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A los Asistentes a íos cuisos del Centro de Educaclón 
Continua 

La F~cu1tad de lngenierrR, por conduc~o del Centro da Educacl6n Continu~, 

otorga constancia de 6s!scencla a quienes c~mplan con los requisi~os esLE 

blecldos para cada curso. Las personas que deseen que aparezca su tftulo 

profesiona1 preced¡endo a su nombre en el dipiomap deberán entregar copl~ 

del m!smo o de ~u cédula profesional 3 más tardar el Segundo ora de Cla3CS, 

en 'las oficinas dei Centro 9 con ja Señora Sár.chez, de lo contrario .QQ SC't·(· 

pos!biev 

El cont~ol ce asistencia se efectuar¿ a través a~ ia persona e~cargada ¿e 

()entregar notas, en la mesa de entrega de.materialp mediante llstas especi~ 

1eso Las ausenclas serán computadas por las autoridades del Centroo 

Se recc~ienda a los asistentes participar activ~~ente con sus ldeas y ex-

perlenclas~ pues- tos cursos que ofrece el Centro est~n planeados para que 

Jos profesores expongan una téslsv pero sobre todo para que coordinen las 

opiniones de tqdos los interesados constituyendo verdaderos semTnar!oso 

Al fina1 lzar el curso se. hará una eva1uaci6n del mismo a través de un cue.::_ 

tlonar!o dise~ado para emtttr juicios an6nlmos po~ parte de los aslstenlc~ 

Las per-sonas cornisionaclas por alguna {nstituc16n deberán pasar ó insc:-:blJ:: 

se en las oficinas del Centro en la mlsma forma que los demás as;stenteso 

Con objeco de mejorar 1os servicios que el Centro de Educación Continua 

of;-sceu es ¡mpottante que todos los éJSis-centes íienen y entres;ucn su i1ojé: 

(-\ -:,=> • " o"" ji d ~ -- ~~~~r1~C10n con ~os ates que se ~es -;o1icltan al iniciarse e1 

~ ~·~C ~ ~0S~ éL~ S~O or:~~t .. i?O SAMJ\NO 
Coo·.:,D; ;,Jf...DOF\ D~ GU:-\SOS 

e u rso ... 
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Course Objectives 

l. Develop an understanding of learning tneory 

2. Develop an understanding of adult education 

3. Understand the próblems of adults and how they diffu 
from undergr¡adute and children 

4. Learn\a method of developing a correspondence course 
lesson an home assignment · 

5 .. Appreciate the organization and individuals'necessary 
to conduct a effective Correspondence Course Program 

6. Designa marketing strateggy 

7. Appreciate the costs of conducting a Correspondence 
Course Program 

8. Understand eva1uation mechanisms an need for eva1uation 

1. 

2. 

3. 

4. 

5 . 

6. 

7. 

8. 

Workshop 

P R A e T 1 e E 

Estab1 ishing learning objetives 

~stabl ish a 1 ist of courses which appear have need 

Designa lesson 

Estab1 ish an organization for the courses 
\ 

Es t a b 1 i s h a mar k e t i n g s t r ate g g y 

Price the courses 

Se1ect potential mediato assist Correspondence Courses. 

Estab1 ish.measu1res of eva1uation··~, 

OUTLI.NE 

Session 

l. 
'2. 
3. 
4. 
5 . 
1" o. 

7 . 
8. 
9 . 

Learning Theory 
The Learner 
Background on eorrespondence Courses 
Need 
Writing and Teaching eorrespondence Courses 
Organization for Correspondence Courses 
Marketing 
Evaluation 
Media and Problems 
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JOHN P. KLUS, Chairman, Dcparrment of Engineering, University of 
Wisconsin--Extension, Madison, Wisconsin 

Previous to his present pos¡t¡on as Chairman of the Department of 
Engineering, University of Wisconsin--Extension, and a Professor 
of Civi 1 Engincering, Dr. Klus has worked for the Corps of Engineers, 
spendlng a summer in Greenland; for the American Appraisal Company; 
and for the Univcrsity of Wisconsin. During this time he completcd 
work on his B.S. and M S. degrees in Civil Engineering from Michisan 
Techno1ogical University. In 1965 he earned his Ph.D. degree from 
the University of 't/isco•.sin and was appolnted an Assistant Professor. 

At W i scons in he e reated the concept of the Pro_f_ess i ona 1 _Deve 1 opment 
Dec¡c_ee progtam in Engineering and has been instrumental in develop
ing severa] other new educational programs. 

!-:e is a member of severa] professional societies and fraternities: 
American Soclety of Civil Engineers and Past President of the 
Madison Chapter, the National and the Wisconsin Society of 
Professional Engineers, American Associatlon for the Advancement 
of Science, American Society for Engineering Education, and 
American Publ ic Wor~s Association. He is a registered Profes
sion~l Engineer in the state of Wisconsin. 

Recent honors ac::corded Dr. Klus are: t'he Dow Chemical Award, 
ASEE-North Midwest, 1969; Young Engineer of the Year, 1969, and 
Outstanding Engineer in Education Award, 1971, Southwest Chapter 
of WSPE; Professional Engineer in Education, Wisconsin Society of 
Professional Engineers; listing in "vJho 1 s v/ho in the Hidwest1

';, 

Kr.ow Your Madisonian Award, 1971; UW-Extension Distinguished 
Service Award, 1971; NUEA-American College Testing Program 
lnnovative New Program Award, 1972; Chairman, United Nations 
Policy Working Group, UNESCO meeting in Paris on Continuing 
Education of Engineers. June 1973. 

He is a coauthor of an engineerlng revie·w text, 11 Engineering 
Review--A Basic Review by Problem Sets'', and has published a 
n~mber of technical articles. During the academ~c year 1966-67, 
Cr. Klus was on university leave as a Fulbright Scholar for 
research and teaching in Finland. He lectures throughout the 
United Stótes and severa] countries of Europe. 
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THE SPECIAL PERSPECTIVE OF THE ADUL 1 

THERE: East of New Guinea, in the southern Pacific,lie the Trobriand 
Islands. The people who live there are great mariners, lively 
and active. But they take no interest in things changing. U a 
thing changes, then it becomes something else, and they call it 
something else. 

HERE: Justas we do not introduce an old gentleman with a long white 
beard as, "the bouncing baby boy, Jim Jones." 

JIM: (a very old man) Very pleased to make your acquaintance. 
THERE: (confidentially, to HERE} Buster here isn't any more a bouncing 

baby hoy tha.'l 1 ero. 
JIM: Ah, but you see, once upon a time 1 was, in the long, long ago. 
HERE: (dismissing him briskly) But be isn't now. In fact, we don't 

think of him as a kind of modified infant, but as something 
else-an old gentleman, a different kind of animal. 

USTER SINCLAIR, A Word in Your Ear 

Tbe dilemma of adult . education is precisely that when people 
think of education, their images are ~en from their own memories 
and from the urgent need to induce the yóung to take on the responsi
bilities and burdeos of adulthood and the behavior appropriate to that 
status. To the extent that the a4ult ~ucator, at whatever level be oper-
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2 Tl!ACHINO AND LBARNINO IN ADULT EDUCATION 

ates and whatever bis purposes, sees clearly the special problems of 
teaching the already adult as special, the more effective he is likely to 
be. The cynicism about teaching adults one finds among sorne univer
sity people, as well as the indignant, sentimental defensiveness once 
common in adult education itself, equally miss the educational point. 
There are considerable, and valid, difterences between the enterprise 
devoted to the large and necessary task of socializing the young and 
that which pays attention to the leaming needs of the world of adults: 
differences in purpose, scope, intensity, and available resources, and, 
consequently, wide differences in the appropriateness of the methods. 

THE LEARNING PROCESS 

The baby experiences the world, in the phrase of William James 
whicb psychologists never tire pf quoting, as "a booming, buzzing 
confusion... His reaction to that world consists in the main of a 
glassy-eyed indiflerence to anything which does not immediately meet 
the demands of bis stomacb for food, bis nervous system for warmth 
and stability, bis psycbe for love and attention. In the normal course 
of development he very soon begins by bimself to sort the confusion 
into a series of recognizable "things,'' but it is up to bis society to 
tell him wbat those things are for and what their values are. He must 
modify bis monstrous egocentrism into forms of which the particular 
time approves and learn to give up bis individual, often bizarre, ways 
of perceiving the world in favor of common agreements about what 
things mean. He must work out bis adjustment to the boundaries of 
the particular life cbance provided by bis bistorical era, bis social 
class and skin color, the local rules of the power game, and bis own 
native fund of energy. 

The educational methods of the public scbool system and tbe 
undergraduate college grow out of those tasks involved in becoming 
a social being, tasks wbich often grossly distort both the logical :md 
psychological fabric of the learning task itself. These distortions are 
instructive for adult educators, since in the heat of getting our jobs 
done, we accept too often the methods with greatest currency as
those with the bigbest intrinsic value.1 

The Child's Learnmg 
In the early years of life, generally at least until the age of 

eleven, the child "sees" a world which is very different from the one 
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the adult perceives. By the time be goes to school, to be sure, he has 
rcduced bis booming confusion to a certain degree of orderliness. He 
knows a great deal about the important other people in bis life and be 
can correctly name a large variety of objects and events he meets. But 
until he is almost ready to become an adolescent, bis most important 
cognitive task is to see the world correctly, that is, realistically rather 
than magically. 

Children, for example, tend to be unable to distinguisb clearly 
distinct parts but to see things as part of a large, global situation. Early 
in life, when a child says "chair," he might be trying to communicate 
a variety of things: "I should like to be lifted," or "My chair isn't 
here," or any number of other meanings. The thing and the word 
itself stand for all the other meanings whicb have been at one time 
connected with it. Tbis kind of confusion persists for longer than one 
might think. Piaget asked children between the ages of four and twelve 
what one thinks with, and whether one can see or touch "thought." 
Children under seven said that ''we think with our mouths." "As for 
animals," said a little boy of six, "they think with their mouths, too, 
all except the horse, and be thinks with bis ears, because he bears 
when you speak to bim but he doesn't talk himself." In the later stage, 
adult influence is felt, and the child says that we think with our heads. 
"But under these words the child's conception remains spontaneous 
and in complete continuity with the answers of the first stage. We 
think with 'a little voice inside our heads,' says a boy of nine, with 
'a little mouth.' "2 

Because this is a normal pattem in the development of children, 
the schools can easily organ.ize their methods at tbese levels on the 
assumption that almost all the children they will deal with will bave 
basically the same learning problem, distinguishing between them
selves and their feelings, other objects, and the situations they are 
involved in. That tb.e atmosphere of the primary school often seems 
like a rather genial psychiatric ward is not an accident; most forros 
of serious ment&l disturbance exhibit the same di'!ltortions and magical 
clements of the normal childish perceptions. 

The second stage of the education of youth is dominated by very 
different tasks. We éxpect-the schoól and the collegé to work on at 
least two major ones: prepare the child to accept the responsibility 
of adult roles he will háve to assume later, and orient him to the much 
larger world of time, space, and human relationships. Now that he 
sees the world about him with sorne accuracy, he must find out at 
least sketchily how it got that way, what levels of social and political 
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authority he must respect, which he can reject without fear of punish
ment, and which he must reject. 

The school during this stage becomes quite a different one· its 
major teaching goal ~s to help the student recognize and respond ~or
rec~y to a great vanety of events, objects, simple relationsbips, and 
soc1ally sbared values: the American Revolution, wbich began almost 
~00 years ago, was a great milestone in man's freedom; South America 
Is. a mass of land vaguely south of us and contains many simple
mmded peop1e who for some reason do not like Americans· Shake
speare. wr~te many widely admired plays at a time when peo~le went 
a.bout m tights; and the like. The school's atmospbere changes con
~Iderab1y to a p~edominantly paternal one-the tone of most elders 
m most ~ultures ~ducting the young into the mysteries of the society, 
perfo~g the Tites de passage,· at bigher levels, the master and the 
apprentice. 

The Adult's Leaming 

Adult education has only recently begun to seek a separate and 
speci:U identity for itself, and although there has been a strong cur
r~nt m the fie]d toward the building of totally separate educational 
~lDls and me~o?s, ~otably in community development, the practice 
I? the ~arger mstituti~ns ~~~g ~n adult education has been "adop
tion Witbout adaptation. HIStoncally, the education of adults has 
ten~ed to develop as a series of o.ffshoots from institutions or organi
zati~ns whose maj?r ~~tion continues to be some other activity; the 
public sch.ools, UDiversities, the army, and industry are obvious ex
amples. Llttle wonder that they sbould find it convenient and eco
nomical to transfer the methods already in use. 

But even the cursory examination of the normal patterns of school
~g in tbe preceding paragraphs suggests at least several very important 
differenccs between the youth and the adult wbicb ought to concem 
the programmer of adult education:s 

• HETEROGENEITY. The rather primitive Ieaming tasks which tbe 
child must tackle--and which are common to al1 children-find no 
substitute in the adult world. The normal adult's petceptions are 
~table, at Ieast relatively so, which is why most Iaboratory experiments 
m the psycho1ogy of Jeaming must use either anima)s or young chil
dren. The things the adult needs to leam or wants to Iearn are so 
V.:ildly vario~s ~at the traditiona] pattern of group instruction has 
ddliculty fittmg rtself to so di.fferent a task. Nor does adult hetera-
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geneity relate only to bis motivations or to what he will att~nd to in 
the learning experience. It arises as a problem very sharply mdeed as 
variations among individual members of a group in knowledge about 
and previous experience with almost any possible topic. 

STRUCTURE. For the child, in very significant measure, learning 
is the job of identifying new things, events, or relationships wbich he 
has never befare come across. He is like the inexperienced birdwatcher 
for whom every bird is a .. first." The adult is the experienced veteran, 
who approaches each sighting with a bighly complicated set of expec
tations and a great deal of experience against wbich to check what he 
sees; every field identification for him is structured by these past 
experiences. For the leaming adult as well as the veteran birdwatcher 
there is always a danger that bis previous experience may pi.~~~~~ 
well as enricb. The hope that one will some day see a prothonotary 
warbler may lead to a triumphant identification on the basis of very 
little evidence; so the adult leaming a new concept in the social 
sciences may change it to fit into bis own organized body of ideas 
about society. 

MATURITY. Someone else is always "in charge" of the youth. The 
adult, if he wants to, makes bis own decisions; bis mistakes are bis 
own, bis achievements bis own. The distinction is the one between 
guidance and counseling; we speak of guiding the young because they 
are not yet equipped to make wholly rational choices, but few of us 
are willing to take the terrifying responsibility of "guiding" a mature 
person. The appropriate counterpart is the process of ~el?ing the a?ult 
see more clearly what it is he does want and the reahstlc altematlves 
from which he ean choose. But the practica! consequences of this 
distinction are not easy to deal with. There is something grand about 
taking an extreme stand on the matter and saying with Carl Rogers, 
"It seems to me that anything that can be taught to another is relatively 
inconsequential and has little or no significant influence on behavior. 
... Truth that has been personally appropriated and assimilated can
not be directly communicated to anotber" or "It becomes teacbing and 
its results.are inC9~equential."4 Unfortunately this view is not very 
belpful to those who- beaf sorne institutional responsibility for com
munlcating important concepts and skills to others. In particular it 
does not help solve the practical pr9blem of the degree to which one 
ought to pennit adult · students to decide what it is thcy wish to learn 
and how they should go about lcarning it. Latcr chapters will t~ke a 
much more ftex.i.~le po_sition on this issue and süggest that the dcgree 
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6 TBAClUNO AND LBARNING IN ADULT EDUCATION 

to which matnrity must be taken into account is almost invariably 
determined by the overriding goals of the particular program. 

