in the larger context
of avcess to, participation in and benefit from other forms of adult education.
“Aeltdt Basic Eduwcation merges into more peneral adull education, bl it
newds special emphasis, as # is often the starting point for peofie i heave fell
that education was wod for them. "t Recent research carried out by the
Mational Adult Literacy Agency (NALA)Y confirms this view,

! always bad a thinng thar I hadn't done mry liter Cert, ained my Legening
Cert, § wonld bave bad low self esteem in England when I iold be
with people that 1 feit were better educated than | was, even thotgh 1
redd a lot, Looking back on it 1 feel T wasted a lot of years. I did some
conrses... craft courses and different things... more soclal rather thai
acadentic, [f | went into a class, say an English class; T sl feel that
my siandard was so fowe that I wowidn't be able lo compeie writh e
in the class, Writing would bave been my problem - stringing o
prragraphs togethaer and that kind of thing. (Woman (® her forties )

A considerable number of adult students who were participating in basic
education programmes told researchers that they had been deterred by
certain features of existing adult education provision. Many are wary of
school buildings, of formal enrolment procedures which involve queuing and
form-filling, of the waditonal classroom setting, of the traditional teacher
stuclent relationship, of being expected 1o learn too much oo quickly. In
contrast, students tended to be positive about their experience of ABE
provision; the relaxed, non-formal approach appealed to them and they
began to discover themselves anew as learners with potential 4

A second concern that readers may have is that the thinking behind my
argument for the provision of ABE arises out of the “deficit mode’ theory of
educational disacdhvantage, which, O'Sullivan argues, informed the Irish White
Paper on Education.’ Such a model locates deficiencies within students
themselves, or within their sociocultural backgrounds, rather than
problematising the education system. My understanding of ABE, however, is
that of a service which meets the developmental needs of adults whaose
fonmartive education needs twere not adeguately met within the school system.
Many adults who retumn o basic education have never had the opportunity to
explore their interests or develop their potential within a gently structured
learning environment. Students who participated in the NALA rescarch progect
reported negative views of themselves, 18 learnets, prior [0 dmending the
literacy schemes. They spoke of the acute embarfassment 2nd shame they
had felt about their low level of educational attainment and abour the
crippling memeories of their school days which continued o haunt them.
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The painful irony of the situation, however, is that adult students themselves,
particulasly those with little or no confidence in their own cognitive abilities,
have actually internalised the ‘deficit mode' theory. As one student in her
sixties said o me recently, ‘I you're wold often enough that you're stupdd, you
begin 1o believe i, Adulis with reading and writing difficulties often believe
that it is their own Fault, that there is something wrong with them. Anel there
s little doubt in my mind that uninformed, insensitive or patronising
comments by members of the general public, whether in their personal or
professional capacities, can reinforce these views, One research participant
expressed it powerfully in her interview,

Dawm the Day-care Centre you bad to go v the stairs and on the left
af you was the Alcobolics Anomymons, and then the peaple fo belt poi
for learn fo pead and wrile were on the other side. At thar stage |
wished I were an alcobolic because it would bave been easier for
somebody lo accepl me as an alcobolic than as somebody that
corddi 't vead and write. T don't think anybody can understand why a
person can't read and write. They really think that we're stupid.
( Womean in ber thirties)

It is crucial, therefore, that the principles and rationale informing ABE
provision should not emanate from any version of the ‘deficit mode' theory, A
responsive and responsible ABE service must have the capacity to provide
students with a gently structured yer richly textured learning envircnment.
Such an approach will facilitaie, as an integral part of skill development, a
growing sense of confidence among students, a realisation that their insights
are valid and that their voices are necessary when it comes 1o constructing a
knowledge base in this Held. They possess, in fact, an expent voice and if we
accept the constructivist view in the quotation at the beginning of this article
i.e. that the knower is an intimate part of the known, then we realise that
ABE stucdents are in possession of a form of expent knowledge that no one
else can have. This view informed the approach to the research strand of the
NALA/Integra project, in the course of which 159 ABE studenus from a variety
of locations throughout the country were interviewed. Their insights and thelr
voices will be heard echoing throughout the remainder of this articke.

The Development of ABE in Ireland

When considering how an ABE service for the twenty first century might he
characterised, it is helpful to remember how adult literacy provision began in
Irelamel. Although the Murphy Report, in 1973, officially recognised for the
first time that there was a need for an ABE service in ITreland® the initial
response from professional educators (there were a few notable exceptions)
wias a slow and somewhat grudging one. The fact that Ireland had such a
literate traclition and “prided iself on the quality of its first level education”
mucle the acceptance of the Ffact that there was a serous functional literacy
problem among Irish adults o difficult pill 1o swallow.?
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It was, In fact, largely female volunteers who began o address the problem,
both by praviding mition on a small scale and by bringing the issae to the
attention of the general public. Throughout the seventies this proved 1o be an
uphill baule. Most tuition, at that time, wis On a4 one-Lo-4mne basis and ook
place cither in the tor's or student’s home. A lew schools offered “hasic
classes for adults, usually in the evenings and often twght by retired teachers,
Materlals had to be designed by tutors themselves in the absence of
appropriate adult friendly texts. From 1985 anwards, with the estblishment
of the Adult Literacy and Community Education (ALCE) budget, literacy
provision began to develop in o more co-ordinated manner, Gradually
literacy schemses were set up in virtually every county in Ireland. Despite the
ALCE budget however, which at the time of wriling stands al approximately
4.3 million for the whole country, recent estimaies Suggest that eighty live
per cent of the work s still done by volunteers.

During the carly years there was very little information available about what
constituted good ABE practice. Even in Britn, the adult literacy movement
was in its infancy in the mid seventies. Over the last twenty years, however,
ABRE has developed in the Irish context as a distinctive field of practice. Its
philosophy, its methods, its materials, its approach o preparation for
examinations and other forms of assessment, have been developed
collaboratively from the ground up with the involvement of adult students at
every stage. As a field of practice, ABE involves trained volumeers and
professional educiors working side by side within an organised and effective
mexlel of adult education. As a system of provision, it has developed almeost
entirely outside the formal school network, Consequently it has had a
measure of autonomy and Aexibility which has facilitated a participative,
student-centred mode! of organisation.

Listening to the Expert Voice

The students who participated in the NALA/Integr project were quite clear
shout what was important in ABE provision. Most of them pointed 10 the
personality, attitude and behaviour of the tutor as the crucial element,
whether In a4 oneto-one or group situation. Tutors, they felt, should Ix:
specially trained o teach basic skills to adults; they should be able to
encourage students and build their sell” esteenmy; they should also be able to
yeally listen o students' needs and be flexible enough to respond to them as
helpers and guides in the leaming process. “Gienie kindness Is vital, " we
were told on several occasions. Students should be treated as adults and with
care and respect, The setting and armosphere are also key leatures of
effective provision; infomal scating arrangements, not being put on the spot
to answer questions or readl adoud, a relaxed, non-competitive atmosphere -
all of these were deemed o be important. Anything that gives you that
“school feeling ™ is simply not acceptable.




