THE PENNSYLVANIA STATE UNIVERSITY

Coliege of the Liberal Arts

Undergradﬁate Thesis
in Partial Fulfillment of
the Requirements for

Honors in Liberal Arts

An Exploration of Self-Directed Learning

in Theory and as Facilitated by

Learning Networks and Free Universities

by

Seth Horwitz

JYMM VO . l(ﬁOI J%WE‘OAA/\ M\ %ﬁ‘aﬂ

Date in|Withall, Professor of
Eduycation and Educational
Psychology, Thesis Director

e /
Do fel 77 A

Date ; Arthur Lewis, Associate Dean,
Liberal Arts



TABLE OF CONTENTS

ACKNOWLEDGMENTS + « + v v o o o o oie o o o o o s

INTRODUGTION. « ¢ & &« v & s s o o o s o o o s o =

Deschooling Society by Ivan Illich . . . .
Pedagogy of the Oppressed by Paulo Freire.
Instead of Education by John Holt. . . . .
References to Reviews. . + + « ¢ + &« ¢ + &

INTEGRATION

Two Modes of Learning. + « « ¢ o «:s ¢ o« &
The Medium is the Message. . . « « « « o &
Not Mutually Exclusive . « « « « « « o + &
Elephant Shrubs. . . « « + « + ¢« « « ¢ +
Two Sets of Characteristics. . . . . . . .
Learning is an Institutional / Individual

Responsibility . . + ¢« + v o & « +7 0 o+

.

L]

Learning is Characterized by Mechanical Uniformity

Organic Diversity. . + + « « « o & « « &
Knowledge is a Product / Process . . . . .
Implications for Society . . . « « + « .« .
References to Integration. . « « + + « « =«

APPLICATION
Learning Networks and Free Universities: Human Resource

Webs . v v ¢« o v v 0 v e e e e e e e e s
Learning Networks and Free Universities as
Facilitators of Self-Directed Learning .

Questions Raised-—Areas for Further Research .

References to Application. . . +« « + « « &

CONCLUSION. . + = o s o ¢ o o s s s o o s o s o @

ii

Page

1ii

10
17
27

30
32
34
36
38

39

- 44

50
54
59

61
67
72
79

81



ACKNOWLEDGMENTS

I want to first eipresé my heartfelt appreciation to Linda
Marie Scearce for much needed support, belief, and love. I especially
appreciate her.ﬁatience; she put up with many months of "I have to
work on my thesis" (even when I didn't).

Sincere gratitude is expressed to members of the Fenn State
faculty, particularly to Dale Harris who conducfed the Honors Program
and who encouraged me to pursue what excited me. I would also like
to thank Phillip Stebbans, S. Leonard Rubinstein, and Wendy Sarvasy
for timely advice and dialogue.

Special apyreciation is expressed to Gordon Godbey who frequently
found time in his busy schedule to dialogue with me. I appreéiate
both his sincere support of my efforts and his mastery of the role
i of devil's advocate.

I am very grateful to Ed Dobmeyer of The Learning Exchange
and to Bill Draves of the Free University Network for helping me to
gather materials and for their prompt responses to my letters of request.

I would like to acknowledge the help of Ron Gross. His writing,
encouragement, and support have been inspirational for me.

I am deeply grateful to John Romano, Arthur Lewis, and Marie
Straka for helping me to get the tiﬁe I needed to complete this project.

I would also like to thank my parents for emotiomal and

financial support, and for their trust in me to find my way.

iii



Finally, my deepest appreciation goes to John Withall, my
thesis preceptor and mentor. His sincere faith, patience, and
advice have helped me to discover what self-directed.learning means.

Kahlil Gibran would call him wise.

iv



Then said a teacher, Speak to us of Teaching.

And he said: |

No man can reveal to you aught but that which already lies
half asleep in the dawning of your knowledge. :

The teacher who walks in the shadow of the temple, among
his followers, gives not of his wisdom but rather of his faith and
his lovingness.

If he is indeed wise he does not bid you enter the house of
his wisdom, but rather leads you to the threshold of your own mind.

The astronomer may speak to you of his understanding of space,
but he cannot give you his understanding.

The musician may sing to you of the rhythm which is in all
space, but he cannot give you the ear which arrests the rhythm nor the
voice that echoes it.