SOME SIGNIFICANT DIMENSIONS OF CHANGE 

Framework # 1: Subject Matter 

The adult educator works in so many different fields and at so 
many levels that it is difficult to designate the basic units for an 
orderly view of the leaming problems which need discussion. One 
common way of dividing up the field, for example, is to consider it 
as a series of roughly similar institutions: universities and colleges, 
public schools, associations, and so on. Such a division is ordinarily 
very useful for considering administrative problems, but there is so 
much overlapping in the actual operations which the institutions per
form that the methodologist must look for other categories. 

We face an even greater variation among the types of change which 
different adult education enterprises seek, to be sure; the bewildering 
diversity of subject matters and levels at which instructors or leaders 
deal with them is staggering. But the nature of the change desired is 
obviously our particular appropriate building block, and to ~eal sys
tematically with adult leaming experiences one must impose sorne 
kind of arder on the wildcat diversity which the field exhibits, whether 
or not that order introduces a degree of artificiality. 

Using Whiting's categories,6 adult behavior is based either on a 
technique, a belief, ora value. A technique is a known relationship: 
to start a car, tum this key; to bake a cake, take three eggs, a cup of 
fiour .... Beliefs are culturally shared notions of relationships, with 
no really well-tested basis necessary: spare the rod and spoil the child, 
for example. V alues are shared judgments of goodness and badness or 
preferences for one kind of behavior over another: one ought to have 
fun with one's children, criminals should be punished for their sins, 
and so on. 

A change from one state to another of any of these bases for 
behavior requires sorne conviction that present techniques, or beliefs, 
or values, are in some_way inadequate; the crucial educational point 
is that each of them requires different tests of adequacy. We subject 
tecllhiques to pragmatic testing. The easiest way to find out whether 
a recipe works is to try it and see, and few of us in the ordinary course 
of events ha ve any emotional commitment to any particular technique. 

o 
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Indeed men discard old techniques and acquire new ones so readily 
tbat in 'areas where such technical change involves values, such as the 
maintenance of a given number of jobs in the building trades, arti
ficial barrlers to change are erected. 

We test the adequacy of beliefs first by whether or not they fit 
well with our otber beliefs and second by whether they correspond to 
reality. That we are inclined to test beliefs with less rigor than v:e do 
techniques is a fact well-documented by the .mutually con~rad1ctory 
beliefs a11 of us live with, as well as the pers1stence, even m such a 
highly urban and well-educated culture as the United States, of folk-

lore and superstition. 
Finally values present the most difficult testing task, because they 

cannot, of 'course, be "false"; they can be accepted or rejected. We 
test our values either by examining their goodness of fit, as we do 
beliefs, or by following out their logical consequences, but .we cannot 
fail to be impressed by daily evidence that the ~ost homble cons~ 
quences will often fail to deter people from behaVIor rooted firmly m 
value systems. " ... while to my shame," says Hamlet, "1 see ~e 
imminent death of twenty thousand men that for a fantasy and tnck 
of fame go to their graves like beds . ., . . 

The sociologist prefers to work With patte~s of ~~uq~es: be
liefs, and values as they cluster in and connect wtth s~1al mstt~t10ns, 
but the adult educator may find it more useful to v1ew them m the 
context of the worlds which the adult directly experiences and out of 
which his needs for education emerge. The following set of b~o~d 
categories is intended to supply a su?ject-mat~er framework .Withm 
which one can identify relatively specific behav1or changes which set 

problems for education. 6 

PERSONAL ANO SOCIAL WORLD. Programs whicb fall in this class 
include those devoted to examining interpersonal relations in the fam
ily, the social problems of the local, nation~, ~~ intemational scene, 
and the moral and ethical problems of the mdiVldual. 

Example: A short course given at a local high school on child psychol
ogy, conducted by one of the counselors on the s~ of the school system, 
attended by a· group of mothers from the surrounding area and by a ~t-
tering of fathen. 1 f th St 

Example: A series of television P!ograms on ~e prob ems ~ e · 
Louis tnetropolitan area: ~ortatíon, ~es, c~e rate, etc., beamed 
particularly at small groups previously orgamzed to.dlSCUSS these ~roblems, 
meeting in living rooms around the city, and prov1ded wtth spec1al mate-
rials and an opportunity to ca1l in questions. 
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Example: A semester-length class 00 u S -s · t 1 . . 
ular attention to problems of the missile gap. .proesvteentedre abytions, ~~th partic
tensio d' · · . • a uDiverstty ex
scienc~. tVlSIOD on campus ID the evening, taugbt by a professor of political 

nin:~~~::::b~t 5~~;~ ~~=tip·n:.on;orlild. politics, organized by an eve· 
· ded . • . ID e vmg rooms of the participants 

Phi~Vlf thwtt~ spec!al discussion materials'but using nonprofessionalleader: 
S p OC e diSCUSSIODS. 

n:sp.ite ~e .diversity of programs in this field and the vast differ-
ences ~~ mstitutiOnal orientations, they exhibit sorne comm 1 
of considerable interest. on e ements 

l. Pro~r~s. are based on confused or uncertain bodies of knowl
edge, on d1sctplmes which ar_e for the most part in early sta es of 
deve~op~ent. _Ps.Yc?ology, soc10logy, and political science have :rown 
as sctentific dis~rplmes only in the past century and are characterized 
by t?e early scrence's contradictory evidence premature theo · · 
amb1guous findin d 1 · ' nzmg, . . gs, an re atJvely uncertain conclusions. Yet it is an 
area m which people want most desperately to bave unequivocal an
swers to the problems which perplex them. 
d 2. The area tends _to include issues about which people feel very 

eeply and toward whicb they have attitudes firmly linked t . ifi cant 1 · o s1gn -
:ar y e~penences: feelings of patriotism or of political e "cism; 

negative altitudes toward those of another color or accent; ::,ther
~oo~, real estate taxes,_parental authority, living next door toa Negro 
am y, lo ve, censorshrp-our attitudes toward a1l of these are im
port~t P:u-ts of us and our self-image. It has become clear in recent 
mvestrg.ations, for example, that attitudes on sucb matters are to some 
degree ~.?enced by wbether one's father was employed in an "entre
preneunal occupation or a "bureaucratic" one: on tbe one band 
mdepe~dent small farmers, businessmen, doctors and Iawyers, or othe; 
professw_nals on their own; on the other band, civil servants salaried 
workers m large · b' b · ' . . com~ames, tg- usmess executives, or school janitors 
w:ose wtth JObs whicb are part of a large complex of relationsbips 

~ther we catch the actual attitudes or merely take over a predis~ 
posmg pe.rsonal and social orientation does not matter for our pur
poscs. It 1S a very uncomfortable area of change for adults 

. 3. The discomfort relates not only to the early anchoring of these 
atutud~s, b~~ to the probability that people are often in conflict about 
the destrability of cbanging their bebavior in this area. A mother ma 
fcel uneasy ~bout ~er present relationship with ber children, for e/. 
ample, a feelmg whrch may motívate her to attend a series of lectures 
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on child-raising. But her present behavior satisfies sorne need of ber 
own and consequently represents a resistance which an increase of 
information ln itself is unlikely to change. Tbis area, pre-eminently, 
is one of superficial change on the verbal level, often detached from 
any real cbange on any other bebaviorallevel. 

Programs in the personal and social area, wbatever their subject-
matter specialization, usually concentrate on attempts to cbange 
people's values or to improve their techniques of social interaction. 
The adult does not need to know about bis culture so much as he 
needs, on occasion, to puzzle out its contradictions, to find out why his 
habitual altitudes no longer work, or to leam why other people's 
reactions to him are not as be might wish them to be. 

A case in point is the recent change in the beliefs about cbild-
rearing. Wolfenstein's amusing and instructive study of the advice 
given to parents in the bulletins of the Bureau of Child StudyT from 
the First World War to the present makes dramatically clear the suc
cessive waves of very diflerent feelings about maternal behavior. It is 
not merely that in the early period the mother was expected to treat 
the cbild with mucb more systematic care than in the later period; 
sbe was also instructed to develop a different relationsbip with him. 
The bulletins in the early period told the mother to refrain from too 
much contact, to set up rigid scbedules for feeding, and to restrain 
any of the child's exploratory activity; they told her in the later period 
to enjoy fondling and playing with the baby, to feed bim on demand, 
and to remain unworried about bis playing with bis own body. But 
a1l of the prescriptions for individual acts of child-rearing add up to 
a good deal more. They demand of the mother a difierent style for 
playing ber role; they emphasize the satisfaction of significantly dif
ferent needs. In the one case the mother is to view the child as a 
bundle of strong impulses, sorne of them evil ones, whicb must be 
tamed and kept under control; in the other the child is a mild, barm
less, playful creature whom the mother should enjoy and play with. 

Juvenile delinquency is another public concem which is often a 
subject of adult education programs and which similarly includes 
both of these levels of change, though in a broader context. In con
sidering it as a community and to some extent a national problem, 
one needs, to be sure, to confront questions which are either factual 
in character or which make almost purely logical demands of the 
students. How much juvenile crime is thcre, for examplc, and should 
one make a distinction between actually criminal behr.1vior and delin-
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quent behavior? I~ ?elinquen~y prima~y behavior of lower-class boys, 
~r do the ambiguities of P?lJce reporung of crime conceal a propor
tionately equal share by m1ddle-class boys? Such questions, although 
they rnay be usefully considered by the <citizen, are problerns for the 
social scientist. 

. The public's ~roblern .is centered in the feelings of people toward 
delinquents, feelings wh1ch are inappropriately shifted from the 
authority situation of the family to the society at large. To a person 
~ho grows up in a patriarchal family, anger, followed by punishment, 
IS the proper response to a misbehaving child; but the community is 
not rnerely ~ prirnary f~y unit grown large, with the pollee acting 
as a co~ectJve paterfamilias, and-the application of righteous anger 
and pumshment does not control the boys or solve the situation. 
~ ge~eral, then, the education of adults in the personal and social 

area mev1tably emphasizes the examination of beliefs and the adjust
rnent of values which are often Iagging behind a changed reality. 
There are few techniques in the world of social relations, and those 
that exi~t demand a special, complicated educational program to 
commurucate adequately. The rnethods of group dynamics, which do 
deal directly with techniques, sorne of thern verging on the borderline 
o~ group .therapy, will be described ~a later section, but they demand 
~1ghly skilled P.ersonnel and :n-e unlikely to tak:e a substantial position 
m adult education for sorne time. The rnajor emphasis in the personal 
and social area as a whole will probably rernain on the need to 
change belief systerns of adults to enable thern to rnake social responses 
relevant to changed relationships. 

THE WORLD OP WORK. This area without question dominates the 
activities of the field, as it dominates and overbalances the institutional 
~an~e of the society at large. The spectrurn of the courses, curricula, 
mstJ.tut~s, conferences, and workshops offered to help people leam 
new skills, brush up old ones, or keep pace with a technology which is 
changing with fantastic speed, is as broad as the range of work itself. 

Example: A high school in a small industrial city otfers a group of a 
h~dred or so courses primarily for young adults, those who have finished 
high school but have decided not to go on to l?Jgher education. 

Example: A private university with a city campus offers certificate pro
~am~ in b~in~s as well ?S fuii B.A. and B.S. degrees in business admin
~tratio?, g¡ven m the everung. It might otfer a partial or complete degree in 
JOumalism or law, too. 

. E_xample: An. industri~ company of considerable size runs a large 
trammg program m one of Its maJor plants and otfers instruction in indus-
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trial skiUs to upgrade workers, i?l!'oduce. ~ew te,chniques; and impro~e 
supervisory performance. The tralmng dlVJSIOD m1ght also offer a spec&al 
program in human relations ~r communications for e~ecut~ve personnel. 

Example: The extension d1vision of a large state uruvers1ty, as part of 
its general program, operates a large hotel with special conference rooms. 
Groups from all parts of the state come to the campus to spend from two 
days to several weeks to work on special problems of the~ profess.io.n. or 
trade, to catch up with new developments, or to plan Assoc1ati~n actlVlües. 
The resident faculty is called upon both for program plannmg and for 
teaching. . h 'al 

Example: A university offers a ten-w~ek s~~er program m t e soc1 
sciences for a small group of labor offic1als; s1milar shorter programs are 
offered in many parts of the country for executives '?f business and industry. 

Example: A university extension division orgamzes a tru;ee-day confer
ence of scientists engaged in work on missiles in order to bnng them up to 
date on the meaning of new technical developments. 

In an era which features a demand for increasingly technical skills 
for an automated economy, accompanied by what appears to ~e. a per
rnanent pool of unemployed, many of thern. functionally ilhterate, 
adult education faces a challenge of great rnagmtude. But the challenge 
is to develop ways of identifying needs, measuring workers' potentials, 
counseling, and finding instructional resources, rather than to find new 
techniques of training. The early pilot studies in this field support the 
view, for instance, that rnany blue-collar workers are cap~ble of ac
quiring white-collar skills if we employ reasonable screenmg proce-
dures. . 

Despite the extraordinary range of cou~es and progr.~~ which 
one can consider to be vocational in intentJ.on, these activJties pose 
few serious problems for adult education. One ~eed only contrast 
their general characteristics with those of the preceding area to see why 
this is so. 

1. Above all, the adult student brings to vocational education a 
consistently high level of motivation. ~is ~u~ose is generally c~ear 
and the rewards for effort are usually fwrly VISible. Ofteu a promotJ.on, 
a new job, or a raise in salary is directly linked ~o bis com~letion ~f a 
particular course. Even when the connection 1S not so unmediate, 
however, the goal rnay be so powerful in promi~ed social s~tus or 
economic reward that the rnotivation to reach 1t . e~ sust~ long 
years of persistent effort. We see this often astorushing pers1stence 
mostly in the college degree programs, but it e~ts in oth~r field~ as 
well. As the once free-wheeling econorny tums mto vast hterarchJcal 
organizations, shutting off previous opportunities for the ambitious 
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and energetic, education remains as one of the few means for upward 
socio-economic mobility. 

2. Most education in this area also appeals to wbat is apparently 
a widespread characteristic of Americans-an overwhelming absorp
tion in the practica!, the useful, and a corresponding suspicion of the 
abstract or theoretical. lt makes sense to spend time and effort learn
ing something that will put a little extra on the paycheck or help one 
advance generally, but businessmen and trade union officials alike 
seem suspicious of programs in the social sciences, for example, which 
are often planned for them. "Wbat is this stu.ff supposed to do for us 
when we get back in the office?" they protest. Of course, the dislike 
of the abstract stops at their technical specializations; chemist, engi
neers, doctors, and other highly trained professionals gather happily 
at adult education centers to discuss the latest esoterica of their fields 
at levels of abstraction that would make a social scientist airsick. 