The research participants proved remarkably astute when analysing their
experiences. They were quite clear about what, from their point of view
constituted good practice In terms of tutoring methods. As adults they
attended classes voluntarily and were simply not prepared to continue with
tuition If the approach and eaching methods were not helping them o
progress.. In the light of recent suggestions that adult education be hrougln
St the mainstream ™ % it is important that those who are making fmportant
policy decisions listen carefully to their voices,

Mo this was the first class T went fo, T went 1o anotber one wben T s
abont seventeen. . J didn 't like the weay they faught, They tavght me fike
s if I was a child,., You went tnfo a school then and they showed wp
A" and they showed wp B 1 stuck & for four weels and then T said,
That's it. T know P've a problem but 1 don't need ihis." Nobody said to
me, 'What do you want? They were too into the leacker and pupil
thing. ¢ Woman in ber thirties)

Your man asked me to spell and 1 fust, you Enow, I fust got stemped, T
dicd go back, bt [ had fo write on a copybook libe for an exercise. It
tgs st fke school, | fust froce when be correcied me and | never
rerd back after that,  (Man in b forlies)

Fwent one moraning, [ ibought i was a bit too like schood, sitting in
deshs, That put me off) sitting in desks. That kind of gave me a school
Sfecling and § didnt veally like that. 1 just lefl. [ never thought any more
bl i for years and years. (Woman in ber fiftles)

Each of these students had tried to return to education at an earlier stage in
their lives, one woman at the age of seventeen, Bur they did not persevere. In
Selt too much like school, a painful experience they simply could not bear o
revisit. The experiences they record date from the late seventies and early
eighties. Such experiences can all too easily recur today, however, if ABE
provision is not solidly grounded in a student-centred philosophy and set of
practices. The following experience dates from the 95,94 academic year.

The group wuxis peaved fowards funior Cevi. but there wwre froblems
with @ 0t went on doun in he secondary school and T really didn't
krow what o expect.. there were three men and I was the only female
the first night. The teacher asked me to read alond soon after T got
there, It was a school situdation - desks and she sat at the top. I could
regd, T was cky, The next nipht then there was an extra student, a
worran. § found the class difficult that night as well... we weren't
enfoying it By Christmas all the men bad lefi. It all changed then,
We came in bere finto the liferacy scheme premises) as a grougy with a
different feacher. It was amazing. ! did the exam in fune and did very
tell. ¢ Womnan in ber forties)
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The benelits of 4 personalised, student centred form of ABE provision were
artbculated clearly by many of the research participants. When students are
treated as equal and knowledgeable partners in the learning process, when
their talents are praised and nuvtured, when their individual needs are
recognised and addressed, when their dreams and aspirations are encouraged
and supported, then ABE students rediscover themselves as capable and
intelligent human beings. Gradually they develop @ more confident sense of
themselves and they learn o speak less hesitanily with thedr own 1oices,
realising that their perspective on issues is both valid and important.

[ thirde when you are in a relaxed atmosphere and yoit are feeltig
comforiable with the people avornd you, that's bowe you learn. And
when you are allowed o make mistakes.., 1 bave done a lot of counses.
I would be very aware of twtors, people who factlitale conses, and 1
feel that 1he tutor can learn from the student. If the tator realises ey
don't bnow it all, they can learmn from tbe student. (Woman i ber

[ifties)

Warking in the group 1 realised that 1 had a lot of general knowledge
that 1 never pave myself credil for, .. As time weant on 1 was encouraped
to take a place on the commitiee. | stood for election. I've changed so
much it's unbelicvable. (Woma in ber sixties)

Yes, it has definitely changed my Hfe. I'm in the army and I have just
finished the NCO's course. Thai was the real reason | started because 1
bad to come off two of the courses because I badn't enough education
bebind me. And | went on a life saving course, I did a fork lift course
as well and then 1 did a computer cowrse... it bas made a big, big
difference to me. (Man in bis forties)

' getting more confident week by weel. . getting ibe skilly in Meeracy
encowraged me 1o go back and try my Leaving Cert. on VIOS. Iam
able to sit an exam like anybody else. | enfoy getting up in the
moyning siow. I left school in 1990..but I always wanted to get an
education for myself. (Man in bis twenties)

7 know I can go out now and 1 can mix... It is so important because
you can talk to peaple, that's the thing. You don't Jeel you have
nothing to say. I always knew 1 bad something o say but I badn't the
confidence, (Woman in ber fifties)

Veronica McGivaney argues that one of the principal reasons for non
patticipation in adult education is the unresponsive nature of the education
system itsell? 1t is often difficult for educitors and policy makers, whose sole
experience of education has been one of ecither significant or spectacular
success within the [ormal system, to actually understand and emparbise with
those whom this same system has so spectaculady failed. Furthermore it can




be difficult for them 0 even imagine a different kind of system, one with ore
values quite different from, but porhaps potentially complementry (o, thosa
of the formal system in which they are so deeply embedded. Sometimes they
cannet even hear, let alone give validity 1o the voices of thase they Percehve
as “usedncated”, as one of the research participants who sat on a number af
committess discoverel:

You can sense peoble with a bigher education, especially if they gre
nit friendly. Soonetimes they can be dgnorent aned cast Yo aside, They
mighim T even ook af you when you are steaking... (Woman in hey
forties)

Highly reflective ABE students and tutors {and | am sure many others
engaged In non-formal education} are, through their praxis, gradually
hringing into blossom the seedling of an altemative system. The great danger
is, however, that because the principles and values of this still fragile model
are as yet madequately conceptualised and ofien poorly articulated, it may
not actually be recognised as a valid system of education. Thus when more
funding becomes available, when greater “accountability” is required, when
formal, academic qualifications for tutors become compulsory, when
performance indicators based on cenified achievement within a given time
Frame become established, in shor when ABE is brought into the mainstream
Sformal system, this precious seedling may wither and die simply because
those in control of the required nutrients reparded it simply as a wild flower
or a weed, something at any rate not worthy of scrious cultivation. 1f this
does happen, the sense of sadness and regret that T and hosts of others, both
students and tutors, will experience is best expressed in the words of
T.5.Elign.

Footfalls echo (n the memory

Dyren the pwissage which we did nat take
Towards the door we never opened

firto the rose-parden.

Developing a Root and Branch System

Educational projects that develop from the ground up with a strong voluntary
input lend 1o have a distinctive ethos - one that is warm, homely, and
supports the growth and development of each individual. As services develop
in a more *professional” manner, they often become less personal, less
Hexible, and less easily able 1o respond to unanticipated demands, Virtually
all of the basic education centres dowed around the country began as small
voluntary projects, Most of them still operate on a largely voluntary basis and
in community-based premises. Organisers, as the Co-ordinators are called,
usually started out themselves as trained voluntary mitors and so have a
genuine understanding of the process, which is at the core of the service.
Most organisers still do some itonng themselves; in other words the job is




not generally perceived solely in terms of organisational management, These
are the conditions in which the seedling referred to above, germinated, But
seedlings need to be potted up in order 1o develop the necessary oot
system; and the eventual aim, of course, is that they grow strong and healthy
enough to be transplanted 1o 4 variety of settings.