And he who is versed in the science of numbers can tell of
the regions of weight and measure, but he cannot comduct you thither.

For the vision of one man lends not its wings to another man.
And even as each one of you stands alone in God's knowledge,

so must each one of you be alone in his knowledge of God and in his
understanding of the earth.

—=- Kahlil Gibran,
The Prophet



INTRODUCTION !

Looking back over m& college experience, I believe that my
enthusiasm about the concept (and practice) of self—dirgcted learning
has grown in direct proportion to my disillusionment with school.

I had been sensing a widening gap between what I was being taught and
what I wanted and needed to learn. Moreover, I had also become aware

of my obsession with grades. '"Getting A's" had been my major goal

in class; deriving meaning or value from the experience was simply a
bonus. Ever since kindergarten I had been learning how to play school--
and I learned well. But my high grade point average was no compensation
for soﬁe vague loss 1 felt——éome inability to recognize and meet my
genuine learning needs.

This growing disillusionment, combined with the opportunity
of the 1977-78 Liberal Arts Interdisciplinary Honors Program, has led
me into an academic exploration of the concept of sélf—directed
.learning. This‘paper is one result of my evolving exploration.

This thesis is composed of three major sections: Reviews,
Iﬁtegration, and Application. In the first section‘I briefly review
what I consider to be three important books: Ivan Illich's Deschooling

Society, Paulo Freire's Pedagogy gﬁ_thé Oppressed, and John Holt's

Instead of Education. Although the writings of other authors I've

encountered in this exploration have significantly influenced my

thinking, each of these three works present some crucial concepts



which have been instrumental in helping me to formulate my own

ideas. It should be noted, though, that it is not my intention to
critically review these works, so much as to descriptively ;eview them.
I wish to highlight major élements of the educational theories
presented in order to form a conceptual basis upon which the rest of
the thesis may be built.

In the second section-—Integration--I1 attempt to bring together
or synthesize concepts presented by I1lich, Freire, and Holt. This
section affords me the opportunity to integrate their concepts with
. my own developing articulation.

Once articulated, I try to place fhis theory of self-directed
learning into a context of practice in the third section--Application.
I describe two educational services-—-learning networks and free
universities——and aéply my analysis of self-directed learning to them.

This paper is admittedly theoretical. Even the discussion
of learning networks and free universities deals with these
organizations as concepts. In addition, this paper is admittedly
one-sided. Almost all of the references cited are writings by critics
of the existing educational system. Others may defend this system,
but my intention is to present a theoretical framework wherein
education can be aﬁproached from another conceptual perspective. I am

writing to show, not to tell. K



REVIEWS

Deschooling Society by Ivan Illich

In Deschooling Society Ivan Illich analyzes society on an
institutional level. A key to understanding Illich's views is his
concept of an "institutional spectrum,’” to which he devotes the
four§h chapter of his book. This spectrum is a theoretical continuum
with extremes at right and left, but it should not be confused with
the familiar right-left continuum of political ideology.

At the right end of this institutional spectrum, Illich places
those institutions which he terms "manipulative." These institutions
dispense "treatments" and concurrently convince their clients and

'othefs that consumpﬁion of such treatment is necessary and good, and
that increased doses are even better; they create demand for their
services. These institutions, Illich says, are "either socially or

mlong membership into them is achieved

psychologically 'addictive,
in either of two coercive ways--~gelective service or forced commitment.2
Examples of these right—end institutions include modern warfare, law
enforcement, mental hospitals, nursing homes, and schools.

At the left ‘end of the spectrum are -the "convivial institu-—
tions, represented by telephone, mail, -and subway link-ups, public
markets, and sidewalks. Use of these institutions are voluntary

and spontaneous, and people do not have to be convinced to use them.

Left—end institutions are available for use according to the perceived



needs of individuals, and promote self-motivated (as opposed to enforced)
social interaction. Illich 1llustrates:

An individual picks up the telephone when he wants to say

something to someone else, and hangs up when the desired

communication is over. . . . If the. telephone is not the

best way to get in touch, people will write a letter or take

a trip. Right-wing institutions . . . both invite

compulsively repetitive use and frustrate alternative ways

of achieving similar results.3

Between these two extremes are found the other institutions
of society, which exhibit characteristics of both left— and right-
end institutions to varying degrees. At the center of this spectrum,
for instance, are hotels, cafeterias, and the producers of staples
and most perishable consumer goods.