3. The fields which make up the vocational programs are, for 
the most part, well-organized bodies of principies and relevant appli
cation. Teachers are usually experts in the particular field, and in 
adult education particularly, they are often experts with a great amount 
of practica! experience behind them. Wbatever their actual teaching 
experience or teaching skill, they usually have a relatively precise 
image of the objectives of their programs and of how to go about 
getting evidence of the students' achievement of those objectives. This 
concem does not even emerge as a problem at all at the level of 
machine skills; the test of whether a student can run a lathe satis
factorily is simply whether he can demonstrate that he can. Students 
and teachers alike have considerably less clarity at, say, the upper 
reaches of business administration, but even here there is considerably 
Iess ambiguity than in the personal and social area. 

The vocational area is predominantly one of the transmission of 
techniques. For the most part the belief systems of students are 
subject to sorne kind of empirical check, sometimes disastrously, as 
in the case of sorne small businessmen whose test of their beliefs about 
consumer preferences ends in the bankruptcy courts. As for values, 
many teachers in this area appear to prefer to leave them alone and 
avoid even the discussion of these values involved in the social roles 
of the particular vocation or profession. 

THB WORLD OF FORM. Adult programs in this area include all of 
those we might loosely categorize as the humanities, the study, or the 
creation, of works in which the formal elements are primary. This 
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area may well constitute the second largest of the general program 
categories in adult education, though it is difficult to find bard and 
fast evidence for such a belief. It certainly involves some of the most 
imaginative programming in adult education. 

Example: A large suburban high school presents a wide variety of 
courses in the plastic arts-painting, sculpture, print-making-all of tbem 
focused on learning to create rather than on appreciation. Classes are kept 
small, and so are fees. 

Example: An extension division of a large city university presents a 
two-year program of study of the performing arts: t~eater, opera, and !=~n
cert hall. Emphasis is on formal analysis of the arts my~tved and on rrusmg 
the level of sophisticatioo of tbe judgmeots of tbe particJpants. . 

Example: A university college otlers a weekend program, m a moun
tain lodge setting, consisting of the analysis of one Beethoven quartet. 

Example: A midwestern smallliberal arts college bolds each summer a 
writers' workshop on its campus, at wbicb aspiring writers gather to work 
and to submit wbat they produce to critica} analysis; . . 

Example: A large university holds each year, 1n cooperatton w1th the 
city in whicb it has its campus, an arts festival whicb includes the presenta
tion of concerts and plays, as well as public discussions of issues in the arts. 

The examples selected give a hopeful rather than a quantitatively 
accurate impression of the arts in adult educati~n. Th~ applied a~, 
such as interior decoration ( and cake decoratton), JCWelry des1gn 
and construction with major emphasis, apparently, on how to apply 
enamel to copper, and pottery, dominate the field in number of courses 
and volume of students. Sorne aestheticians reject the inclusion of 
these educational efforts in the arts proper,8 but all questions of snob
bery aside, it is difficult to know how to categorize them otherwi.se. 
Whether or not courses in crafts are trivial compared to those deahng 
with great painting, the former do deal with the aesthet~c impulse on 
sorne level, with the desire that things should be beautJful. It would 
be difficult to deny the cultural value of the years of work by Cooper
ative Extension in helping rural women beautüy their drab farm ~omes. 
Tuis would be, to be sure, a social value rather than an aesthehc one, 
ü the only product of the effort were brighter s~p .co~ers ~roughout 
the land, but not if it a1so raised the level of sophistJcatJon wtth regard 
to color and pattern of the women involved ~ the effort. . 

On another issue, the ideas about education of adults m the arts 
are sharply divided, as indeed arts education is in many. other areas: 
should we empbasize creativity and teach people to do m the arts as 
the best way of teaching thcm to appreciate, or should we help them 
understand by verbally cxploring and analyzing the art product? Of 

""""mnft~----------------_:___-----



o o o 



a TEACJDNG AND 
LEARNING IN ADULT EDUCATION 

c~urse, there is no way of decidin wJíich is . . 
fatrly elaborate study in which th: ?~ore e~ectíve Without a 
the aptitude of the students and th ~angthy vana~Ies mvolved, such as 
could be held constant for the e s:~f of ~e devoted to study' 
of such experimentation it is !~ . companson. In the absence 
hJPothesis, however is that ~~p~~s ~:e to speculate; one possible 
for painting, for ex~ple mi t 1 WI sorne already existing fiair 

at the act of painting its~lf, et = ~great deai by ~pending time 
more than do children at their fin o . er students mtght leam no 
the issue is Iargeiy a theoreticai di!~ P~ts. As matters now stand, 
stress creative activities do so 'tbp te, most aduit programs which 
th WI no more compr ted · an to provide people with an . tea a mohve 
relaxation. opportunity for self-expression or 

Turning to characteristics which ro . 
have in common, one notes the follo!m[.ams m the arts for adults 

h 
1. It is above ali a woman's world. Traditionally Am . 

ave regarded the arts 'th . . encan men 
interest. Tbou h this :'· some suspzcmn as~ display of unmasculine 
it has by no m~an d. ttitude no longer persiSts so widely as it did 
the mobility-servinsg tsappear~. We find ~ preponderance of men id 
is tru . . programs m the vocational area, and the reverse 

the b:li: :;s~=~io:!~~~ :~~t !:f:: :e ~ec:~:e~~ maintain 
men the stem, super-masculine denizens of the out-of-doo;arers and 