If this seedling is recognised as a delicate and precious plant worthy of
cultivation, how might it be possible for us to start developing a healthy root
and branch system? How might we ensure that, when propers resources arc
made available to ABE, the service would actually be constructed on solid
foundations? Students’ voices suggest that certain principles are of crucial
importance; ABE centres should continue to be homely public spaces where
adults who have been failed by the formal system can feel comforable and
safe, all tutors should be trained and supported to respond with patience and
care to the genuine needs of each of their student’s assessment demands
should not be allowed to drive the educational process, accreditation systems
that are “intelligence fair®, in Howard Gardner's sense, should be devised,!!
sudents, tutors, and organisers should be active participants in rescarch and
evaluation measures i.e, subjects rather than objects of the process. What
takes place in ABE centres should be quality education from the students’
potnt of view and the achievements of all students, but particulardy the most
silenced and vulnerable, should be acknowledged and celebrated,

Conclusion

The Irish ABE service is at a critical moment in fts relatively shor history, It
needs @ sigaificant injection of funding, funding which should be used
judiciously (o support and develop the alternative model that already exisis in
secdling form; in short, ABE requires mainstream funding but not an
imposition from the top down of the formal strucuses usually associated with
maingtream ventures. What actions, then, are required in order to develop
and support this altenative model? This is not a question that can be
answered definitively because we now find ourselves in unmapped territory,
1 would suggest that the ability to listen, 1o empathise and o imagine are
some of the tools we will need as we attempt our mapping. Patience will be
the cardinal virtue required as we undertake this work; poorly researched
interventions with short time frames will be of litle use, Adequately funded
action research projects, which involve reflective ABE students, wiors and
organisers in the construction of the knowledge we seek, should be the first
step in the process. One of our guides, in this respect, might well be the
innovative work of Mary Belenky and her colleagues in charting the birth and
growth of what they tenn “public bomepiaces” in both the United Swtes and
Germany and the unacknowledged adition of developmental leadership
which has produced astonishing resulis in educational tenns amongst the
most marginalised,'?
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The vast majority of Irish adults who choose 10 retumn o leaming r|u-.;_-ﬂw:}=I
ABE did not feel cherished or valued within the formal system during their
school days. Many were physically abused. Others were deprived of
continuing general education simply because they were poor, Yet othyeps
many of them stll quite young, felt alienated because of the cullure 'ﬂnuj
ethos of the schools they attended. It is crucial, therefore, that those in
influential positions do not, through their policies, simply create for ARE 4
newly packaged form of the structured leaming environments fhey Know bes
- schools, We do not need adul schools. What we do need is 10 develop new
structures that will support a gualitatipely different kind of jeg,-..;mg
gntironment. In order to construct the knowledge we require for this
purpose the voices of all - students, witors, organisers, academics and policy
makers - must be heard and valued, Only then can we, with any semblance
of integrity, hope 1o “hend.. 1o the work of mending what is broker in us" 13

Cirsuda Coleman works as a futor, trainer, and researcher in the field of Adult
Basic and Comtinuing Education. The views expressed in this article are
Jersonal and do nol presume o represen! any onganisation.
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Adult Education: A Changing Rural
Scene

Jim Phelan and Anne Markey

Introduction

The particular problems of rural areas in Ireland and indeed in rural Europe
are well documented: depopulation; declining agricultural incomes,
migration; poor off-farm income opportunities; declining service provision.
lack of diversification of income-generating activities; poor demographic
structures; and concerns for countryside management. The EU concerns
articulated in “The Future of Rural Society™ (CEC, 1988) and more recently in
the Cork Declaration (CEC, 1996) place these issues at the heart of current
and future rural development efforts. As rural areas have changed most
strikingly over the last twenty years, so also has the demand and delivery of
adult education which the authors take to mean, in its broadest sense,
education for adults cutside the formal education system.

The purpose of this paper is o outline these major changes. Before outlining
these changes, il is important to understand the context in which they are
oCCurring.

What is Rural Development?

There is no universally accepted definition of what is rural and what is urban,
In Ireland rural is defined as all areas outside towns of 1,500 or more, In
1995, 42% of the Irish population lived in rural areas (CSO, 1997), This
percentage varied enormously from only 26.5% in Leinster to almost 78% in
Ulster. Figures from the 1971 Census of Population showed that 53% of the
population at that time were rural While the percentage of mural people in
the overall population is dropping, rural areas still account for approximately
8084 of the land area of the country. Prior to the 1950s, rural households were
predominantly farming. Howewer, this has changed and farm households
currently account for only 36% of rural households (Table 1). This figure
varies greatly from region to region as many areas of the country still have a
heavy dependence on agriculure,

Views regarding development have changed. Conventionally development
has been thought of in purely economic rerms with policies and programmes
delivered in a centralised manner from the top. Most now agree that
development must not only bring an improvement in physical and social
conditions but also sustalnable improvement in the capacity of people 1w
control and sustain these conditions (Buller and Wright, 1990). Therefore
development Is now much more people-focused. This is reflected in the
policies and programmes of the ELT and the Irish government which




concentrate on integrated arca development. These still emanate from the top
but are planned and administered from the botom. Examples of such
initiztives are LEADER | and 11 and Area Parinerships. In responsce 10 these
initiatives and the current emphasis on bottom-up development hundreds of
community development groups are now in exisence, Adult edlucation and
hunmen resource development are significans components of the activities in

all of these initiatives.

Education

The Committee on Rural Development Training, established by Teagasc in
1992, recognised that . raining and the develapment of buman resources ane
vital if income and emploviment are to be maximised in riral arcas’ (CROT,
1993), However, the level of formal education achieved by all rural

households is the lowest in the State (Table 1).

The low Jevels of formal education achieved by farm households has been
well articulated. In the past it was brawn not brains that was considered as
the essential ool for young entrants to farming, When labour requirements
on Irish farms were high, the potential successor was withdrawn from the
school system to serve his apprenticeship under the watchful eye ol his
father. The essential skills of farming could best be learned by doing. Indecd
the young entrant was discouraged from getting ideas from outside as these
were regarded as a distraction rather than o useful addition to the work on
the farm.
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Table 1 also shows the low levels of formal education auained by other rural
households when compared to urban households with 47% completing at
primary level. This information must be interpreted in a current climate where
there is extensive rural depopulation and where education is viewed as an
exit strategy for many young people who want o find jobs in Irish cities or
towns or in similar locations across Europe or Amenica.

The tow level of formal education of rural households reinforces the need for
adult education, particularly when income diversification and the
establishment of rural enterprise are seen as major solutions 1o raral
problems,

Adult Education

There is a long history of rural adult education in Ireland. Prior to the 1950s
rural adult education focused mainly on agricultural education. Around the
time of the great famine of 1846 and 1847, an English land agent William
Blacker established a system of itinerant instruction and adult education i
Ireland to improve the plight of the poor peasant farmers. The itinerant
instructor travelled from town to town organising meetings at local schools to
educate farmers in more efficient production methods. This system of adult
education still exists today. However, its focus is not the poor peasant farmers
but rather those wealthier and better resourced farmers who are willing 1o
pay fees for advice to improve their efficiency and to develop their methods
of production.

Adult education in Ireland today is delivered by a plethora of state, semi-
state, commercial and community organisations with little co-ordination in
terms of needs identification, delivery or accreditation. It is very difficult o
disaggregate adult education figures for adult versus youth education and for
rural versus urban.