I1lich believes that the manipulative right-end institutions
dominate present-day society, and that "fundamental social change must
begin with a change of consciousness about institutions."4 That is,
for society to achieve positive fundamental change, it must shift
attitudes and money away from the right-end institutions and toward

the left. He does not underestimate the significance such an institution-

al shift implies. "At stake in the choice between the institutional

right and left is the very nature of human life. Man must choose
whether to be rich in things or in the freedom to use them. ">

Illich defines '"school" as "the age-specifiec, teacher-related
process requiring full~time attendance at an obligatory curriculum;"6
and he locates it at the far right of his spectrum. But schools are

unique among the right—end institutions, because they inevitably

communicate and reinforce a "hidden curriculum" of social attitudes,



which in turn "create a demand for the entire set of institutions
which crowd the right end of the spectrum.h7
This hidden curriculum is not explicitly taught, but ;rises
from the general structure of~schoéling, and is communicated regardless
of what is actually taught or who is in control. Illich argues that
school systems everywhere in thé world have basically the same structure
of a ritual of.graded promotions in an institutionally defined setting,
administered by institutionally accredited professionals, and dealing
with an institutionally determined curriculum. "Such a structure is
common to all schools as Illich defines them, and therefore the hidden
curriculum has the same effect all over the world: '"Invariably, it
shapes the consumer who values institutional commodities above the
nonprofessional ministration of a neighbpr."8 Illich asserts that
the existence of échools cause rich and poor alike to become
institutionally dependent, to accept service in place of value.
""Health, learning, dignity, independence, and creative endeavor
are defined as little more than the performance of the institutions
which claim to serve these ends."?
One of the important functions of the hidden curriculum of
schools is to initiate citizens into some of the myths of modern
society--myths to which Illich objects. For instance, the hidden
curricuium communicates the ﬁyth that a}l valuable learning is the
result of instruction, and that the amount of learning inevitably
increases in diréct propbrtion to the time of attendance. The grading
and ranking function of schools teach the myth that everything important

can be measured by some experts on a quantitative scale, including



our individual imaginations and vélues. Yet perhaps the most important

my th~-which relates to all the others—~is the Myth of Unending

Consumption. Just as increased attendance at school is supposed to
yield increasingly valuable learning, accelerating production and

consumption of goods and services supposedly yields increasing

benefits for society. 1Illich is opposed to a constant-growth economy
- which produces demand and obliges people to consume increasing

levels of goods and services. School, he says, serves as 'the
reproductive organ of a consumer society."10

Another latent function of schools is the allocation of social

roles. Thoée who submit to the ritual of schooling are rewarded with
crédentials and the accompanying benefits (i.e., increased value in

the labor market). The relative value of these credentials increase
with fgrther consumption of schooling. TIllich argues that such a
system of role allocation is unjust because rather than basing judgments
on relevant qualities (i.e., actual demonstration of specific -
competencies), judgments are made on the basis of the process by
which such quaiities are supposed to have been acquired.

While he admits the causes of today's ills are multifaceted,

I1lich plaées a large part of the responsibility for environmental
pollution, modern warfare, modern poverty, the energy crisis and.the
like on schools and on their hidden curriculum. Iliich believes fhat

a viable future demands an institutional revolution (a shift of

emﬁhasis from right to left), and that a deschooled society would be

a primary component of such a revolution. "A radical program of

|
|
i
|
|




deschooling," says Illich, "could train youth in the new style of
revolution needed to challenge a social system featuring obligatory
'health,' 'wealth,' and 'security.'"ll
The deschooling of‘society is not simply an idea which Illich
wishes to promote, rather it is a process he recognizes as already
occurring. "Ihé disestablishment of schools will inevitably happen—-
and it will happen‘surprisingly fast. It cannot be retarded very
much longer, and it is hardly necessary to promote it vigorously
12 '

What must be done, Illich advises, -is to try to orient this
inevitable deschooling into the hopeful one of two diametrically
opposed directions. The first, which Illich fears, would lead
to an expansion of the role of the pedagogue, with increased control
over individuals throughout their lifetimes. The other, hopeful
direction involves the establishment of opportunities for equal
access to educational reéources.