2. The concepts and the objects of study . th . 
ali close to the famili . m e area are Ieast of 

of Iogic and order so ~s~: :~::'::1~!:~~ 8DO~ follow. the rules 

~~~~a~~~;!~:~r:t~e~ ~o;!c~ ~elatiodns; the:;:%~~~r~~ :: 
hild d ogtc, an more than one student of 

e . evelopment has pointed out the similarity of the child' 
ceptton of the world to that of the twentieth-cen . ' s con-
adult ~s emoti~nally committed to a stable pe~o~ts ;e B:.dthe 
great eal of bis security is associated with that stability· if t1lfu a 
~ot re~y what they seem, then where will it ali end att' er all?gSs uarech 
msecunty pose di.ffi 1 ' 
d d s very cu t problems to overcome in an area which 

eman s of the leamer some willingness to relinnuish bis 
familiar in lan . th . -:--t sense of the 
deal of ener g.uage or .~ e VISUal world in favor of spending a great 

d 
gy m percetvmg the shape of complex relationships which 

move un er the surface of the art object 

som~· m~~i::e.~!::r:e~ 1rovide a few practica! problems of 
o opo tan centers have museums and art 
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galleries, an orchestra, perhaps a few chamber groups, severa! theaters, 
and at least one semi-professional theatrical company, but outside of 
these metropolises programs may have trouble with providing objects 
of study. The written word is everywhere available and technical ad
vances in fidelity help make up for the sparseness of live orchestras; 
but many art educators find reproductions a bad substitute for actual 
paintings or sculptures. The performing arts, of course, require a real 
stage and a group of people with considerably more training than most 
communities are able to afford. 

Arts education in general, and particularly for adults, deals fairly 
evenly with ali three bases of behavior-techniques, beliefs, and 
values--but in very different kinds of programs. Where programs 
concentrate on the development of creative skills, they work mainly 
with techniques; where they attempt to raise the level of appreciation 
or analytical skills, their objectives are almost exclusively changes in 
beliefs or values, and for the most part, the latter of those two. 

THE PHYSICAL WORLD. The physical sciences occupy an uneasy 
position in adult education, perhaps because of ali the areas of devel
oping knowledge and experience, they are most remote from adult 
role performance. Two major exclusions from the following examples 
of this area must be justified. One is a very large amount of program
ming that goes on in the upper reaches of mathematics, physics, and 
chemistry, programming whose purpose is purely vocational. Doctors, 
engineers, and working chemists attend such courses not out of an 
interest in the science but because they must keep up with their fields; 
these courses, consequently, belong in the vocational area and are 
noted there. The second omission is those programs arising out of 
a need to inform the public of, or to help people think about, the 
social consequences of scientific advance. Automation in industry 
arises from technical changes which now encourage the building of 
certain kinds of machines, but the only reason this constitutes a 
problem is that our social machinery is not adequate to adjust to the 
change without afiecting adversely a good many people. Extraordinary 
advances in theoretical physics and mathematics permit us t() build 
machines which have the capacity to blow up the planet; whether we 
are foolish enough to use them constitutes a problem of social and 
psychological dimensions. In the last instant of atomic annihilation, 
the person who understands the structure of the atom perishes along 
with the one without any knowledge at all 
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Without these two major groups, adult programs in science are 
rather sparse. They include such programs as: 

Example: General education courses in science, patterned on those de
veloped for undergraduate curricula, are offered for adult students working 
on college degrees in evening coUeges. 

Example: Chicago's Basic Program includes a series of texts, examples 
of very high-level scientific reasoning, which students read and analyze in 
order to grasp the logical structure. 

Example: A high school adult program includes as parts of its general 
short-course offerings severallecture courses on the new advances of scien· 
tific discovery. 

Common elements among such programs as these are not difficult 
to see, and a look at them reveals many of the difficulties with present 
programming in science: 

l. In no other field is the distance between the expert and the 
curious or interested I~yman so astronomical. The social scientist, 
however infatuated with new terminology, talks about phenomena 
which are thoroughly familiar to any lay person in the same culture. 
However exasperated the art specialist may be with the layman's 
preference for the homey simplicity of Norman Rockwell, he still 
deals with the same kind of object-paint arranged on a sudace. But 
as soon as the scientist penetrates to matters which interest him at all, 
he leaves bebind the person who is without rigorous training in mathe
matics. 

The common solution to this difficulty involves the scientist's find
ing a way of explaining complex mathematical relationships in rela
tively simple verbal formulations. The science survey course usually 
results from such attempts, and it is hard to find anyone who is very 
satisfied with this answer. The scientific knowledge one gains from 
such programs can easily be equaled by an interested reader of such 
first-rate popular treatments of science as Scienti/ic American, the 
science articles in Lije, or some special television programs. There is 
little reason to wonder, consequently, why there is so Iittle formal 
programming of this kind in adult education. 

2. Other programs have tried to stress the learning of scientific 
methodologies as the most significant objective for learning in science, 
particularly for the Iayman. One immediately bumps into the same 
barrier as before. The methods of modem physics or, for that matter, 
modero biology are so complex and specialized that the layman is 
lost almost immediately. But if one means by scientific method th" 
approach to tbe finding of explanations for pbenomena or relation-

o 
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ships, an approach which is empirical, which works tirelessly to elim
inate biases in both the material and an investigator, wbicb is, when 
it can be, experimental, and which insists on impeccable Iogic in 
making inferences from the results of investigation, then the data of 
the pbysical sciences are not absolutely necessary.0 One could use the 
more familiar material of the social sciences or the earlier and sim-
pler discoveries of any of the physical sciences. . . 

In adult education, consequently, programs m the pure sc1ences 
are relatively scarce, even after the Sputnik-aroused surge of public 
interest at the end of the decade of the 50's. Perbaps as a generation 
schooled in the new mathematics and provided with new and stimu
lated pbysics texts reaches maturity, they will try to keep up with new 
developments through adult education channels. Tbe cbances are 
that any such demand will be met by TV rather than by any of the 
small group methods. 

To generalize, this area invol~es no proble~ of v~ues at all, but 
predominantly deals with techniques and w1th beliefs about the 
physical world and man as a pbysical being. 

SOME GENERAL DIFFERENCES. Jt is clear that eacb of the four areas 
emphasizes a different pattem of subject mat~er, ~bic~ considera~Iy 
infiuences the desirable features of the leammg SltuatiOn. Leammg 
recipes is a different matter entirely from shifting the ~rientation ~f 
our value system or testing the consistency of our belie~s. Tbere JS 

another dimension along whicb these areas vary, and that 1s the extent 
to whicb t11ey need to be modified to meet adult needs. They bave 
been discussed here in the order of decreasing need for modification; 
the approacb to a student in the area of science, for example, depends 
Iess on bis age than on bis scientific sopbistication, and man~ paren~s 
of this generation are baffled by scientific acbievements wb1ch the1r 
twelve- or thirteen-year-old sons understand immediately. At the oth~r 
end of the scale, the social idealism of sorne undergraduates rests m 
some measure at least on their lack of experience with the extraor
dinary complexity of modem sociallife; it is easy to tal~ about s~eep
ing social change if one has not even had the exasperatmg expenence 
of trying to change the coffee-break habits of a typist pool. 

At the science end of the scale, methods appropriate for children 
need little modification for adults; there is no reason, for example, 
wby the new pbysics and biology textbooks for ~e higb schools might 
not be used with groups of adults wbo would, :"'Jtho~t doubt, ~et the 
same pleasure from doing the ingeniously contnved httle expenments. 
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But as we move toward the personal and social problem part of the 
scale it becomes increasingly necessary to take fresh approaches to 
method and to relate materials and activities to the special purposes 
and experiences of the adult and to the requirements of the special 
characteristics of the content area. To summarize this discussion in a 
general principie: decide how much modification of methods is neces
sary by considering the content area in which the program falls; then, 
determine the general direction of program planning by deciding which 
of the three elements (technique, beliefs, or values) of the culture 
complex we want primarily to deal with. 

Framework #2: Behavior 

Many definitions of leaming exist, developed for a variety of pur
poses: sorne to guide research, others to complement educational 
theories. Those interested in the practical problems of increasing the 
effectiveness of learning experiences for adults can probably most use
fully view leaming as some form of change in the behavior of those 
participating in the program, primarily cognitive behavior, that is, be
havior that has to do with knowing or recognizing, attributing mean
ing, and other intellectual operations. The elements of framework 
discussed in the preceding section represent a background, a broad 
field of operations; the more imrnediate question now arises of what 
we wish people to do with the subject matters relevant to the field, 
what behaviors we wish to change. 

The question suggests a number of relatively specific problems 
which the chapters immediately following this one will discuss. A 
more general answer at this point requires a broad look at what the 
adult educators do along two major axes: the type of change they 
try immediately to achieve in student behavior and the long-range 
educational purpose that líes behind the effort toward change. 

"KNOWING" AND "ooiNG". Any observer of the broad scene of 
adult education soon notices that programs differ significantly in 
whether they conceive of the student or audience as an active organism 
which must be trained in sorne desired behavior (whether it is ana
lyzing a poem or running a lathe) oras an empty cup which the in
structor must fill with knowledge. We have chiseled "knowledge is 
power" into the stone of most of our librarles and schools, and our 
firm commitment as a culture to the idea undoubtedly accounts fo: 
the dominance of the "empty cup" theory of method. 

In a sense, "knowing" is a behavior, too. To demonstrate that 
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we know something we must go through sorne act of recognizing it or 
calling it back into memory. And if every~ing we know w~re made 
relevant use of in our behavior, knowledge 111 general would mdeed be 
power. A laboratory rat which has been given the opportunity to run 
around in a maze days previous to the actual test willleam the maze 
quicker than bis fellow who had not been given the opportunity to 
"know" the general environment of the ~aze. But humans ar~ con
siderably more complicated and unpred1ctable .. We un~ns~10usly 
rumrnage among the knowledge available to us 111 any s1~auon to 
find those bits that fit in with our desires or our preconcept1ons and 
to reject the ones that contradict them. The knowledge we h~ve. often 
has little effective relation to our behavior; we know that a s1gmficant 
percentage of áutomobile accidents are rear-end collisions, but we 
continue to tailgate the drivers in front of us. . . . 

In the face of a truly extraordinary mass of empmcal ev1dence 
that the passive reception of statements of facts, opinions, or argu
ment by itself has a very low effi.ciency if one desires change or gro~ 
in the recipient, by far the most common method of adult ed~ca~on 
is the .tssigned reading and unadomed lecture.1° From the begm~mgs 
of the early lecture series in the nineteenth century to recen~ nauO?al 
televising of popular charmers such as Baxter and Bemstem, ~ellmg 
people about things has been the ea~iest ~ay to ~romote public ~n
lightenment, particularly after the 111vention of 111struments ~hich 
carry the human voice to a mass au~ience. Al~ough the l~ture 1s far 
from being a useless tool for teaching, there IS no question that we 
overuse it, that we use it inappropriately, and that, seduced by the e~se 
of arranging to have an expert talk to people, we often ~eglect to think 
through the particular problem of method for our ~articular ?urpose. 

The opposed conception of the student as a ~ve organtsm who 
_must be changed in sorne way by the process of l~ammg. an.d wh~ needs 
an opportunity to practice new intellectual skills or 111s1gh~ IS also 
firmly present in adult education. One finds the conception most 
prominently in the vocational area and the arts; few tea~h~rs ~f 
accounting would collSider that they had . succeeded at '?e?" JOb ~ 
they ended a course in elementary accounting. after acqu~ting thetr 
students with the principies of the field but wtthout reqwnng all the 
students to perform the necessary operations many times and submit 
their exercises to critical evaluation. 

The problem is not that administrators and teach~rs of ad~lt pro
grams fail to recognize these elementary and obv1ous tru1sms of 
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learning, but that they see the necessity of applying them only in 
certain areas. The special conditions of the adult as student are inftu
ential, too. Active leaming processes take time, more time than many 
adults are willing to give, and they make demands on the energy and 
concentration of the student which many busy adults find impossible 
to meet, except under conditions of very high motivation. These con
ditions occur mainly in the vocational area, and it is in that area, 
consequently, that one finds most appreciation of active methods in 
adult education. 

LONG-RANGE OBJECTIVES. A second major determinant of method 
develops from the educator's conception of the purpose of the pro
gram.U A considerable part of the formal programs of adult education, 
particularly at the university level, seem merely remedia!; that is, they 
adopt the educational purposes and methods of sorne other sectm 
of education so that sorne adults may make up what they missed. 
Such programs face mainly administrative, rather than educational, 
problems, as they apply already formulated curricula and bodies of 
method to different times of day and to students with lower energy 
levels, using faculty whose basic loyalties lie with other divisions of 
the enterprise. But a majority of adult educators build their programs 
to fit sorne perception of the needs of an adult clientele which they 
have chosen, or have been hired, to serve. We can generally see in 
these programs two different kinds of purposes, whether or not they 
have ever been explicitly formulated. 

The first of these purposes is to help the adult adjust to sorne facet 
of change in the society which affects bis performance in a social role. 
The concept of role is particularly useful in this context because it 
specifies a pattem of behaviors and attitudes attached to a particular 
status in the society, shaped by the ex:pectations of other people. For 
example, over the past generation the role of the supervisor in industry 
has radically changed; the people who matter once expected their 
supervisors to be tough, decisive men committed to carrying out their 
specific part of the enterprise at whatever cost. They now expect them 
to be understanding, considerate of the human relations problems 
involved in the groups they supervise, and committed to the organiza
tion rather than to the task itself. These changes in expectations create 
a considerable amount of tension in the systcm at largc, as thosc play
ing supervisory roles begin to feel the pressure to change behavior 
pattems which they have grown up conceiving as right and proper 
ways of carrying out that particular role. It is at this point that adult 
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education of sorne form becomes necessary to train people in !he new 
behaviors demanded of them. 

Thus do the relatively sudden changes in technology, beliefs, and 
values in the culture create demands for change in those who are be
yond their formal schooling and consequently for novel educational 
formats for adults. From this viewpoint, adult education is a kind of 
vast, unorganized, flexible trade school for social role improvement 
and adjustment, as the accelerating tempo of social change in an over
whelmingly industrial and urban society demands quicker adjustments 
from its members. Historically, we can perceive this process occurring 
many times as adult education grew erratically in response to changes 
in role pattems. The rapid shift from a rural to an industrial society 
and the rate of technological innovation after the Civil War demanded 
a dazzling variety of new work skills, particularly of the white-collar 
kinds; a host of educational mechanisms sprang up to meet them. 
Simil:u-Iy, following the peak period of immigration into the United 
States, adult education assumed the task of preparing the new Amer
icans for their novel citizen role, mainly through the night-school set
tings immortalized in the incomparable figure of Hyman Kaplan. In 
recent decades, under the impact of changing roles in marriage, adult 
programs have paid increasing attention to marital adjustment and 
cbild-rearing problems. Sharply increasing amounts of leisure available 
in the society find their reflection in growing numbers of programs in 
both fine arts and crafts, as the role of "consumer of leisure" begins 
to take on definition. 

Of the many social roles which adults in our society must play, 
Havighurst and Orr have discussed ten to which adult education must 
pay particular attention: 

Parent 
Spouse 
Child of Aging Parent 
Home Maker 
Worker 

User of Leisure 
Church Member 
Club or Association Member 
Citizen 
Friend 

Tbey have gathered and evaluated data relating to the extent to whicb 
middle-aged urban Americans see the need for change in themselves 
in relation to these roles, and suggest for adult educators to use in 
selecting program cmphascs an approach which has significant implica
tions [or thc sclcction of matcrials and mcthods. 

To illustrate, they define spccifications for both an_adequatc andan 
inadequate fulfillment of the p'arental role during the middle years of 
life as follows: 
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Setting Adolescent Children Free and Helping Them 
to Become Happy and Responsible A.dults 

Nature of the Task 

~!UJdren are reaching adulthood and establishing tbeir owo bornes, 
famil.1es, and careen. Parents can belp in this proc:ess or hinder it. The 
task 1s bard for sorne parents, particularly wornen, because they have in
vested so much of themselves in the parent-child relationship, and have 
gotten ~o. rnany satisfactions out of having children dependent on them. 
The artistlc performance of this task includes giving the children a Iift even 
though they do not realize it; enhancing their self-confidence by being con
fident of their success; supporting their e1forts to prepare for and assume 
tbeir positions as adults. 

The major qualitative factor in a bigh level performance as a parent is 