The key training providers identified arc mainly the statatory agencies with a
mandate for education and yaining (Teagasc, FAS, VECs, RTCs, Universities,
County Enterprise Boards and CERT) and 10 a lesser extent other state and
voluntary agencies, CRDT (1993) estimated the annual expenditure in Ireland
on broad rural development training 1o be in the region of £100m per annum,
Below, the activities of the major State and semi-State agencies and voluntary
groups with respect to adult education are described,

State and Semi-State Agencies

Teagasc is the State body responsible for providing research, training and
advisory services in agriculture, In 1906 Training accounted for 19% (approx.
£14m) of Teagasc's total expenditure. The Teagase Training Programume caters
for rueal adults alveady engaged in agriculiure and also for those who seck
opportunitics for generating additional income and employment through the

establishment of other rural businesses. In 1990 courses were provided by
Teagase for some 7,000 adults (DAFF, 1997),




The Vocational Education Committees play up Important role in adult
education. There are 246 vocational schools, 61 q,mmu“i;y schols and 16
comprehensive schools in Ireland (DE. 1997, p39) gy we w;du(k-‘ll;u\‘c in
Dublin and city areas, there are 189 vocational schaols A7 community
schools and nine comprehensive schools whicly nuy cater f«'u. rural areas, In
1995/6 there were 135,142 part-time students enroljed In eyl u‘lu(:;;l.l()n
courses in vocational, community and comprehensive schools of which oved
73% were female (ibid p44). If we exclude Co. Dublin, this figure is reduced
10 77,501,

In the Regional Technical Colleges in 1995/6 there were 6.620 part-time
students enrolled in adult education courses (DB, 1997). All of these colleges
are placed outside Dublin,

The functions of FAS include the operation of training and employment
programmes, the provision of an employment/recruiiment service and
support for co-operative and community base enterprise. FAS has a seaff of
2,042 and a network of 20 raining centres throughout the country, In 1996
FAS had a budget of £437m and ran training and employment programmes
for an estimated 85,000 unemploved people (IPA, 1998),

CERT is the national body responsible for co-ordinating the education,
recruitment and training of personnel for the Trish tourism industry. Training
is delivered either in partnership with third-level institutions, disectly by CERT
or within Industry. Every year over 11,000 people follow full and part-time
tourism and catening courses,

The universities supply on an ad hoc commerdial basis individually designed
courses for rural communitics. These courses vary in length and content and
are usuvally unaccredited. The greatest exception in this regard is the
undergraduate Diploma in Rural Development designed and delivered in a
partnership between the four NUI colleges. It is a distance learning course
designed for rural community leaders, implemented in outreach centres over
4 two year period. To date 80 rural adults have completed this course, two-
thirds of whom are female,

There are 35 County Enterprise Boards (approximately 27 outside the major
cities) established in 1993, Their key task is to develop enterprise action
plans, to create local enterprise awareness and to develop an entrepreneurial
culture.

Voluntary Groups

There are 34 area based LEADER I groups (all rural), 38 Partnership
companies (approx. 20 rural) and hundreds of local rural community groups
all of which organise training programmes for adults, These groups don't use
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terms like ‘adwlt education’ and ‘adeult learning' 1o describe their educational
activities. Terms such as ‘aximation’, ‘capacity building” and simply ‘training’
are however commonly used to describe their activities in the field of adult
education.

For the 34 local action groups and the two collective bodies in the LEADER 11
Programme in Ireland, 11.2% of total public funding is allocated to Training'
while 14.4% and %.3% are allocated respectively to ‘Animation and Capvacity
Butlding' and Technical Assistance’, giving a 1otal of approximately £24m of
public funds dedicated o training {(Kearney, 1997). The majorily of this is
rargeted at rural adules,

The Area Partnership Companies also have a significant input into adult
education and training. In 1997 the target spending on complementary
education and training by rural parmnership companies is 8.4% of total budget,
while for rural community groups it is 23.5%,

Both LEADER and the Partnerships are typical of the response and need
arising from a bottom up demand for adult education and training.

Changes in Adult Education for Rural Areas

From discussions with State education providers and local community groups
and the information presented above, it is clear that a number of changes are
occurring regarding adult education in rural areas. Figure 1 summarises these
changes as perceived by the authors.

The reduction in the numbers involved in agriculture and the need for
diversification on farms means that courses now must encompass more than
agriculture. Indeed it is likely that for many courses the participants will be
feom mixed backgrounds. If one examines participation in current Ccourses,
the increasing involvement of women is very noticeable as is a strong focus
on developing the community as well as the individual. Traditionally courses
were held at centralised institutional locations; increasingly courses are more
likely to be organised at local venues with little institutional involvement in
their organisation. There is also a big increase in the number and variety of
suppliers, While on the one hand this is good, it has, however, in some Cases,
led to duplication and competition between agencies. In addition,
accreditation and mainstream progression o more formalised education are
becoming increasingly imporant,




ISSUE FORMERLY CURRENTLY

Content: ( Agriculurat ) =+ Diversified )
Participants: (_Predominantly male ) "™ (Predominantly female )
Oriontation: (_ individuat ) =% ( community )
Location: ( cenwalised )} =% ( Decentralised )
Focus: ( Supply driven ~ ) = ( Demand driven ]
Delivery: ( Fewsuppliers ) ™ " Large number &
diversity of suppliers

Figure 1: Perceived Changes in Rural Adult Education

Conclusion

There is a new vibrancy with regard to adult education in rural areas. This
has come about because of increasing problems in rural areas and an
increasing focus on rural development as a means (o solving these problems.
The tocus of education is changing and while agriculture is still impornant, a
greater diversity in the content is appearing. Personal development, capacity
building and enterprise ave Key areas in this regard. There is nereasing
awareness of the need to support rural areas as 4 means of combating
population drift and several agencies sce these emerging arcas as outlets for
their expertise. Indeed If one looks at the demand side, the statistics
presented in this report show that there is still a long way o go in creating a
better balance between rural and urban areas in terms of attaining an
educational equilibrium.

There is need for an overall reform of the provision of adult education in
il areas, This reform should address issues of overlap, cosordination and
accreditation, The development of a modular system at different levels with
proper cerification and accreditation, allowing progression through the
different levels and into the formal education system should be a priority.
These issues present a challenge for conventional providers of adult
education, local development groups and the State to become partners in
meeting the changing requirements for raral adult education. Adult education
has a key role to play in helping rural people create sustainable fixtures in
rural areas for themselves, their families and their commiinilies.

Dr. Jim Pbelan is Head of Department of Agribusiness, Extension and Rural
Development at NUI Dublin (UCD)

Anne Markey is Lecturer in Communications and Research Metbods in the
same depariment
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Book Reviews

College Knowledge: Power, Policy and the Mature Student Experience
at University. By Ted Fleming and Mark Murphy. Maynooth Adult and
Community Education occasional series. 84 p.p. £8.00 ISBN
0901519936,

Everything to Gain - A study of the third Level allowance scheme By
Margaret Healy. AONTAS T3p.p

These two timely publications reflect the growing interest in the relatively
small but increasingly significant number of mature students studying full
time in Ircland.

College Knowledge s essentlally a report about the experience of mature
students returning to full time study at University - specifically N.U.L
Maynooth. The students who are the main focus of the report are on the
Department of Social, Community and Family Affairs Third Level Allowance
Scheme (T.L.A.), Everything to Gain is a study, which examines the extent to
which the employment prospects of participants on the Third Level
Allowance Scheme had improved as a result of that scheme.

College Enowledge provides a unique insight into the experiences of full
time maure students in a university setting in Ireland. This study differs from
miast other studies, which attempt o explain mature student provision and
experience. The experiences of the students are built into the research
process, unlike many other studies which have wended o rely on quantitative
data to explain student experience. Interestingly the authors reject a class
analysis based upon income as the most useful way of understanding the
issue of access for disadvantaged students to higher education. The study is
essentially an analysis of the cultural differences berween the university and
the student and how the student negotiates these differences. The authors
contend that it is how the student negotiates these differences that determines
whether the student succeeds at university or not. The term College
Knowledge is used to describe the culture of the university.