I1lich employs a useful metaphorical distinction in describing
these two directions, or educational modes. He says that schools
act as funnels, delivering prepackaged information to the receptive
student. He fears that the funnel assumptions about education will
survive, even after society is deschooled. The radical alternative,

wl3 of funnels are webs, which would put

or "institutional inverse,

. n le"
educational resources '"under the personal control of each learmer.
Almost all of today's educational research, argues Illich, are

attempts to find more efficient funnels. It is irrelevant if these

funnels take the form of a classroom, technological innovations, or



the sensitivity groups of a '"free school" or "open classroom."

These are all funnels because the basic structure of school as an
institutional process remains intact.
The alternatives which Illich proposes to schooling are not

a new way to make people learn, but rather '"the creation of a new

style of educational relationship between man and his environment."1?

The relevant question to be asked is not "What should someone learn?"

‘ but "What kinds of things and people might learners want to be in

o116

contact with in order to learn In other words, how can we open

up the environment so that people can freely pursue their personal
learning endeavors, without having to submit to a particular

institutional process? Illich admits, though, that the educational

institutions which he proposes '"are meant to serve a society which

does not now exist."17

Illich declares three purposes of what he calls "a good

" educational system':

. . . it should provide all who want to learn with access
to available resources at any time in their lives;

empower all who want to share what they know to find

those who want to learn it from them; and, finally, furnish
all who want to present an issue to the public with the
opportunity to make their challenge known.

Consequently, he recommends four networks, or webs, which link
-learners to the educational resources of things and other people.

1

The use of these networks is under the learner's individual control,

used according to the learner's perceived needs. They are convivial

institutions.




The first he calls Referenée Services to Educational Objects.
This'network would provide information on the availability of things
or processes used in formal learning which are either specifically
intended as educational objects or are in daily use, on a farm or
in a factory, for example.

Skills Exchanges, the second network Illich advocates, act
as a clearinghouse for those who want to share or learn a skill.

A person could list his skills, the conditions under which he is
willing to serve ‘as a role model, and a way he can be reached. An
interested learner could then contact that person and the two can
make arrangements about how the learning opportunity is to take place.

The third web, Peer—Matching, would be a communications
network which would link people together according to some self-
determined mutual interestf Based on no other information than common
interest, people might get together to discuss a novel, for instance,
or to consider action to take on a political issue.

The last educational network Illich discusses is Reference
Services to Educators-at~Large. This would consist of directories
wherein professional and nonprofessional educators could list them-—
selves, their services, and the conditions under which their
services are available.

I1lich believes that the deschooling of sociéty and the
institution of webs like those he proposes would not only make
education more fairly available to all, but would be a crucial
component in the creation of a more just and humane society. He believes

also that if we do not start working immediately toward such a society
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that it may prove too late, and a 'brave new world" might emerge

wherein manipulation totally replaces free choice.

Pedagogy of the Oppressed by Paulo Freire

Freire calls humanization-—the process of becoming more fully
human--man's ontological and historical vocation. Human beings can
perceive the world as a series of challenging problems whicﬁ inhibit
their freedom and the fulfillment of their needs. By examining
and ;nalyzing the problems and écting upon them, they can be resolved
so as to promote greater freedom and fuller satisfaction of human
needs.

Human beings, who are historical and cultural beings, are
capable of transforming their world-—of creating and re-creating the
reality in Which (and with which) théy live. Freire refers to men
as being of the praxis, who "emerge from the world, objectify it,
and in so doing can understand it and transform it with their labor.
Other animals can also change their world (as a beaver builds a dam,
for instance), but such changes are determined primarily by the
genetic heritage of the species. Human beings, on the other hand,
can in addition continually create new and unprecedented wayé of
changing their cultural world. Beings of the praxis not only exist
in the world (as most animals do), but with the world as well.

The essence of praxis is dialogue; true dialogue is true
praxis. Dialogue is the communication among Subjects (men), who
objectify their world and transform it. Through dialogue, men can

deal critically with elements of reality which are not immediately

nl9



























































































































































































