that of growing toward a less dominant position in relations with one's 
children while maintaining a relationship which continues in an affectional 
way to be close but not binding. 
High 

Gets along with children on terms of growing equality. Has aided or 
permitted cbildren to make independent choices of: place to Iive, job to 
take, perso.n to be~ome engaged to or many, clothes to wear, college to 
enter, spec1al field m college. Has become less dominant,in relations with 
children during past 10 years. Spends Iess time witb children than 10 years 
ago. If he supports children financially, does so unobtrusively and in a 
matter of fact way, without using this as a means of subordinating the child. 

He does not interpret children's independent activities and choices as 
indicating a loss of intimacy. Rather, he gives evidence of bis own confi
dence in the fact that there are ways in wbich he can depend on bis chil
dren to meet hi~ needs-to Jet bim know wbat is happening to tbem and 
that they are actively interested in what is going on in bis lite. 
Medium 

. Has definitely encouraged or permitted cbildren to become independent 
m one or more areas, such as choice of friends, job, vocational choice, 
place to Iive; but retains a strong, almost compulsive interest in these mat
ters and seeks, often by subtle means, to influence children. Feels that bis 
j~dgment is better than tbat of cbildren on important topics. Occasionally 
g¡ves unasked advice, based on bis wisdom or superior power. 
Low 

A. Dominates children, seeks to make decisions for them. Tries to keep 
them at home. Prevents them from having independence-building experi
ences-:-suc~ as buyi_ng own clothes, ~hoosing school or college courses, 
choosmg fnends, takmg separate vacat1ons from that of family. 

B_. Inditferent to or ~jects cbildren. Sees lit.tle or J10thing of them. Does 
not g¡ve tbem emotional support. Takes no re8ponsibility for tbem.tll 
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The specification of high-level competence in the role obviously 
suggests the objectives for an adult program. This general approach to 
the purposes of the adult educ:ator, as a diagnostic middle-man operat
ing between new social role demands and the resources which may 
help people adapt to them, has the great virtues of directness, relative 
simplicity, and obvious appropriateness. The voluntary character of 
most adult education, the difficulty of persuading adults to commit 
blocks of time over a long period, the enormous individual variations 
in experience and intelligence among any adult group-all argue for 
the usefulness of this model, which permits us to be highly specific, 
short-run, and focused on areas of highest immediate motivation. 

The success of this model, however, has Ied adult educators to 
pay less attention than it deserves to an alternative possibility which 
shifts the emphasis of prograri:t development from the social situation, 
demand, or problem to growth in the general abilities of the individual. 
Adult educators, to be sure, take pride in tbeir careful attention to tbe 
individual student through their response to expressed needs and by 
their admirable sensitivity to individual difficulties with the leaming 
situation. But the social-role argument suggests that in a very impor
tant sense we are interested in chemists and accountants, fathers and 
mothers, citizens and consumers of leisure, rather than individuals. 

Even as a minor strain in the total effort of adult education, there 
have been a number of interesting efforts to build programs directed 
at improving the general abilities of individuals. Because the programs 
have, in a sense, cut across the grain of·adult education and the cir
cumstances which shape its normal pattems, they have had great 
difficulty in surviving; they are significant enough as a potential in the 
field, however, to merit attention in a discussion of methods, where 
they represent a real challenge to ingenuity. . 

Most efforts so far expended in this attempt to develop bas1c cog
nitive abilities have concentrated on training people in formal rational 
processes. The best-known exam.ple, perhaps, is the Great Books pro
gram, which organizes groups of adults for the relatively informal 
di$cussion of the enduring, recurrent ideas in the intellectual history 
of the West, sampled from the majestic literature ()f that history. This 
is far from "training" in any formal sense; the Foundation does not 
prescribe any rigorous approach to the ideas_ unde~ discussion, taki~g 
instead the Athenian model of free men enlighterung one another m 
the course of serious talk. 

· . All such programs are deeply iiíftue4ce'd by academi~ philosophy 
and particularly by the discipline of formal Iogic, but tt would be 
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surprisin~ if the p~agmatic American temper had not produced experi
ments WI~ more informal approaches to thinking, and there has in
d~ed be~n m adult education a lively history of attempts to deal d' ti 
Wtth b~stc probi~m-solving abilities. Few of these have develope~re~t~ 
extenstve or lasting formal programs· the tendency has b t 
'd tr · · · ' een o con-

~~ er .ammg ID probiem-solving as one aspect of helping people solve 
tmmedtate, spe~ific problems with which they are confronted. A ri
cultural Extens10n occasionally claims improvement in al g b
lem-solving ability as an educational byproduct of help~gn~ p~ 
farmers improve agricultura! methods· commuru·ty de 1 encan 
'ali . . • ve opment spe-

Cl sts make similar assertions. Indeed, the one assum tion in the 
field held most widely with great firmness in the face of Palm 

· t ·d · ost non-
eXIs ent ev~ ence ts that helping people to find solutions for 8 specific 
problem ~ some~ow teach them to solve any problem better. Later 
chapters will examme such beliefs critically. 

Behavior Models 

A~ adult educators plan their programs, they select methods and 
matenals on the basis of a series of preconceptions and u oses re
lated to the formal set of categories described above. Prog!am ~lanners 
may be more or less aware of such formal conceptions or th 
perceive them in quite different terms but this particui fr ey mayk 
wo k full . • ar amewor 

r s very use Y m suggesting some ideal models toward which 
programs ID the field appear to be moving. 

If ~e two major continua are shown in relation to each other the 
followmg scheme emerges: ' 

ACTIVE (DOING) 

I n 

ADJUSTMENT -----f-----4 INDIVIDUAL GROWTH 

m 

PASSIVE (KNOWING) 
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To locate any specific program along each of the axes results in plac
ing it in one of the cells, which may ideally be characterized by the 
dimensions which produce them, and which make different demands 
on methodology. 

THE EFPICIENT MAN. Programs which emphasize the aim of adjust
ing adults to some dislocation arising out of social change, and which 
want to make a real diflerence in behavior, seem to be interested in 
producing an efficient person, one who now measures up realistically 
to new circumstances. A good example is the dramatic shift in the 
field of mathematics teaching following the public outcry after the first 
Sputnik. Teachers of mathematics in the public schools were not 
merely expected to leam new mathematical theory to replace the tra
ditional mathematics they teach but had to be retrained to do a differ
ent kind of teaching task altogether. Another example of this active 
training for efficient adjustment is the ubiquitous training workshop in 
human relations for supervisors. Changes in the conception of the 
supervisory role have been met by constructing experiences in which 
supervisors not only leam new ideas of human relations but are re
quired to practice the skills necessary to act them out. 

The desirable image of the person we are seeking to produce in 
this area is the rational and efficient adjuster. A Iogical danger, of 
course, is that we may instead create the other-directed person, who 
shifts bis behavior to conform to demands of others whether or not 
these demands represent serious needs in the society. As adult educa
tors develop habits of looking more critically at the immediate aims of 
their communities, where these influence demands for new educational 
planning, such a danger perhaps becomes more remote. 

THE INTELLECTUAL. Adult educators aiming at behavioral change 
in basic cognitive abilities of individuals, without regard to affecting 
specific social role activities, wish to produce people with a primary 
interest in ideas and the skills of manipulating them. The habit of 
detachment, the formal processes of Iogic and rhetoric, and the exer
cise of rational judgment are skills and attitudes which, once acquired, 
may be applied in any area of social life or, indeed, purely for one's 
own amusement. The parallel danger in this model is that we produce 
sophists instead, for whom social reality is merely a convenient source 
of stimulating problems for discu!tsion. 

THE WELL-INFORMED. Programs which stre!>s the passive ac
ceptance of knowledge related to social role problems sccm to be 
striving toward a model of the well-informed citizen. We think im-
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mediately of the early days of adult education and the Chatauqua 
lectures, a~ ~etl as the early university ideal in the nineteenth centwy 
of humamzm~ know!edge, a noble aim which the practitioners re· 
~uced to the ~tspatchmg of Jecturers o~t on a circuit. There is no ques· 
tJon ~at.the lifeblood of a democracy 1s a well-informed citizenry, but 
there IS little doubt also that this particular model more often than the 
o~ers t~nds to break down into its counterpart, the encouragement of 
dilettantism. Look, for example, at the steady growth of parlor psycho
analysts who need only an acquaintance with the tenns "id" and 
"superego" to go into informal practice immediately. 

THB EXPERT. Finally, the concentration on individual growth 
through ~e relatively passive acquisition of knowledge seems aimed 
at producmg the expert, The common model for adult education is the 
~tensely technical th~ee-day- or week-Iong institute at which changes 
m the ~ax Jaw, for mstance, are communicated and expounded at 
Talmudt~ J~ngth ~d comp!exity to people who are already tax ex
perts. This 1s a serv1ce function which adult education as an institution 
can _hardly fail to play in a society which increasingly needs it, as pro
~esst_ons of alllevels become more complex, and perhaps it is almost 
mevttable that such a model ends up producing the over-specialized 
person. ·· · 

PURPOSES AND METHODS 

~ost adult education programs approach, at least in the intentions 
of therr creators, one of these models or sorne combination of several 
of them. As ~ets of ge?eral purposes operating in response to ex
pressed needs m the soctety, the methodologist cannot question them; 
what he can usefully do is to indicate the problems of finding methods 
~hic~ are appropriate to each one of them. Many of the present prac
tices m the field create methodological dissonances with program pur
poses, for the following reasons: 

Inappropr.üuene$9 

The most common disparity of this kind occurs when program 
planners and teachers assume that methods which are most useful in 
producing experts also are ideal for the development of intellectuals. 
The expert usually demands to be brought up to date in one way or 
:mother, and as he is in possession of a large body of already well
mtegrated knowledge, he is capable of sitting passively and absorbing 
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and integrating ftoods of new infonnation and concepts. lf we aim at 
developing intellectuals, however, the range of knowled~e they h~ve 
is rea11y of a low order of importance; what they need IS to pract1ce 
intellectual skills, and no amount of listening to cxperts .or to other 
intellectuals will substitute for active practice. The evenmg colleges 
are properly cautious about mixing credit stu~ents, who are aiming at 
becoming experts in some field, and non-credtt s~den!S, w?o ~ant. to 
sit in out of intellectual curiosity. Faculty complamts m th1s sttuatton 
commonly focus on the problems this presents for the credit stude?t, 
but the non-credit students get considerably the worst of the bargam; 
as would-be intellectuals they are likely to get almost no help f~of!llh:e 
traditional methods of the college credit course. Even more strikmg ts 
the tendency to plan elaborate institutes for adults in whic? no a~a
demic requirements are involved at all and ~ th~ pro~ram ":tth sess10n 
after session of lectures. In the context of thts dtscussJOn a httle learn
ing may or may not be dangerous, but it is not very useful. 

Inadequacy of Available Teaching Skill 

Often enough, we select a method appropriate t~ the purp~se of 
the program, but the teachers lack the nece~sary skill. A most mter
esting instance of this difficulty may be found m the nu~erous attempts 
to develop informal discussion programs, based on 11Dportant prob
lems and ideas and led by lay discussion leaders. Such programs pr~
pose to help the adult ci~ze.ns who P~r:ticipate think through pubhc 
issues to much more sophtsttcated posttions, help them evaluate ~ur
rent policies, and understand more completely the complex relattOn
ships involved in the social and political sce?e about them. Group 
discussion, conducted as disciplined exploration of problems, ~s a 
thoughtful exercise in cooperative inquiry, is a method prectsely 
shaped to help people change in these directions. But such an e?ter
prise demands a high order of skill from its leader or an ~xtraordmar
ily well-trained group of participants. Much to the credtt of most of 
tb.e agencies which have attempted to develop such progr:uns, ~ey 
bave experimented with a number of training .~evice~ for 11Dp~vmg 
the discussion-leading capabilities of ~e Iay c1~ns mvolved m the 
programs, but this, in itself, is a very difficult training task. 

Inadequacy of Method to Purpose 

Sometimes we hope to bring about ch~ge.s in adults _which n_o 
educational method, no matter how active, ts hkely to achteve. Tnts 
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partic~lar discrepancy ~etween purpose and method is most Iikely to 
occur m programs seekmg to develop behavioral changes or attitude 
changes strongly linked to establisbed personality patterns. The best 
developed area, methodologically, in adult education is the one de
voted to improving human relations skills in industry; for over a 
decade sorne of tbe most ingenious psychologists in American uni
ver~ities hav~ devoted themselves to tbe planning of educational ex
penences wh1ch would most poweñully affect attitudes and behavior 
related to interpersonal cooperation and conflict. No matter how well 
thou~ht through and scientifically based such teaching is, however, a 
considerable number of adults remain relatively untoucbed by it. Their 
resistance to such change is so strong tbat one suspects that only 
psychotherapy could manage it, if, indeed, they were ever motivated 
enough to seek therapy. 

As adult educators develop clearer and more coherent images of 
particular purposes with particular groups of adults and adopt more 
experimental attitudes toward methodology, we can make such analy
ses as the one above sharper and more detailed and advance toward 
an established set of methodological principies for adult education. 
For the pres~nt, a rough framework such as tbis, constituting a gen
eral perspective, must serve the need for tbeoretical background for 
the specific chapters to follow. 

NOTES 

l. Adult educators c:ommonly look only at the education of adolescents 
when ~ey attempt to formulate critic:al differences between childhood and adult 
education .. As I sugges~ in the distinction ";Jade here, the demands which shape 
the_ schooling of the child and adolescent differ c:onsiderably, shifting from ones 
wh1ch are based on the psychology of the pupil to his social context. This may 
be one of the reasons behind the c:oncentration of the adult educator on the 
social setting of bis students rather than their psychology and, c:onsequently, 
what seems to me the rather c:ursory attention to method in the field when coro
pared with our (mamly sociological) preoccupation with purposes. But many of 
the problems ~hich teachers of adults must struggle with, particularly in life 
areas where attJtudes tend to be strongly developed and deeply rooted, resemble 
those o~ the teachers of children. Many adulta, who have led busy lives im
mersed ~~ an ?fte~ narro_w ~ector o! the large~ society, have grave difficulty in 
the learnmg s1tu~~on adJUSting therr perspec:üve to a broader gauge, cling to 
comfortably fam1har sets of_ ve~bal symb~ls alrnost as if they were magic amu
lets,. or ~ave dlfficulty subst1tutmg analys1s of problems for "devil theories" of 
soc:Jal ev1~s. Adult educa!~rs should find it rewarding to become familiar with 
such stud1es of the cogrutive processes of c:hildhood as J. Piaget's The Child's 
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Conception of the World (New York: Harcourt, Brace, 1929), and ~einz 
Wemer's Com¡xzrative Psychology of Mental Development (New York: ~1ence 
Editions, 1961). 

2. Piaget, op. cit., p. 229. 

3. This view of the special nature of adult education is, of course, only on~ 
of many, and 1 claim no particular virtue for it beyond ita usefulness .for t~e 
general purpose of this book. Most such analyses concentrate on cJ_rawmg ~~s
tinctions between the c:haracteristics of the adult and those of the c:hild, parucu
larly as those c:harac:teristics are modified in the adult by life experiences. 
Whipple's monograph is the rnost c:arefully thought-through of thes~ attempts, 
and I agree thoroughly with his conclusions. The reason that 1 did not use 
such a framework here is that arguing from differenc:es in experien.ce se~ms to 
me to tead primarily to formulating different c:urricula or to selecting d;iffe~ent 
materials for educ:ational use. But aside from suc:h reasonable generalizatJons 
as that people with greater experience ought to be given a c:han~ to relate 
that experience to the educ:ational proc:ess, such an approach has httle to say 
for the methodologist, or, at least, what it contributes lacks the necessarr pre
c:isic.n. 1 have c:oncluded that considerations of method develop more fru1tf~lly 
from an analysis of the aims of the adult educator as they differ from seltl!ig 
to setting and from those of the educ:ators of children. Bu~ see James B. Whlp
ple's Especial/y for Adults, Notes and Essays No. 19 (Chic:ago: C~nt~r .for the 
Study of Liberal Education for Adults, 1957 ), and also Jack R. G1bb s Learn
ing Theory in Adult Education," in Knowles (ed.), Handbook of Adul~ Educa
tion (Chicago: Adult Education Association, 1960). ~ost of_ what G1bb says 
about the adult Icarner, it seerns to me, can be as read1ly apphed to the lea~er 
at any stage or age; it is the ingenious application. of learni~g theory to spe~1fic 
aims of varieties of adult educators wh1ch prov1des us WJth a more frwtful 
approach to method. 

4. Carl Rogers, "Personal Thoughts on Teaching _and Learning," Improvmg 
College and University Teaching, Vol. VI, No. 1 (Wmter, 1958), pp. 4-S. 

S. Wh1ting's view of culture as essentially a system of symbolic ~nd c:ogni
tive systems of techniques, beliefs, and values seerns to me to pr~mde a very 
useful set of terms for the adult educator, however objectionable 1t may be to 
the anthropologist who prefers to see culture as .Pa~ems of ~h~vi'?r. In the 
first place the framework provides a neat way of linking the soc:Jalization of the 
child to the world of the adult: the three elements of tec:hniques, beliefs, and 
values in combination form what Whiting calls the "c:u~tom cornple~," a blue
print for ac:tion which the culture transmits to each child through h1s parent~. 
In a rapidly changing culture, by ,the time th~ c:hild has gr~wn. to adult~ood h1s 
cognitive maps often need considerable adJustment, which JS essenually the 
job of adult educ:ation. . . 

In the sec:ond place, Whiting's scheme Iinks c:ultu.re W'lth the soc1al .ord~r, 
the institutional complex around which adult educati~ t~nds to org~ 1ts 
activities. "Tbe custom c:omplex, however, is but a begllllllng. It de_scn~ the 
blueprint for but a single action of a single c:ategory of· persons m a smgle 