The report is written in a clear concise manner and packs a lot of information

into its 84 pages. T would suggest thar it is required reading not just for policy
makers and practitioners but mature students themselves
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Factors

- Aooess roules
- Reasons for going o University
. The leaming process (passing of exams)

Focus group findings indicated that 14 out of 20 sudents took part in some
form of access course before they came to Maynooth, One surprising finding
{or maybe not) indicated that those students who did not take part in an
access course were more successful at exams than those who did. Although
the report doesn't specifically address the reasons why this may be, one
could surmise that these students had matriculated on the basis of Leaving
Certificate and were probably little older than the mainstream student cohort.
Some access courses, though, were more successful than others - university
foundation courses bad a higher success rate than the VTOS/Leaving
Certificate course and the Return to Learning Courses at N.U.L Maynooth.
Those access courses that maost closely match the reality of first year
university life appear more likely 1o produce the most successful students.

The findings also reveal a correlation between the reason why people go to
university and examinition success, Those who go to universiny 1o gain a job-
oricntated qualification do better than those who go to college for the sake of
knowledge or to prove to themselves they could do it.

I was particularly interested as an adult education practitioner in the final
section of the report on the leaming process. The process whereby students
acquire their study skills and essay writing skills is one of constant
compramise with the demands of the instinution, of a giving in t© authority -
one that won't accept the student's own experiential knowledge. In this
power game the university never compromises. The students can never win,
or as one sudent aptly put i, the learning process is ke running tiith the
bare and dashing with the bounds”", These students who can negotiate their
way around College Knowledge appear to be the more successful. |

This sectlon will be of interest (o “students™ of education and references o
the works of Bauman, Freire, Mezirow and Weil are well documented. Susan
Weil's work on mature students is particularly relevant in the context of the
author's own research for this repor,

The authors, of course, do not suggest that social class and gender are not
issues, they clearly are. One of the biggest problems facing socially and
economically disadvantaged mature students in entering higher education is
actually reaching a stage educationally, psychologically and economically,
where they are in a position to apply. The role of Access/VIOS providers
cannot be underestimated in this process,
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This is an excellent report and should be read as widely as possible. The
policy proposals for the Depantment of Social and Community Affairs, VTOS
providers and N.UL. Maynooth are all well grounded and should be seriously
considered. The innovative approach wtilised by the researchers provides a
unique insight (in the Irish context) and enhances our understanding of what
makes a successful mature student and the proposals for “ar risk” students
should be acted upon to ensure that the educational experience of a
statistically small but growing number of mature students is as rewarding as
possible.

Everything to Gain is a valuable addition to our understanding of the Third
level Allowance Scheme (T.L.C.). This concise study was commissioned by
the deparmtment of Social, Community and Family Affairs and conducted by
AONTAS, It i5 an attractive publication with well designed graphical detail,
The appendices also contain valuable information on research methodology,
social economic groupings, classification of colleges in Ireland and, for
anyone researching in this area, a substantial references listing,

The publication had emerged as a result of the increased participation on the
T.LA Scheme from 67 students in 1990 to its present level of over 3,000
students (1996/97). Each section is sprinkled with student quotes, adding to
the vigour of the publication. Chapter one provides a profile of participants
on the T.LA, and confirms many of the findings of "College Knowledge™
pamicipants tend (o be young, generally under 35 years old, suffered periods
of unemployment during the two years prior to entering the scheme, 67%
were living in Leinster with a high proportion living in Dublin, a third of
those attending universities anended N.UL Maynooth and studied the arns.

The publication also confirms that T.L.A. students had a very positive
experlence of access and the value of V.T.O.5. programmes is significant.
Difficulties experienced in college were In the areas of managing money,
Family problems and “deing coursework”,

The report comes to a number of conclusions and confirms In particular that
disadvantaged adults are not availing of the scheme. This confirms ather
research which sugpests that most mature students in Ireland tend o he
middle class, particulardy lower middle class, and the rate of representation of
working class students is not significantly better than among non-mature
students.

This is a well-researched and useful publication and should be widely
distributed to all practitioners to ensure that in the future the benefits of
T.LA. can be extended to all ever-increasing number of mature students in
higher education, particularly those who have experienced educational
disadvantage.

Michael Hook (M A ED) is Adult Education Tutor with Co. Clare Vocational
Education Commnrillee,
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VIS Spells Success
Eds. Helen Keogh & Tony Dowines
Dept of Education 1998

Historically the cducational debate in Ireland has been dominated by issues
of structure, power and status. Traditionally this debate centred around State
vs. Church control. However, in recent years with the decline in the power of
the institutional Church, the power debate has evolved between different
educational institutions and sectors. It is significant that when the Minister of
State for Adult Education, Mr. Willie O Dea T.D., referring to the upcoming
green paper on Adult Education was quoded as saying that Adule Education
would have an independent structure, it ¢aiused 4 major Uproar among the
present ‘owners’ of the system. Ultimately the Minister felt it necessary [0 siate
that he had been “misquated” Le, he felt the heat of complaint from those
whi were threatened. While these interminable petty debates wke place, the
vorce of the leamer is very often lost. If for no other reason, the present book
“VTOS Spells Sucress” is o be welcomed in that it gives a voice and an outlet
to those who have experienced adult education,

The book is a collection of stories (82 in all} written by students who have
participated in the Vocational Training Opportunities Scheme (VTOS). This is
an educational/retraining scheme set up in the early 1990°s for long-lerm
unemployed people with the aim of giving them education and training
opportunities which will enhance their employability. While there have been
many structural and statistical evaluations done of the VTOS,, this is the frst
national evaluation which has been done using the direct voices of the
stuclents. And what a story they have to tell and how they tell it These stories
are coming with the passion of life where people talk of their fears, their
handicaps and how, through a positive educational experience, they have
managed to overcome these obstacles. To identify and abstract all the layers
of wisdom of this book would require another book. Nevertheless | would
like ter highlight 3 core themes that run through most of the stories:

Negative Experience of Previous Schooling.

Many students highlight the fact that the positive expenence of VTOS5
contrasts sharply with the negative experience of their early schooling. Nearly
all the articles state that the eritical factor, which helped people through the
programme, was the positive relatonship they developed with the staff. This
contrasts sharply with the negative experiences of school.

“The feqchers were aliva)s showting af you" (p.42).
“The teachers ‘wonld look down on you' * (H.S0),

“T wes prunished severely” (h, 1150,

of bt sehool” (p 128),

of experienced emational and physical abuse™ (. 182}
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If we are to continue to create a more humane and successful system of
education then it is critical that we learn and understand the experience of
those whom society classes as failures.

The Helping Relationship

Douglas Robertson, in a recent review of exemplary adult education
practiioners, concluded thar the key ingredient for promoting rransformative
learning was o establish educational helping relationships between educators
and learmers. This type of relationship is characterised by wust, honesty,
support, unconditional regard, empathy etc. IF anything dominates these
series of articles it is the way in which the students describe this relationship
as being at the core of the V.T.0.8. success story, The following are a liny
sample

“We were encouraged o particibate” (p, 16)

They (the staff) constantly beepr me motivated, encotrage me, and
build up comfidence and seif esteem™ (.53}

“ the thing we all lked.... was the respect we pot from the leaching
staff™ (p.74).