situation. Custom c:omplexes are, however, org~nize~ into ro~es t~at are p_layed 
iQ institutional settings .... We would adopt, Wlth shght modJficatJOn, Malm~w
ski's (1944) definition of an institution as being a group of !'C?ple occupymg 
different statuses (personnel), who are expected to pe~orm c:ertat!l roles defined 
in terms of techniques (norms and rules), agreeing upon c:ertain values. and 



o o 

·1 

'' ;, 

' ' 

,-, 



o 
30 TEACHINO AND LEARNING IN ADUL T EDUCATION 

accepting certain beliefs (charter) •••• In sum, a culture consists of a set of 
customs which may be divided into techniques, beliefs and values that are in 
tum integrated into the systems of ethnoscience, ethics, and pragmatics. Customs 
are combined into roles, that are combined into institutions." See J. W. M. 
Whiting and I. L. Child, Chlld Training ond Personolity (New Haven: Yate 
University Press, 1953)¡ J. W. M. Whiting and Beatrice B. Whiting, "Contribu
tions of Anthropology to the Methods of Studying Child Rearing." in Mussen 
(ed.), Hondbook of Reseorch Methods in Chlld Developmenl (New York: John 
Wiley & Sons, 1960), 

A schematization of this conce~tion which relates social change to adult 
education might look like the followmg: 

CHILD 

ACQUIRES CUSTOM 
COMPLEX IN THE PROCESS 

OF SOCIALIZATION 

\ 
ANO TENDS TO STABILIZE 

BECAUSE OF 
EARLY EMOTIONAL 

LOADINGS 

INSTITUTION 
(CHANGES IN RESPONSE TO 

DYNAMICS OF ECONOMIC DEVELOPMENT, 
POWER SHIFTS,ETC.) 

1 
DEMANDS RELEVANT 

SHIFTS IN 
TECHNIQUES 

BEUEFS, ANO VALUES 

V 
AoULT 

6. Another possible set of categories, of course, and one frequently used by 
adult educators. is based on special groups in the population-young adulta, 
the aging, and the Iike. This conception seems to me useful mainly as an ad
ministrative convenience, and I have restricted the framework to the four worlds 
of experience suggested in the text in order to keep the conceptual framework 
as clear as possible. It fits the available interest areas of adult educators fairly 
well; see, for example, Part IV: "Program Arcas in Adult Education," Hand
book of Adult Education, op. cit., pp. 393-550. 

7. Martha Wolfenstein. "The Emergence of Fun Morality," /ournal of 
Sociallssues, Vol. Vll, No. 4 (1951). 

8. The ~eneral issue here is not entirely peripheral to the problem of method, 
because it mvolves the formalization of training processes for low-level skills 
which once were transmitted directly from one person to another in very in
formal contexts. The clearest example 1 know is the course successfully givcn 
for many years at a midwestern university to train pc=ople in church ushering. 
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whlch is a remarkable illustration of how far the role of adult educatlon can 
go in a society in which institutions are rapidly changing. If the tempo of social 
Change fs slow, institutions can take care of their own training needs. Fathero 
can transmit their vocational skills to their children, and sorne children will piel· 
up the know-how of church ushering as they grow up attending the same churcb 
in the same town. H institutions change, and the personnel in them shift rapidly, 
too, then formalized training begins to seem necessary. The question is whether 
a total adjustment to such blind social demand does not make dangerously 
trivial the educational institutions and divert the energies of their personnel. 

Where such programs are justified as contributing income needed for self
supporting divisions, one can hardly argue with them. But often enough, adult 
educators argue for them as providing an educational contact with a clientele; 
"starting where they are" it is often put. Partly as an expression of a strain 
of social evangelism which entered adult education in its early years, and partly 
as a reftection of the egalitarianism basic in American values, this doctrine has 
its usefulness, but not if it becomes the sola criterion for programming in adult 
education. The field as a whole would benefit from a somewhat clearer division 
of labor among its separate institutions than it now enjoys and, more important, 
from an agreement on sorne rough criteria for the involvement of specialized 
ed"cational resources. There are many areas of needed training which are best 
handled by using simple "apprenticeship" methods, and there seems to be no 
reason why we should not encourage their use. 

9. The argument for the inclusion of science in any general education cur
rículum needs, it seems to me, considerable scrutiny, as the questions raised in 
this section indicate. All members of the society, presumably, ought to be free 
of superstitions involved in cause and effect relationships in nature, but m y guess 
is that by high-school graduation most adolescents these days are as rational 
about nature as they are going to be. We must suppose that there must be a 
greater virtue in the study of science beyond this, and it is often suggested that 
knowledge of science helps people become more rational, that practice in the 
rigorous scientific approach to phenomena and to the generalization of their 
relationships spreads to other areas of the individual's life. No one, of course, 
real/y believes this happens, and the general principie is seldom supported by 
someone's experience with sorne actual group of scientists who approach the 
discussion of politics or socialized medicine with a great show of rationality and 
the spirit of inquiry. Indeed, the intrusion into science itself of related social 
problems of belief or value may be sufficient to modify not only rationality 
but basic scientific altitudes. Sorne scientists with considerable background in 
biology, for example, believe firmly in the constitutional racial inferiority of the 
Negro and argue for it on the historical basis that no Negro civilization ever 
produced spontaneously a complicated, industrial culture. On the whole, I tend 
to view with some equanimity the relative absence in adult education of pro
gramming in this area. until someone presents a more convincing case for a 
need for it. 

For evidence of a recent revlval of interest in this area, however, see the 
summa.ry of recent activity in science programming in the newsletter, "Continu
ing Education for Adults," of 1anuary 29, 1963, published by the Clearinghouse 
of the Center for the Study of Liberal Education for Adults. 

Eric Ashby does a fascinating dissection of the problem of how much sci
ence the administrator of scientific research enterprises should know, in "The 
Admioistrator: Bottleneck or Pump," Doedalus, Vol. I, No. 2 (Spring, 1962). 



o o 
.. 

' 1 

1 '~ 

_, . 

' ' 



1 . 
u 

32 TEACHINO AND LEARNING IN ADULT EDUCATION 

Asbby argues wittily that the admlnistrator needs to know about scientists rather 
tban about science, and the same may be true of the layman in general. 

10. Altbough sorne of the associative theories of Iearning do not stress the 
need for the learner to be active, all cognitive theories do. The learner must be 
involved and active, either in practice or in an active search for meaning, a 
point which will be considered in greater detall in Chapter n. The most impor· 
tant drawback to the passive Jearning role is suggested not by learning theory 
but by the work done on memory and perception; what the student retains is a 
selection determined by bis preconceptions. See Frederick Bartlett's Remember
ing (Cambridge: Cambridge University Press, 1954), or the section devoted 
to perceptio¡¡ in any social psychology text. 

11. 1 am aware that the categories of aims suggested here are not the usual 
ones, nor are they justifiable on any particular philosophical grounds. In the 
Handbook of Adult Education Powell and Benne argue for the existence of two 
major schools, the developmental and the rationalist, with community develop
ment and group dynamics falling in the first, and liberal arts, humanities, great 
books, and the like falling in the second category. They freely admit that this 
distinction omits from consideration most of what goes on in adult education, 
which considerably reduces its usefulness (see pp. 41-53). For other attempts 
to categorize aims in adult education over the past ten years, see Chapter ll, 
"Philosophy and Issues," in The Review of Educational Research, Vol. XXIX, 
No. 3 (Iune, 1959). I would defend the sheer empiricism of the approach in 
this chapter on two grounds. One is that a book addresseii generally to the 
improvement of methods in the field as a whole must relate its framework to 
the broadest possible activities in the field. Secondly, it seems to me that a fatal 
tendency in adult education has been toward a "premature crystallization of 
theory" (the phrase is Norman Maier's) which invariably isolates or rules out 
large segments of activity. 1 think we have a considerable way to go in develop· 
ing as a recognizable field of education before such clear definition becomes 
either feasible or desirable. 

12.. Reprinted by permission from Robert J. Havighurst and Betty Orr, Adult 
Edu-~ation and AdulJ Needs (Chicago: Center for the Study of Liberal Educa-
4it~n for Adults,· 1956). 
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SOME CRUCIAL CONDITIONS FOR LEARNING 

1 sa moreover that you make a great, a very gr.eat. mistake.. if yo~ 
tbink that psychology, being the science. of the nund s lawsd JS ~o~e! 
thin from whicb you can deduce defimte programmes an se e ~ 
and ~ethods of instruction for iromediatt: classroom use. Psy~b~d~~ 
a science, and teaching isAnan :m; anedd ~aryc¡en~~e:~~:r !~~r~~st make 
rectly out of tbemselyes.. ~n~e~ l 

tbe application, by usmg tts ongmahty.T lks to Teachers on Pn~chology 
WILLIAM .JAMES, a -J 

Definitions of subject-matter areas and ed~c~tional aims. ?n a 
grand scale must, sooner or later, be made .reallsttc~lly usablc, if ~ 
have defined those aims primarily' as change m bebavlor, ~en we n. 
some assurance that adult education's resources and skills can bnng 
about such changes. This cbapter, consequen~y, tums fro~ the gen-

al to the very specific aci of inducing behaviOral change m bumans. 
er Most of what we do know about leaming app!ics equall~ well to 
skills of physical action and intellectual behnv¡o~, but smce our 
methods of teaching motor skills are far more effectJ.ve than those wc 

33 

. '1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 

1 



o o u 

< •• 

¡'!¡ 

!l' '( 
J. 



u 
34 TEACJUNO AND LEARNINO IN ADULT EDUCATION 

develop to teach cognitive processes, the concentration here will be on 
the latter. If we taught the skills of logical analysis as carefully and as 
well as we teach dancing and swimming, adult education's methodo
Iogical problems would all be sol ved. 

For the purposes of this chapter and the next, cognitive behavior 
means the individual's response to the flow of information coming to 
him through his senses, how he selects from the fiow those items to 
which he pays attention, how he applies meaning to it, and how he 
manipulates it. Part of this working with the flow of stimuli coming to 
one's senses consists in feelings about it, for which a useful term is 
sentiments, the feeling tone associated with our beliefs and values. In 
very general terms, education addresses itself to the problem , of 
changing cognitive responses and their related sentiments. lt is crucial, 
at the outset, to investigate the conditions under which such changes 
are likely to occur, so that in later considerations of specific program 
formats and methods we can be both realistic and creative; the best 
way to begin is with at least a brief look at basic Ieaming experimenta
tion and theory. 

Psychologists approach the problems of how people acquire new 
and appropriate responses (how they learn) with two different major 
assumptions which have in the past created two theoretical camps, 
often totally opposed to one another but at times able to find com
mon ground in their explanations of the facts of the learning process.1 

The behaviorists, the dominant school among academic circles, stress 
the bonds created, in one way or another, between the repeated associ
ation of a particular stimulus with a specific response to it; one con
trols learning behavior Iargely by controlling the nature or the strength 
of the relation between the stimulus and the correct responses. Cogni
tive theorists, on the other hand, insist that individuals do not merely 
"respond" but that they react to and organize the information which 
comes to them, and that it is in this shaping of the environmental 
stimuli tbat one finds the most significant fact for leaming. Conse
quently, they stress the control of the conditions under which stimuli 
are presented and whether they help the individual to make the proper 
organization. 

SKINNER AND THE REINFORCEMENT SCHEDULE 

The work of B. F. Skinner at Harvard illustrates the ideas of the 
first school neatly and more simply than many others, and it is par-
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ticularly interesting because it is currently being applied direcUy to 
public-school classroom methods. It has the admirable simpli~ity of 
almost totally ignoring the environment and the nature o~ the ~tun~lus 
and concentrating on the response aspect of the learmng s1tuat1on. 
Skinner starts from the principie that any live organism will tend to 
repeat a particular bit of behavior if that behavior has been accompa
nied or followed by a reward, or reinforcement. .He ~rgues, ~erefore, 
that the way to teach an organism to do ~nythmg ~ to wa1t for the 
random occurrence of the particular behav10r you ultunately wan.t ( ~r 
arrange for it to occur), reward it immediately, and keep rewarding 1t 
until the organism performs it habitually. . 

One sees the meaning of this principie most clearly by watchmg 
some of Skinner's ingenious and sp~ctacular Ia?oratory. demonstra
tions with animals. Thus, a pigeon m one of bis cages ~ rando~ly 
going through its ordinary repertoire of move~ents-peckin~, tummg, 
and walking, as pigeons will. Skinner dec1des to ~h 1t to tum 
around clockwise in a complete circle and waits for the ptgeon to m~ke 
even a slight movement in such a direction. In the course of ~ovmg 
about, the pigeon does turn slightly clockwise, and the exper:menter 
immediately presses a button which operates a sh.utter cove~g the 
food box in the cage. The pigeon has the opportumty to. eat funously 
for a second or two befare the shutter comes down agam. The same 
tum, slightly more pronounced now, ~u~ ~ery sh~rtly thereafter, 
in confirmation of the principie, and agam 1s muned1ately rewarded. 
The next time it comes sooner and more pronouncedly, now almost 
a half tum, and is again rewarded. Within a few minutes th~ pigeon 
is tuming a complete circle in the desired direction and happily gorg-
ing itself at intervals in the food box. . . 

Skinner and bis enthusiastic students cons1der tbis process the 
model for human learning as well, although they have ha~ ~me diffi
culty accounting adequately for many o~ the <=?mpleXltl~S of the 
human animal and the social context of h1s learnmg expenence. ln
deed, the recent surge of interest and activity in teaching machines 
developed directly from the kind of work descn"bed above. These 
machines, which a later chapter will consider m~re thorc:>ughly, depend 
on three conditions: first, they present matenals which have been 
broken into many small steps; second, they dem~d .from the stu~ent 
sorne response, an answer to a qu~tio~ or the. fillmg ~ of a blank m a 
sentence; and third, the machine 1tsclf tmmed1ately reinforces the cor
rect response oy telling tbe student th~t h~ response was ~~t. The 
reward consists in the pleasure of bemg nght. The macbine IS a sort 
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of indefatigable and unemotional tutor, constantly questioning the 
student and saying "correct'' when he makes the appropriate response. 

COGNITIVE APPROACH 

As there are many different sub-schools among the behaviorists, 
so there are a number of cognitive theories. The important character
istic of the former is an emphasis on the role of reinforcement, of 
the latter an interest in learning as problem-solving and in how the 
individual "goes beyond the information given" in approaching a set 
of data or a learning task. The most widely-known early experiments 
within thls school were those conducted with primates by Kobler. In 
a typical one, the experimenter hung a bunch of bananas from the 
ceiling of a cage, out of reach of the animal, and he also provided a 
few boxes carelessly disposed in the cage. The animal tried jumping 
for the fruit only to be frustrated; it was out of reach of any point to 
which he could climb as well. At sorne point, however, he "saw" sud
denly that if he stood on one of the boxes directly under tbe fruit he 
might reach it easily, and without wasted motion he pulled the box 
over and got tbe reward. 

This immediate, sudden grasp of the solution of a problem the ges
taltists call insight and suggest that it consisted of a rearrangement 
of the significant elements in a situation into a successful organization. 
The boxes were no longer nailed-together-pieces-of-wood-for-playing
with, but things-which-if-1-stand-on-them-will-permit-me-to-reach
high. Furthermore, when the animal who had developed such a principie 
was put into another, slightly di.fferent problem situation, he applied 
the principie immediately, without going through trial and error again. 
What he had learned was the principie, he had learned it without 
practice, and he did it by going beyond the information given and by 
selecting from and giving structure to that information. 

The early psychologists of the cognitive school never made much 
of an effort to apply their work to formal education beyond suggesting 
that we ought to present material to the student in a form which en
courages him to find tbe relevant principies which organize it meaning
fully. Recently several experimenters have tumed seriously to tbe 
study of the process of thinking as primarily one of recognizing or 
forming concepts. In this view, the way in which we basically and 
habilually "go beyond the information given" to our senses is by 
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grouping them and from then on remembering and working with the 
group name, or concept. Every time we see an apple w~ do not go 
through the fatiguing and time-consuming process of puzzhng out what 
it is and wbat it is good for; we long ago leamed that most things which 
are red and relatively round and have a certain aroma and a particu
lar set of indentations are to be classed in a group of phenomena 
called apples. From then on we can assume without further effort that 
when we encounter one of these objects, it will be good to eat, juicy 
and crisp-textured, and will have a host of other qualities. 

Concepts, we may suppose, are developed at first as hypotheses; 
the first apple we eat encourages us to hypothesize tentatively that an 
object with the attributes of redness, roundness, and particular aroma 
wi1l have the accompanying good effects of taste, crispness, and so o.n. 
Each time we eat another apple it either confirms the hyp~thests, 
negates it, or changes it. We soon leam, for exarnple, to modify the 
hypothesis to include the possibility that the color might be yellow.2 

Though we would be unable to survive without such concepts, a 
diffi.culty, which tbe adult educators readily r~c?gnize, ar~ses. out of 
the operation of these hypotheses. The semantictsts see ~s dtfficulty 
in the uncritical application of verbal symbols to the parttcular phe
nomenon; the therapist sees it in the unrealistic responses of the emo
tionally disturbed (for example, the child who operates on the 
hypothesis that all people are to be included in the group things-that
are-going-to-hurt-me). On the social scene we have to deal with people 
who, once they recognize the single attribute "critical of U.S. foreign 
policy," put the article or book or pers?n immedi~tely into the clas~ of 
"communisl" Tbis approach now obvtously begms to be of practica! 
importance applied to the educational enterprise, which particularly 
for adults requires for success the presence of "open hypotheses" 

. rather than "closed hypotheses." 

SIX CONDITIONS FOR LEARNING 

Both the behaviorist and the cognitive approaches bave much to 
contribute to the operation of programs on a broad scale. The cog~~ve 