“Help was cougdled with great tolevarice and understanding ™ (p. 103}
“There was a great relationshiyy between tutors and studenis”. .

(p. 178)

Education as Transformation.

Another constantly recurring theme is how the VTOS experience has led to a
radical change in the life of the participants. In the words of Mexirow they
have been helped o “elaborate, creale and transform their meaning schemes”
(2) It is this deep personal transformation which is the most fundamental
benefit of VTOS. Again a small sample of the students comments illustrates
the point.

"As a resudt of VIOS, T feel motivated, confident, ambitious, entbused
and bappy” (p4)
"My personality bas transformed beyond recognition” (p57)
"My rebirth .. (b, 78)
“As time wend on [ s Becoming a new person " (e 1)
“Wever again will I be scared fo try anyibivg or be afvaid of
Sadlure,, " (p172)
“For me VTOWS was a very major catalyst ...~

Freire would have enjoved these descriptions,
The stores also bear witness 1o how successful the VTOS scheme is in

opening up opporunities for people who have been excluded in our society.
I hope that the Minister for Education and Scence, Micheal Martin, who
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wrote the forward o the book, takes cognisance of this fact and brings in
soume badly needed reforms such as more flexibility in the admission criteria
and 1 more realistic allocation of funding to provide beter facilitics and
services such as counselling,

The layout of the book is excellent and in particular I like the personal touch
of including the photographs of the contributors. The book should be
compulsory reading for anyone working in adult education. If we read these
storles in a meditative and reflective way, then we will come o know in a
deeper way what good and effective education entails, Wisdom is on our
doorstep, all we need o do is open our eyes and ears.

Nowel Pladton
Adulr Education Omganiser
Co. Kildare VEC

Facilitators Resource Pack: Resource Pack for Rural Development
Facilitators, Eds. Marie Costello, Sarah Dean and Kathleen Quinlan,
published by Centre for Adult & Community Education, NUL,

Mavnooth, 1998

Facilitation has become a buzzword these days, with a variety of individuals
and organisations offering 1o impan their skills in this regard. As a form of
participatory democracy, it certainly complements the view that any
ecucational or developmental programme needs to draw on and actualise all
the talents of the participants in order to achieve maximum benefit,

Peaple are also being increasingly encouraged to take responsibility for
themselves and their communities, and consequently, the role of local people
is being further emphasised at all levels of the political spectrum, from local
areas themselves to national government and the European level. It is,
therefore, necessary to harness the talents of these highly committed
volunteers coming forward by ensuring that the facilitaters working with
them are of the highest calibre,

The Centre for Adult and Continuing Education in Maynooth has produced a
Resource Pack for Rural Development Workers in co-operation with the EU
INTERREG 11 Programme. Rural development Facilitators will find this pack of
particular interest in their development work with groups, as it provides them
with a structune in which effective and strategic planning can take place in
the context of local community development.

Aiming as it does at experienced facilitaiors who are already working with
groups, this resource pack would provide an excellent back-up support to
those who wish to further their competency in this area. Both the background
information and the suggested activities for use with groups are designed 1o
enable facilitators 1o promote sustainable local development.




The Pack is not meant to be used rigidly as a manual, but rather as a genuine
résource. Community groups have their own needs and expectations.
Therefore, facilitators will want to select and adapt material appropriate 1o the
particular groups with whom they are working at any particular time. The
book does lend itself to this kind of use as it is divided into three sections:

A An Introcuction
. Facilitator 'Tips Manual'
, Lindts Section

The “Tips Manual” covers essential and relevant aspects of facilitation, starting
with the most basic, e.g. can people find the venue? 1s there a flip chart stand
with paper and markers? The other tips covered include:

The role of the facilitator in groups
Physical arrangements and group size
General pointers for working with a group
Techniques for group facilitation
Difficulties and how to address them

- Conducting a session
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Under “Difficulties and How to Cope with Them" are found the very real
problems encountered in a group, e.g. age difference, punctuality, alienation,
monopolisers, silent members, hostility and dependency.

This section then concludes with a useful Summary/Checklist, Recommended
Reading and Bibliography,

The bulk of the Pack is contained in Section 3 in which the authors offer
advice and guidance on a wide range of issues:

Planning for Local Development

Gender Awareness

Community-Based Rural Tourism

Local Heritage

Group Skills for Community Development
Group Structure and Organisation

= SEN RC FUR .

Planning for Local Development equips facilitators with the skills to guide a
conrmmunity group in planning thelr activity, The various steps in this process
are clearly set out under headings such as: Unit Aim, Outcomes, Things to
Do, Why Plan? What is a plan? Useful discussion points are highlighted in
summary form on several pages, which should prove helpful to the Facilitator
in keeping a checklist of points covered,




The Community Planning Process discusses the three stages necessary in the
preparatory process and lists appropriate activitles onder cach stage, e.g
under the first stage, which is Consultation, options on how to cler this include
door-to-door calls, questionnaires and public meetings. | find such an
approach a sensitive combination of brainstonming activities, which are then
harnessed by a methodical framework of careful planning leading to
APPUOPrate action,

1 was paticuludy pleased 1o see a unit on Gender Awareness, in the light of
the barriers that =till remain t0 be broken down in ensuring that the alents and
contribution of half the population are recognised, utilised and rewanded. Some
very relevant issues regarding gender inequality are highlighted with supgested
approaches for dealing with them, eg. discussion on why women tend o be
under represented at decision-making level in local development and the
identification of any barriers blocking women's participation in decision
making. At first sight, development of some paricular tourism attraction may
seem relatively easy and obwious to local groups, fired as they arc with zcal for
their local heritage. But having already considered the need for a community
planning process, this unit will enable facilitators © properly investigate the
potential for community driven mural tourism in a particular area.

While the layout is mosdy well structured, T would prefer if there were other
suggested activities apart from talking ones based on discussions, which are
certainly of primary value. But in my own experience of being in such groups
for a few hours at a time, 1 would welcome some kind of physical energising
sesstons, such as a few creative or gamwe playing approaches to problem
solving and other issues. I would also help the user w find a particular
section more easily if the name of each section or unit appeared at the top of
the relevant pages. But they are minor points in an overall excellent
Facilitators Resource Pack.

By providing background information in the form of bibliography, wseful
comtacts and resources, combined with group activides, such as discussion,
buzz groups, worksheets, talking points, this unit polnts the way towards the
development of a rural tourism initiative. Other considerations include how
the project fits into an overall strategy, a consideration of the barriers
confronting the project, the management and integration of services and
amenities, and finally the environmental, economic and soctal sustainability of
the proposal.

The educational principles underlying the approach in this pack are rooted
firmly in respect for the knowledge, skills and experience of the members of
the community group being facilitared. Emphasis is always on starting with
what the people know, not what the facilitator knows, which 15 the oldest
and truest pedagogical rule, according to Andreas Fuglesang in About
Understanding: Tdeas and Observations on Cross Cultural Understanding
(15821,
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Therefore, the approach arsing from such emphasis 15 rooted in a faith in
people’s existing knowledge and beliefs as a starting point for any kind of
penuine and lasting development. The facilitator must trust the people's own
analysis of their situation, based on their immediate experiences, not
someone else's opinion of their problems. This is particularly troe the further
the rural area is from Dublin which is often perecived as the source of
impaosed “solutions” without 2 true picture of the local area in question.

The Besmirce Pack s aﬂar'&:i:lfefmm: The f?'en?reﬁ:-r' At arned :".'nmmuuﬂ:}'
Fducation, Nl Maynooth, Co. Kildare at a cost of £10 + 11,50 postape.

Kathleen Forde
Acludt Edvwcation Or2aniser
iy of Dublin V.E.C.

Pedagogy of Hope: Reliving Pedagogy of the Oppressed

By Paulo Freire with notes by Ana Maria Aranja Freire

Published by Continuum: New York (first published 1992, English
translation 1994, this edition republished 1997)

This is not a very long book: there are only seven chapters, consisting of
about two hundred pages in all. However, between the covers is a great
depth of insight and wisdom. It is written in an easy-to-read, autobiographical
style - which anvone who sruggled through his classic text, Pedagopy of the
Oppressed, which brought Paulo Freire to intemational prominence in the
1970s - will find very different, attractive, and yet complementary to the first
book as it returns o clarify some of the key ideas expressed in the original,
This book 15 really a personal narrative by Freire, like a series of journal
entries in which he reminisces about the journeys, both physical and
philosophical, e has made throughout his life as an educator, One gets a
real sense of the frostrations, the fears and the oocasions of happincss he
experienced. He recalls his movement into the world of education and away
from his original career as a lawyer, and the subsequent development of his
ideas about learning which were to prove so controversial and eventually
lead to his exile from his native Brazil, His first wife, Elza, features
prominently in his joumeys’ and his appreciation of her role in his life and
waork reveals a warm, loving and humble human being,

Freire's humility and openness o learning from others is revealed in a
powerful story of his own conscientization - from his early days as an
educator - in which he describes the clearest and most broising lesson he
ever received in his life, His 'teacher” on that occasion was a man of aboat
forty - “worn ot and exbausted” - who responded o a presentatuon by
Freire, and in respectful but not uncentain terms, explained that the good
'Doctor’ came from a different world to that of the workers e had just
addressed, Freire discusses it with Ebza on his way homne, “F thowught Fd Deen
5o cleay, Taonn't thingk they undersiood me” - 1o which she responds: “Coudd i
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have been you, Pawulo, who dide 't understand them?" He carvied with him this
lesson, that even with so-called ‘progressive educators” when one must speak
to the people, one must convert the o™ o a “with” the people. Thus he
remings educators of the need to have an understanding of, and respect for,
the “knowledge of lived experience”™ of the people.

However, i1 i clear that Paulo Freire was also o very assertive and strong-
willed individual who believed in vigorously arguing his case against
opponents - of which he cleudy had many. In particular, he doesn't hide the
anger he feels about those who discriminate on either class or mcial grounds,
and Forcefully rebukes ‘sectarian thinkers' of all kinds, whether in the sphere
of education or politics

More than once in the book, he commencds the ability that he and others hacd
to argue and o disagree withouwt offending or abusing each other, In most
cases, he issues an unrepentant endorsement of his thinking in Pedagogy of
the Oppressed. However, he readily agrees with one particular criticism or
the book -that concerning the sexist language - for which he was roundly and
justifiably criticised by feminists. To his credit, Freire takes ownership of the
criticism rather than off-lcading it as being a flaw in the vanslation. Instead
he admits the sexism was there in the original Portuguese and recalls how he
reacted “under the impact of my conditioning by an auiborit@rian, Sexist,
ideclogy” to the first letters or protest he received from women. His
considered reflection upon them however, concluded i is nof a grammatical
problem, but an ideological one.” He goes on to explicitly state his
indebtedness to those women who corrected his use of languape and
enabled him o come to the view that “changing language is part of the
Jrocess of changing the world. ™ 1f this displayed a willingness to admit error
in one instance, the tenacity and fervour with which Preire holds on to his
beliefs and theories is equally evident in his response to many of the other
criticisms made of Pedagogy of the Oppressed.,

He rejects for example, criticism regarding the “wnintelligibility of the text”,
He remembers meeting a group of voung people in Washington DO who
were having difficulties with the text, when a black community activist of
about ffty vears of age intervened on several occasions to clarify points
raised in the discussion. He recalls the man's conclusion: "I some of these
youngsters tell you they don't undersiand you becanse of your English, don't
bedieve them. Irs a question of the thinking rthat's expressed in your language.
The problemt is, they dow't hink dicglectically. And they don't yet have any
agotual experience of the bard life led by the sectors of society thal suffer
discrimination”, His response o accusations that the original text is so
difficult is really a defiam "So what? it's meant to be difficult!” One must
struggle with it and not try to over-simplify complex ideas. Freire restates that
the educator is never neatral, nor classless, and that an ethical education “of
ity very mature is divective and pofitical” must be coupled with a respect for
the educands which consists of neither pushing one's knowledge upon them,
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nor, for the sake of ‘being in fouckh with the people’, unduly staying at that
level and not atempting to bring them further. He confronts intellecruals both
of the Left and the Right who judge themselves the proprictors of knowledge,
and whose approach implies they have nothing o learn from the masses, He
describes such educatonal approaches as ‘authoritarian’ as opposed w his
kdeal of ‘democrate” education.

Education may be democratic to the extent thar the educands have a role w
play in the leaming process and that they are not merely passive recipients of
others' knowledge. However, this is not carried 1o the extent that the
educator relinguishes his or her role in directing or facilitating the process,
nor forgers that he or she is not completely neutral or apolitical.

Underpinning this approach is Freire's exhortation; “comsistent with their
democratic dveam, they respect the educands and therefore never manipulate
theme.” This respeat is for both “knowledges' - the popular and the emdite -
that of the educands and the educators with a view o petting beyond both,
This is the dialectic of which Freire speaks. The dialectic between the “world”
and the word - between the material existence of humans and their
awareness or articulation of their lives. He shows how it is impossible to have
a democratic education without the constant stimulus of questions i.e

critically reflecting on all aspecis of education - who selects the content? How
is it taught? What is teaching? What is a teacher? What is a student? - and s0
forth.

As the title inclicates, Freire is returning with hope to the ideas he explored in
Pedagogy of the Oppressed. In his rebuntal of various criticlsms - rejecting
dogma from the Left and the Right (acknowledging the latter hold sway at
present} - Freire recognises that his dream for popular education and a
political transformation has not (yet) occurred, However he refuses to
surrender his dream to the sectarian attitudes ever present, reminding us that
in many instances, his principles and practices were frustrated by those in
power of ol followed through faithfully, This doesnt mean - as some of his
critics have stated - “the Freire era is oper”, Rather, he confidently asserts the
corg human need for hope - for the ‘adoption of a uiopia' not that suggested
by the fundamentalism of the Left or the Right - but a utopia in which all
would have the freedom to think critically, to disagree, and in doing so, o
respect others and be respected. "1 do not understand buman existence and
the sirugple needed o improve it, apart from bope and dream” says Freire. He
continues "I is naivele 1o think that bope alone will transform the world. ... But
fo aittewmpat it without bope is a frivolows illusion. ™

I recommend that aduli learners/educators read Pedagogy of Hope, In
revisiing many of the key ideas thar were first raised two decades ago, this
book provides an opportunity to reappraise them in the light of what has
happened to the world since the original publication. Moreover, for those
who haven't read the original book, this will be an encouragement to do so,
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and would be an excellent study-guide as they grapple with the mather more
difficult language and concepts of Pedagogy of the Oppressed. Overall, |
recommend Pedapopy of Hope because it provides a dmely reminder of the
enduring validity of the principles and practices of conclentizacao, the
process of consciousness-raising or conscientization - which will {one hopes
and dreamst) - endure in spite of the sad passing of Paule Freire from this
world in May 1997

Faddy Retlly s Divector, Development Studies Cenire, Kimmage Manor,
Dablin.