theorists ten<l in general to pay little attention t~ processes o[ acqumng 
and retaining information or to concepts whJch havc alrca~y been 
developed in favor of having the learner, through search, build con
cepts ~elf. But, however demonstrably better it ntay be to stress 
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methods which force the Ieamer to discover the concept himself, few 
educational institutions in the society are prepared to spend the time 
required to do so. The approach also tends to neglect the importance 
of practice to the development of intellectual skills. 

On the other hand, the behaviorists insist on a description of 
motivation in the Ieaming process which is difficult to apply sensibly 
to adult Ieaming. In their view, learning may be traced to some funda
mental imbalance in the body which sets up a need; such a need-state 
sets the stage for leaming, because its satisfaction provides the condi
tions of reinforcement necessary to the leaming. 3 It is difficult to 
reconcile the obvious importance of such human motives as curiosity, 
or what one psychologist calls the manipulation drive, with such 
theories, or to explain the common instances in which adults leam 
very complicated things indeed in only one exposure. There is some 
evidence for believing that the kind of leaming which is described so 
adequately by the stimulus-response model occurs at the early stages 
of human development, but that at higher levels we must shift gears 
and adopt an explanation which is distinctly closer to the cogrtitive 
model. This, at any rate, is the view which this book propases to take, 
as it draws eclectically upon whatever work in the field of leaming 
seems useful to define below the conditions which encourage leaming. 

Condition l. The Student Must Be Adequately Motivated To 
Change Behavior. All educational institutions concem themselves over 
the problem of what impels their students to leam. Leaming is work, 
sometimes very hard work, and it Iooks easy only when it is either not 
going on at all and the students are merely being entertained, or when 
motivation is so high that the work involved in the Ieaming task be
comes enjoyable as well as arduous.4 Adult educators must worry 
about it on two levels: first, because theirs is a voluntary institution 
and people must be motivated to come in the first place, and second, 
because once they participate, they need motivation to change appro
priate behavior. 

There is no question that some of the important motivations of the 
first kind have little to do with a desire for leaming itself. Neither, of 
course, do they in formal education, where the desires for social 
mobility, higher status, and material rewards must be very strong in
deed to drive youth through the hard grind of professional school. 
Vocational programs for adults draw people by appealing to essentially 
the same motivation, but we have recognized for a long time the 
rather more complicated nature of the needs which people seek to 
satisfy by enrolling in programs in sorne of the other areas. 
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It is usually the administrator who concerns himself with such 
needs in the recruiting of students, but the methodologist needs to ask 
about them: what is their strength and what their appropriateness to 
the actual Iearning task? Motives which are strong enough to bring 
an individual into the leaming situation may be too weak by far to 
keep him in it for very long or to keep him at work; the very high 
drop-out rate in adult programs which are not vocationally based is in 
part a measure of that motivation strength. By far the weakest seems 
to be pure intellectual curiosity, a lusting after knowledge for knowl
edge's sake, probably because such a motivation is relatively e~sily 
satisfied or well enough met for most people by less formal and bnefer 

experiences. 
There is a fair amount of nonsense talked about sorne of the other 

motives which lead people into adult education programs, as though 
these extrinsic drives were somehow dishonorable. The two most com
mon of these probably are the need for human relationship and group 
belonging and the desire for status recognition. Many people appear 
to enroll in programs at least partially because they are lonely and 
want the warmth of relating to others on a level which does not 
threaten too much closeness. Others come in response to a wish to 
approximate sorne image they have of the intellectual, a wish arising, 
perhaps, out of the very real connection between schooling and up
ward social mobility and continually reinforced by the sham worlds 
created by advertising and the mass media. In both cases t~e mot~ve 
often bears little immediate relationship to the kind of learnmg wh1ch 
the program aims at, but it serves to bring the individual into the field; 
whether bis motives change to more appropriate ones depends at least 

in part on instructional skills. 
Another general category of motivation is one whic? often see~s 

more directly relevant than those above, but, the acaderruc world bemg 
what it is, sometimes tums out to be justas irrelevanL Wayne Leys

5 

has described it as well as it can be: 

Tbere is anothec kind of interest that is not an interest in knowledge for 
its own sake ... it is an interest in rationolity . ••• 1 refer to the a~ult's 
desire to talk tbings over. This desire has been .misrep!esented as a desrre to 
learn something in the ordinary sense of learmng. It 1~ not ~at. The adults 
want to clarify th~ir thougbts, but not as .schol.ars cl~rlfy thmgs. They want 
to talk out their worries and untangle the1r dehberations .... 

This motivation, too, needs to be transmuteci into one more appropri
ate to the educational contcxts in which i1 often appears, but such 
transformation requires direct, conscious effort. 
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. Part ~f the difficulty Iies in the vagueness of the term motivation 
1tself, which Jeads us often to think of it as a sort of force of nature 
which cannot be understood or analyzed. But one can approach it 
analytically and begin to deal wíth manageable parts of the problem. 
For any general learning task, for example, we might suppose that 
there are many identifiable psychological forces, some encouraging the 
studen.t to change in relevant ways, others acting negatively either to 
lead hw out of the field altogether or to resist change. Planners and 
teachers seldom have much control over the presence of positive 
fon:es, but they can do a good deal to identify and tiy to remove the 
resistant forces. s 

In many adults resistances often take such forms as these: the 
student is ~ot involved and thus is unable to see the Jearning task as 
personally unportant or significant; the student's objectives have Jittle 
to do with the instructor's objectives-we have aiJ known students 
who really are attending another class while sitting in ours; the stu
d~nt's fear of failure results in an unwillingness to attempt certain 
kmds of changes; the student may find change itself threatening, not 
only because he might fail in achieving the desired behavior, but be
cause bis habitual behavior is part of him and consequently valued
people tend to see any attempt to change them as an attack, which 
inevitably arouses defensiveness. 

The presence of such resistant forces explains a great many of 
adult education's majar problems. The vocational area is the only one 
in which motivational forces outside the Jearning field itself are strong 
enough to overcome the resistances within it. If instructors in the other 
areas do not deal adequately with the resistances, there is nothing to 
help them, and the group easily disintegrates or lapses into passivity. 
One can see, too, why adult students generally tend to prefer methods 
which permit them to be passive; such a state arouses none of the 
conflicts which may Iie beneath the surface waiting to be mobilized by 
the challenge of real learning achievement. 

J 
The really challenging question, then, is what can be done in 

organizing the experience itself wbich will reduce the resistances to 
change inherent in learning. We can do sorne things relatively directly, 
for example, in both small-group and large-group situations, by mak-
ing the materials as relevant as possible to the live concems of the 
studcnts, thus incrcasing thc chance for individual involvement. The 
cxperienced adult education teacher tends to do this without much 
conscious effort. Or he tries to bridge the gap between bis objectives 
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and the student's different ones by organizing activities in such a way 
as to increase the possibility that the student will begin to derive 
satisfaction from new ways of behaving before relinquishing his previ
ous patterns. Thus, if we want people to be able to suspend judgment 
while carrying on critical analysis, it is possible to have them do so as 
part of the rules of the game and hope that sorne will find it rewarding 
in itself. 

But we have available to us another resource which is often over- / 
looked or used without much skill: the forces of the learning group \(¡ 
itself arising out of its attractiveness for the members of the group, 
and the quality of their interaction. There is no question at all of the 
power of the group to reduce individual resistances to change ü prop
erly mobilized; but pious insistence on rituals of infonnality and first
name calling will not necessarily ensure its mobilization on the side of 
effective leaming. 

Two conditions at Jeast are necessary for harnessing group forces, 
the first of which is that the opinion of the group as a whole must 
matter to the individuals who compase it; technically speaking, it must 
be a cohesive group. We al] belong to many groups membership in 
which we would relinquish at the drop of a hat, and these groups have 
Iittle influence on our behavior or attitudes; but we do tend to coo
form to the expectations of those groups wbich we value. Many adult 
education enterprises have attempted to make use of this principie, 
with varying success. · 

Often their informal groups of students achieve cohesiveness, but 
the emerging group goals emphasize social rather than learning tasks. 
Thus, the second requisite for the successful use of group forces is 
that the group develop shared values which are bospitable to educa
tional change in the desired direction. One sees this process _at work 
in the academic world in an extreme form among graduate students; 
the culture of the graduate department develops as a number of 
settled expectations about how a successful physicist or psychologist 
behaves and how he feels about important issues; the young graduate 
student senses that be had better change to conform to this image or 
that somehow he will never get bis degree. And change he does. 

One might suppose that this motivational force could only be 
tapped for small, face-to-face groups, but this is not necessarily so. It 
is possible tbat the audience of the early morning television programs 
on "Sunrise Semester," for example, have a feeling of group member
ship with their fellow early risers; severa] adult programs which use 
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television organize the mass audience into small, cohesive Iistening 
groups. We need to experiment with a variety of methods for making 
use of whatever group cohesiveness we find, whether it appears in our 
small groups or in mass audiences, and find ingenious ways of en
couraging group adoption of values favorable to behavior change and 
growth. 

. Condition 11. The Student Must Be Aware o/ the lntldequacy o! 
Hzs ~resent Behavior. When humans are faced witb the necessity of 
le~g . a wholly ~ew set of behaviors, they often accept it with 
equanlDllty. The child learning to walk doesn't feel badly about not 
knowing but plunges eagerly into the attempt to master the new skill. 
The adult who sets out to leam calculus for the first time is not 
ashamed of bis ignorance-he has just never Ieamed it befare. The 
problem of Ieaming new behaviors of this kind begins with an ac
ceptance of the need to do so, requires an ability to deal with inade
quacy during practice, but seldom involves any initial emotional 
difficulty. 

· But adult education, by its nature, deals mucb of the time with 
changing behavior pattems which are already organized and habitual. 
To ~ay that a majar .condition for Ieaming is that the student recognize 
the madequacy of his present behavior is to put in particular and con
cre~e faTI? the problem of motivation for this kind of Ieaming. The 
ma1or resiStance to change in this context is the defensiveness aroused 
on behalf of already established behaviors, and the fundamental re
quirement for success is the provísion of sufficient security for the 
student to permit him to relax bis defensive posture. 7 

We need to face squarely at sorne point, however, that defensive
ness sometimes is realistically rooted in the incapacity of the individ
ual ~or the particula_r achievem~nt level which a given program has set 
for 1ts students. This problem Is seldom discussed in adult education 
circles, partly because it offends our basic democratic values to exclude 
sorne people from participation in an educational program and often 
because it is unpolitic todo so.8 The dilemma has been a chronic one 
for the public schools, of course, ever since schooling for a11 was ac
cepted as a principie of the democratic society we claimed to be, but 
long and bitter experience with the problem has forced most public 
sc~oolmasters to recognize its reality and the necessity to deal with it. 
It IS hard to escape frorn that reality, that substantial differences in 
learníng capacity do exist arnong people and that the quality of the 
educational experience is afiected by too wíde a range of such differ-

SOME CRUCIAL CONDmONS POR LEARNING 43 

ence. lf we are unwilling or unable to screen those who come to our 
programs, then we somehow must provide for the presence of wide 
variations. It is not enough to say, as we often do, that everyone will 
develop according to bis capacity, sorne more, sorne less, because if 
the level of the experience is pitched too high, the less capable might 
find it only a terrible frustration, and if too low, the most capable will 
find it boring. We must plan the activities themselves to provide re
warding experiences for both groups. 

However, aside from this somewhat separate issue of individual 
capacity, it is clear that we must find ways of dealing wíth the more 
common defensiveness aroused by the threat of change, which ap
pears rather differently in each of the life areas with which adult edu
cation deals. Thus, a good deal of the formal instruction for adults in 
the vocational area teaches new skills and consequently has to meet 
little defensiveness. But a growing number of programs are attempting 
to change established pattems: supervisory behavior, teaching meth
ods, the attitudes of teachers. The defenses aroused here by the sug
gestion of inadequacy are very powerful indeed, anchored as they are 
in primary economic maintenance needs which are in modero society 
a relatively constant source of insecurity. 

In programs of this kind, instructors who try the logical-sounding 
plan of asking people, for example, what their problems are in dealing 
with their subordinates may get nothing in response but a sort of 
bland, "Problems? Who in the world has problems?" Or he might tap 
an apparently inexhaustible catalog of problems having to do with the 
way the organization is set up, the impossible superiors one has, the 
laziness and incompetency of one's subordinares, and the exasperating 
stupidity and difficulty of one's clientele. All of which may be true, but 
none of these people are in the class or at the institute, and the only 
behavior we can readily change directly is the student's. 

Instruction must be exceedingly sensitive and flexible in this kind 
of situation if it is to succeed in helping students to recognize their own 
inadequacy. Sorne groups are willing todo so directly, but others need 
to approach much more indirectly the analysis of what constitutes ade
quacy in their particular context. Case studies from sorne not-too
closely connected field might be a better start for some groups; or, if 
the particular instructor happens to be skilled enough, he can start by 
accepting the group's definítion of their problem as belonging primar
ily to "all those other people" and help them to arrive at sorne insíght 
into their own part of the problem. 
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In this area even instruction in the more impersonal skills is very 
thre~te~g. lt i~ e~sy enough to talk about the process of decision 
making .m a~ ?bJective way, but to ask a group of executives to agree 
th~t theu abilrty to make decisions needs improving is to suggest in· 
evrtably that they are not performing their most important function 
well enough. Here again we may need to start at a point somewhat 
removed from circumstances with which they identify themselves 
. . Behavior in the personal and social world, and the leamed m~an
mgs on which we b~e !~ is anchored in the early developmental cir· 
cumstances of the mdivrdual or to very significant events in later 
g.rowtb and maturity. Voting behavior can be accounted for toa con
siderable exte?t. by the party affiliation of one's family; we are apt to 
be more susprcrous of foreign nations if we grew up in one region 
rather than another; our settled opinions about human nature and our 
hypotheses about how to deal with other people form not only at early 
stages but in very definite forms. 

Although inad~acy in th.is area can be just as threatening as in 
the world of_ work, the defenses against perceiving the inadequacy are 
somewhat drfferent, often consisting of an unshakabie conviction of 
our own correctness and a puzzlement over how any one could have 
fallen so miserably in error as those who do not see the matter our 
way. One has only to contempiate the difficulties of making a first 
approach to peoples• beliefs and sentiments about lower-class mem. 
bers of other nationality or skin color to appreciate the magnitude of 
the problem in general. 

Perbaps the. most important problem to be solved in heiping stu· 
dents to see therr need for change and growtb in the social and inter· 
personal area is the inability of sorne instructors or Iay Ieaders to avoid 
the. tone of moral condemnation as they deal wjth beliefs and attitudes. 
~s creates a pressure which can only Iead to a stiffening of resistance. 
Evrdence from the field of intergroup relations education suggests in· 
stead that people need to feel that their present feelings are accepted 
e.ven if not.agree~ witb, before they can proceed toa rational examina~ 
tiOD of therr COD~ISteDCJ ~f, their consequences, ·. 

. ~~~t educ?tion ~ the ~ face_§ much easiét problems in creating 
th1s mrtial .tens10n .. .l.ii(feed,. most people. come to suc~ programs wiíh 
very conscrous feelm..gs 9! inade:gq~cy; if they, h~ rtót already over
com~ the common defense-" .•. but 1 know wbat 1 like"-they are 
not likely to enroll in the first place. . 

Arts programs ~p a ve,ry· ~werful motivational force bowever 
- - ~-- - .. - . ,~ ' .. 
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which other areas do not have available to them in the same sense. 
"Proper" behavior in this field, an interest in the fine arts, museum
and theater-going, well-expressed appreciation, and the like, are linked 
to upper-class status. People who aspire to social-class mobility, conse
quently, have little difficulty in perceiving their present inadequacy in 
relatioo to the arts because it is one of a complex of bebaviors wbicb 
~ey must adopt in order to move upward. We adopt the values of the 
class above in anticipation of moving into it later, beginning to cbange 
ourselves into images acceptable by those who we bope will later be 
our class peers. 

Science programming, on the other hand, meets wbat constitutes 
almost a built-in inadequacy. lf it deals with new developments in sci
ence, thus enabling it to attract the science buff, it deals with students 
wbo realize and accept readily their present inadequacies and are 
capable of dealing witb them. H it is pitched at lower levels of compe