A Tradition That Has No Mame
Mary Field Belenky, Lynne A. Bond, & Jacqueline 8. Weinstock
MNew York: Basic Books, 1997, pp.311.

The subtitle of this book - Nururing the Development of People, Families,
and Communities - gives us an insight into the tradition that Mary Belenky
and her colleagues wished to explore, a maternal tradition of developmental
leadership which, they report, still has no name. In an earlier book (Women's
Ways of Knowing, New York: Basic Books, 1980} which was researched and
written in collaboration with Blythe McVicker Clinchy, Nancy Rule
Goldberger and Jill Mattuck Tarule, Belenky explored the development of
sclf, of voice and of mind as it was experenced by 135 American wormen
from a variety of sockal and educational backgrounds, When the research data
did not fit neatly into the categories devised by William Perry who had
studied the epistemological development of Harvard undergraduates {all
male), Mary and her colleagues courageously constructed their own set of
categories which drew on Perry's work and other aspects of the litcrature and
struggled to remain faithful to the lived experience of the women who had
participated in the research project in so doing, they demonstrated in practice
the philosophical approach made explicit in A Tradition That Has No Name
(ATTHNN]); they crossed the boundaries in an effort o creatively connect two
polarites, neatly framed theoretical knowledge on the one hand and the rich,
raw data of lived experience on the other.

In Part 1 of ATTHNN the philosophical concept of dualism, a mode of
interpreting reality by dividing it into two madically independent elements, is
reased our and illustrated. Examples of this classification system include:
truefalse, mind/body, thinking/feeling, ratlonal/emotional, public/private,
goodievil, dght/wrong, and inevitably, of course, male/female. Each of these
pairs expresses a hipolar understanding of human existence; we need both
poles if we are to he faithful o reality. In Western culture, however, these
poles are rarely thought of as equal in value. Instead there is a
superior/inferior relationship between them, one pole represemting a value 0
be sought and the other a negative 1o be avolded, ATTHNN documents
clearly the effects of such dualistic thinking across a range of academic
disciplines, Of particular interest, however, is the field of human
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development. When one examines major research studies such as Perry's,
mentioned above, one discovers that what has been studied s not | in Faa,
human development but simply male development. When men are defined as
human, women all o easily are labelled as other, a type of deviation on the
normal scale of human development. Such an approach, the authors argue,
can have far-reaching consequences.

Part 2 of ATTHNN tells the story of the Listening Partners programme, a
demonstration project which focused on a group of mothers of young
children, all of whom experenced rural poverty in isolated parts of northern
Yermont in the LLS. The basic question at the core of the project was: Would
being a member of a group where people listen 1o each other with the
greatest of care enable isolated mothers o gmin a voice, claim the power of
their good minds, and break out of their seclusion? Both quantitative and
qualitative methods were used within an experimental research design. Great
emphasis was laid on the ability of the researchers to really listen and to draw
out the emerging thoughts of the paticipants. The conclusions drawn were:
women tend o use metaphors of voice and silence as peneral indicators of
their developmental status and sense of wellbeing: the most silenced and
excluded of women begin o grow and develop when they have
opporiunities o speak in setings where people listen carefully o each other
and work collaboratively to solve the problems they face; when women
engage in mutual question posing and dialogue there is a good chance that
they have entered into a developmental process that will perpetuate itself;
and if women are drawn out and oplifted they are likely to daw out and
uplift others, who in um will reach out to others, and so an upward spical of
development is created.

Because metaphors of voice appeared to be so dosely linked with significant
aspects of women's development the authors of ATTHNN hegan to play close
attention whenever they heard people talking about other projects and
organisations created by women that were bringing people into voice. Mary
Belenky subsequently embarked on a smdy of four grassroors women's
organisations - three in the LS. and one in Germany - all of which appeared
tor be highly effective in bringing an excluded group into voice. Part 3 of this
book documents the growth and development of these organisalions,
described by Mary as “public homebiaces” because they reflect many of the
goals and practices of highly nurmuring, democratic families dedicated o
sponsoting the fullest development of voice and mind in each and every
member, The founders of each of these organisations - all women -
demonstrate a model of developmental leadership which is guided by
maternal thinking and practices, Just as mothers struggle 1© “draw ount”, "L
np", and “radse” their children, so this tradition of leadership is dedicated o
nurturing and bringing into voice individuals and communities, but especially
those who have been most silenced and excluded.
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This is the tradition that has no name, the tradition that has remained
unrecopnised academically and unsupported fnancially because it does not
fit intor the mainstream model of “beman” development. This is a tradition to
which we, in Ireland, are no strangers, Community development projects,
women's education groups, the adult literacy movement, these and many
other grassronts initiatives operate out of a philosophy guided by the kind of
maternal thinking described in ATTHNN, However the principles and values
informing these initiatives are still inadequately conceptualised and often
poory articulated. Belenky and her colleagues arpue that poordy amiculared
traditions are likely 1o be fragile and that without a common language, this
tradition will not become pant of a well-established, ongoing dialogue in the
larger society. This book has, in my view, the power to illuminate the
dialogue taking place among 50 many people in Ireland at present. It is an
impressive and scholarly work, yet it is highly accessible to the general
reader, It will cheer and uplift the heans of many who have felt sidelined by
funding agencies and hierarchically structured institutions. You will recognise
yoursell and your valuable work in these pages. 1 can best conclude by
echoing the words of George Albee, [ormer president of the American
Psychological Association: “If you read just one book this yedar, choose this
ore... If you read a second book this year, read this one again”.

Lirsula Colewman




As we await the publication of a Green Paper on Adult Education in Ireland, this
edition of the Adult Learner reflects critically on the priorities to be considered,
the core issues to be addressed and the thinking that should inform any
proposals to put in place much needed structures for the delivery of a
comprehensive adult education service,

“Adult education is both part of the apparatus of the state (by engaging in

policy making, delivering programmes and services) and highly critical of it.

The relationship between the state and adult education is complex and frequently
includes elements of resistance and contestation as well as reproduction.”

“However, it Is important for educators to ensure that the rationale for adult
and community education is not based entirely on economic considerations.
It is necessary to recognise the role of leaming in creating a more civilised
society by, for example, promoting culture and identity and by strengthening
families and communities.”

“Those who have addressed themselves - whether directly or indirectly - to the
issue of structure for adult education are unanimous in their recognition of the
need for a structure which operates as closely as possible to the leamer. It Is
possible also to identify a demand for a new model.”

“In thinking that by offering assistance with access to the labour market but
through state-run education, training and guidance programmes alone that the
problems of structural and generational long-term unemployment can be solved,
the state is failing to recognise the impact of the alienation felt by many of the
people they wish to help.”

“We do not need adult schools. What we do need s to develop new structures
that will support a qualitatively different kind of learning environment.”

“There is a new vibrancy with regard to adult education in rural areas. This has
come about because of increasing problems in rural areas and an increasing
focus on rural development as a means to solving these problems. The focus of
education is changing and, while agriculture is still important, a greater diversity
in the content is appearing.”
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