tence, the students wbo come also accept their inadequacy cbeerfully; 
part of the folklore of American schools is the dictum that science is 
difficult for all of us non-genius folks. 

Condition l/1: The Student Must Have a Clear Picture of the : 
Behavior Which He ls Required To Adopt. Here is the heart of the .// 
matter, for, if people do not know what kind of behavior their new \V 
leaming is to result in, how can we expect them to acbieve it? For 
adult education in particular, there are a number of problems related 
to the presentation of sucb models; sorne we share with all other edu
cational fields; one at least is peculiarly ours. 

PROBLEMS OF ABSTRACTNESS. Where the bebavior model one ÍS 

teaching is at the lowest level of abstractioo, a skill involving mainly 
muscular coordination, for example, there is little difficulty in pre. 
senting it. Watch a golf instructor teaching a perseo to use a putter; 
he demonstrates with bis own body the proper stance and the position 
of the head and calls bis student's attentiol) to"the way he holds the 
club and the most effective movenÍents of the wrist. He can, if he 
~. dispe~ _with words ~altogether ~ presenting bis model, al· 

" 1hough they hél¡l· a, goOd 'dehl· in' -forusing _ atteñtion on its significant 

:-. ~t a sontew~at hfgh~JeteJ ~f -~~tt#ti~·we~~o do a fairly good 
- jdb ot mbdeling the desirable >beliavior in ma?y vocational programs. 

Good exampl~;abound pat?cularl>:_ ~ sucb ®.Siness courses as insur
ance-f,un~amentaJs, where the objeét is ~·~rain pe,9ple new to the busi

, = ~ess: The instructor is in~r~bly1'a"s~illful insurance salesman, and 
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he ~ows with a considerable degree of precision what constitutes 
effective behavior. If an aspect of that behavior includes the abllity to 
apply accepted principies of insurance coverage to complex individual 
cases, as in~~d it must, ~e demonstrates the steps an agent goes 
through, pomting out the s1gnificant features of what he is doiag as 
he goes along. 

We do a consistently poor job, however, at the stratospheric levels 
o! abstraction at which we commonly work. A sociologist giving a spe
~Ial cours~ f~r a group of labor leaders, for example, might well be 
~terested m mcreasing their awareness of the complexity of the social 
Judgments they oommonly make about events; the behavior which 
must be modeled here is the retlective habit of taking account of a 
num.ber of soci~ perspectives on the event, of asking how the per
ceptions of a vanety of social groups appear to be influenced by their 
pe~uliar positio? in the society. But under the pressure of time and the 
behef .that ~e unportant pedagogical task is to "cover ground," the 
behaVIor which the instructor tends to model can only be described as 
"ground-covering behavior." 

Similarly, how many of us have observed at one time or another a 
psychol~gist telling ~ group of mothers with a great positiveness which 
ba~ely ~1des a certain amount of contempt that their behaviór toward 
their chddren ought to be accepting. lt is hard to see where the audi
~nce can find out what "accepting behavior" Iooks like. The field of 
~terpersonal relations, however, does have available to it an extraor
dmazy resource-the film-for the purpose under discussion, and it is 
used by some adult educators with great skill and ingenuity. 

The arts often do a very skillful job of presenting desirable models, 
~.oo. !he teacher who analyzes a poem before a group says, in effect, 
Notice now what cues 1 watch for in the language and the way in 

which 1 search for meaning and relate the elements of the poem to 
that cen~ meaning." One of the most significant aspects to this kind 
of teac~mg, as well as so~e of the best of the human relations pro
grams, .Is that. the model 1s presented consciously and .delib(:rately as 
somethmg ~hich the stud~t knows he isJater todo h.imself~,: ,,/ !,;( 

lt is hárd to overeihphasize the importance of the student's. need to , 
be sharp~y a~ of the ~ that ~e is now being introCÍuced t9~,a kbtd 
of behav10r which he must later atfdpt, because we·commoruy üsum:~-
that people .s?melio~ ~:~t~h" .. the !De~g -~e wisb them to acquire 
fr~m an activtty we_ mvol~e tli~m in. But ·there is an aecumulation,-óf 
evtdence from a v~t;ty.Pfso~~ to s!iggest tha_t ~)s~far 'troin tfié 
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fact. The issue is one closely related to the problems of t:ransfer of 
training in leaming psychology: the extent to which people are abJe to 
transfer abiJities leamed in one context to another different contexl 
The idea of transferability of training became somewhat disreputable 
after modem psychologists proved incorrect the notions of "devetop. 
ing mental faculties"; training in mathematics helped a person do math 
but had little to do with>making bim a more rigorous thinker in otber 
fields. 

Sorne more recent evidence suggests, however, that transfer is pos
sible under conditiops which encourage the formulation of sorne verbal 
generalization or principle.9 One need only extend the meaning of such 
evidence one step further to suggest that, on the highly complex cogni
tive level at which much of adult education operates, people must see 
clearly what it is precisely that they are supposed to be Jeaming. The 
claim that adults Jeam about democracy, for example, merely by being 
iovolved in an activity in which they must help develop group con
sensus about sorne problem is a mosfunlikely one. 

PROBLEMS OF COMPLEXITY. The most common difficulty, however, 
and the one with the most drastic consequences, is that beyond the 
skills of muscular coordination we seldom define our leaming objec
tives with enough specificity to make them readily perceivable by our 
students. Retuming to the previous example of golfing, it is easy to see 
that although competence consists in a mastery of a whole battery of 
complex skills, both instructors and students ordinarily have a clear 
idea of what each of the interlocking separate skills looks like. Each is 
therefore amenable to separate demonstration and practice at appro
priate points. 

Many of the cognitive changes which every one of the areas in 
adult education stresses in one way or another are enonnously com
plex but seldom specified in any d~. We often undertake, for 
example, to improve the ski1ls of: makin'g judgments as though this 
were a unitary behavior, when, in fact, it involves at least these very 
different ones: ( 1) an awaren~_ o~,~-IJ~_uwn pr.ejudices, valucs, and 
psychological sets .in,volmfin~, issue:abo.Ut wbidl we are· 
to make the ju~e~!i _(?) .~e ability fO rontrol,~ese at least to tbe 
extent of temPfl~}')us~~~:gt~~:~~~:r~ p~ ~ range ~ skills _ 
involved in assessitlg the .YBJjdityJiñ~retfablhty.Of~evnténce bearing on 
the issue; and (~)_,.,~~-~b.Uity. to di~tjmjgate .. alll:~r:'~'the vari~ ele
ments in volved "in tP.e 1s~ue l!t O(d~r .. t9.· s~rt the_m mto categones of ~' ,., .. 
.the.if significan& 'k5~~is~ue. ·Face~,fjit1fªuch' a &lmplex series of be- .· :"~ ,, . 
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haviors, there is little reason to wonder why so few courses or pro
gr~s succeed to any significant extent in showing improvemenHn 
the1r_s~udents. Th~ next chapter wiJl attempt to take the most common 
cogmt1ve modeJs ID adult education and analyze them into the specific 
sub-behaviors which compose them. 

THE P~OBLEM OP ~CLE. The question of how we should present 
the behaVIor model still remains, and it is one that provides some 
pr?blems peculiar to adult education. The captive, docile pupil of 
pnmary. and secondary schools and the competitive, highly motivated 
student m both undergraduate and graduate programs can be induced 
to do a great deal of concentrated work at something which he does 
not at the tim~ see as particularly relevant. The aduJt student, except 
~ose enrolled m regular undergraduate university programs for reme
dial re~o~, insis~ on ~ately relevant activity. "If the program 
de~s ~Ith mtemational affrurs, why aren't we discussing these affairs" 
h~ Is l1kely to demand. "It's a free country and everyone is entitled ;o 
h1s own opinion, so Iet's just express them." We can seldom induce him 
to read mucb, carefully and analytically, because his participation is 
almost alw~y~ a peripheral part of a busy life. 

Recogrut10n of such a state of affairs leaves us witb little recourse 
but to use meeting time for the important business of presenting 
models or of helping the group develop them through rigorously con
trolled discussi_o~ . .z:o~ately, the range of pedagogical techniques 
f?r sucb an actmty lS Wide; demonstration, role play, and case anaJy
SJS, supplemented by lectures or controlled group discussion can be 
adapted for a great _variety of adult education formats, and for even 
such a rem?te relab?n as the correspondent student the techniques 
of the teacbing machine are useful and relevant to this problem. 

Condition W. The Student Must Have Opportunities To Practice 
the Approp~te ~ehavior. It is remarkable that a principie so gen
erally r~og~ m many fields of commonplace Ieaming shouJd be 
so ~ften 1gnored m more formal educational contexts. Any observer of 
a w1d~ ~ange ?f adult programs, however, must conclude that in many 
cases. 1t 1s ~~ ~~tQ.l'J)t leaqer _who is practicing the,behayl,<Jr,.which 
he Wishes t~ get the. student to adopt, rather than the stu.dent, who 
presumably Is the one whó needs it. 7 - " 

Part. of the di~cliiiy,:of coutse; is time. Adults are often unwilling 
to. praCtJCC 0D thetr O~, gene rally speaking, an~ it ÍS. o{t~ exasper
attng to g~ thro~gh th~-sl~~ process ~f. ':Vorking throu~f!.:.exerdses or~ 
examples m pen99s.set _ _pside for contributions frofu,o~n- expensive. · 
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instructional talenL But practice is so GIUcial that we must begin to 
apply ingenuity to the solution of tbis problem, perhaps, as Jater 
chapters will suggest, by developing special kinds of material and by 
modifying some types of group activities already generally in use in 
adult education. 

Furthermore, the concept of practice, once we go beyond the 
simple and obvious examples such as running a machine or Ieaming 
to play golf, must involve the student in an active search for meaning. 
As Getzels10 points out: · 

Search for meaning may entail a period of fumbling akin to the so
called blind or random trial-and-error behavior. Present theories, however, 
hold that ü the Ieamer is truly searching for understanding in the problem 
situation and not only rote remembrance of steps in the solution, bis appar
ent tria! and error is not random and certainly not blind. He is making a 
real "try" for the solution and is not going through just any behavior of 
which he is capable. The try is the best hypothesis the learner is able to 
make at this particular time, and the instructor should not treat it with dis
dain-even when the hypothesis is wrong. 

Thus, the student needs to have time and the opportunity to make 
mistakes as well as time to work tbrough the behavior model correctly, 
whicb further complicates the difficulty cited earlier. Whatever the 
problems, bowever, the basic issue remains clear and emphatic: lf we 
are interested in having the student learn, he must be active in some 
appropriate fashion; he must have the opportunity to do what he is 
supposed to leam to do. 

Condition V. The Student Must Get Rein/orcement o/ the Correct ~ 
Behavior. During the course of practice the student must get feedback 
as continuously as possible about bis progress. AII theories of leaming 
tend to subscribe to the idea that report on one's progress is necessary 
to continued motivation toward a leaming goal and that reinforcement 

· of the correct behavior increases the chances for its reappearance ata 
Iater point. Reinforcement, as a technicál term, arose as a substitute 
for the idea of "reward," _and, fqrtunately, we have available a range 

--< of psychological rewards·to'~t.ite•ftj_Nñe gÍ"ain aód.bananas of the 
animal experimenters. r ~ ' 

~ Given an adequrue level .. ~ nt9&vation, bo_th chlldren and adults 
accept the knowiedge .Pf be~g:eorréctas ~ipfóreing. Indeed, without 

. indulging in th~~re~~ál tlights into the other-directedp.ess of our cul-
, tu re, on~ might aJm9st view wíth ala_rm the extent to which this can 
tiC deinbnstrated fó be trtie:I(ecent sttidies, for e~ample, crea te a situa- -.-
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tion in which the subject, sitting opposite the experimenter, is asked 
to talk about sorne personal experiences. lf the experimenter, at well
defined intervals, nods bis head, the subject keeps going; if, after a 
time, the experimenter stops nodding altogether, the subject tends to 
peter out and stop; the talking response is simply extinguished. AI1 
teachers, of course, are aware of how useful the nod is as feedback to a 
student that what he has said is correct; few of us, however, are aware 
of how necessary it is to provide some form of consistent reinforce
ment. 

Condition VI. The Student Must Have Avaüable a Sequence o/ 
Appropriate Materials. Here is a principie which bears with particular 
force on the education of adults because we too ofte~ tend merely to 
import materials from other educational contexts without regard to the 
particular needs of the adult student. Many adult programs use instruc
tional help from the high school and the university, and the instructor 
is apt to bring with him the materials he is most familiar with. The 
university teacher in particular often assigns to a group of adults with 
a wide range of capabilities and personal objectives a most fantastic 
series of readings, inappropriate in both difficulty and quantity, appar
ently under the delusion that because they are mature one ought to 
treat them as graduate students. The most satisfactory development of 
materials, not surprisingly, has been done by agencies whose programs 
eliminate the trained teacher; the extraordinarily careful compilations 
of política! readings and cases developed by the Foundation for Con
tinuing Education is a case in point. 

The need for intellectual appropriateness of material requires sorne 
amplification. The fault líes, often enough, not only in the assignment 
of impossible amounts of difficult reading material but in the failure to 
make clear to the student what the purpose of the reading is, what its 
relationship is to leaming goals which he can comprehend ánd find 
personally meaningful. Sorne programs which have troubled to work 
through courses specifically for adults have, for an opposite example, 
re-developed the old method of explication des textes in a most satis
factory way. 11 The students read aloud in the group a difficult text and 
discuss, sentence by sentence, if necessacy, the author's intention, the 
precise shades of meaning, and the structure of the idea or argument 
he is building. This process does not substitute for the broader discus
sion of the ideas of a particular writer, but it is excellent training in 
the severa! basic disciplines necessary and preliminary to good general 
discussion. 
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NOTES 

1. The division of learning theorists into two c:amps is, of course, somewhat 
oversimplified, but it is a useful distinction .often. adopted in th~ li!erature. 
The reader interested in sorne further exploration nught try Roby Kidd s recent 
How Adults Learn (New York: Association Press, 1959); the more serious 
student of adult education will find Hilgard a most useful introduction to the 
tangled world of learning theory [E. R. Hilgard, Theories of Learning (New 
York: Appleton-Century-9"<>fts, 1956)]. As 1 have tr!~d to make clcar in the 
text, it seems to me underuable that the work on cogmhon has far more mean
ing for adult educators than the stimulus-response systems, and 1 suggest, the~e
fore, Scheerer's very well-organized review of learning theory from the pomt 
of view of the cognitive theorists: M. Scheerer, "Cognitive Theory,'' in Lindzey's 
Handbook of Social Psychology, Vol. 1 {Reading: Addison-Wesley, 1954), pp. 
91-142. 

2. The view of the thinking process as essentially one of the categorization 
of sensory data is as old as the Greeks, but 1;1ntil recently the p~ocess ~as sur
prisingly little studied by modem psychologists. Bruner and h1s ~soCiales at 
Harvard revitalized the area in a five-year study of concept format1on cha~ac
terized by an exceptional ingenuity. Sorne of the findings of that study are Ciled 
in Chapter 3. Bruner went on to suggest applications to public-school education 
in a report he wrote of a conference on science education, a small book which 
has had more sudden impact on the thinking of public school people than any 
other 1 have ever seen. See J. S. Bruner, J. J. Goodnow, and George A. Austin, 
A Study of Thinking {New York: John Wiley, 1956); J. S. Bruner, The Process 
o/ Education (Cambridge: Harvard University Press, 1961). Also: E. C. Tol
man, "Cognitive Maps in Rats and Meo," Psychological Review, Vol. LV, No. 4 
(1948). 

3. One of the sharp 8fea:'i of disagreement. in learnin~ ~eory is still .tbe 
question of whether or not 1t must depend, directly or mdirectly, on ~v~
reduction. The case for the irrelevance of such a theory for adult leammg 1s 
made bitingly by Harlow: "There are logical reasons why a drive-reduction 
theory of learning, a theory which emphasizes the role of interna!, physi?logical
state motivation, is entirely untenable as a motivational theory of learnmg. The 
interna! drives are cyclic:al and operate, certainly at any effective lev~l of inten-

. sity, for only a brief fraction of any organism's waking life. The clasSJcal hung~r 
drive, physiologically defined, cease~ almost as soon. as f<'!od-o~ nonfood-1s 
ingested. This, as far as we know, IS the only case m. wh1ch a smg~e swallow 
portends anything of importance. The te~~oral brev1ty C?f operat1on. C!f ~he 
interna! drive states obviously offers a mJDimal oppo':'uruty for C?ndihomng 
and maximal opportunity for extinction. The human be!fi&• at least m t~e c~m
tinental United States, may go for days or even years Without ever expenencmg 
true hunger and thirst. lf his complex conditioned. responses were ~ependent 
upon primary drive reduction, one would expect ~ to regress rap1~ly t? a 
state of tuitional oblivion. There are, of course, certain recurrent phys.tologJcal 
drive states that are maintained in the adult. But the studies of Kinsey indicate 
that in the case of one of tbese there is an inverse correlation between presumcd 
drive strength and scope B:Dd bread~h ~f. lcarning, an~ in spite of the a~leged 
reading habits of the Amencan public, 11 1s hard lo beheve that the other IS our 
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major source of inteUectual support ••.• " Harry F. Harlow, "Mice, Monkeys, 
Men, and Motives," Psyclzologiool Review, Vol. LX, No. 1 (1953 ), p. 25. 

4. Harlow, in the same article cited in the previous note, points out that 
"there was as much evidence to indicate that a strong drive state inhibits learn
ing as to indicate that it facilitates leaming," and there is a fair amount of 
support f~r his opinion in the literature generally. The consequences of very 
str~ng dnve states appear to be, as one would guess, a focusing and narrowing 
of mterest to tbe particular satisfier of the drive and a neglect of every other 
feature of the field. lt would not be too far off the track to suggest that an adult 
edu~ation anal~gue migbt be concentration of the adult degree student in 
busm~ss. edu~tion o~ those courses wbich are relevant to tbe degree he needs 
and his lDlpatience wtth wbat he often sees as the humanistic "frills." 

5. Wayne A. R. Leys. "Tbe Two Roles of the University in Adult Educa
tion," Journal oj Higher Educa/ion, XXVI (January, 1955). 

6. The approach and the terminology here are recognizably Kurt Lewin's 
conception of the force field. This view might suggest that we approach the 
a?ult student's motiva~on as a field of both positive psychologicat forces moving 
hin;t toward the l~g goal and negative ones taking the fonn of various 
resistances. The opt.ion of attempting to increase the force of the positive vectors, 
one ~~ tend ~u~y to take, often results only in increasing the opposing forces. 
Lewm s analysis, mstead, leads one to try to remove the resistances. 

The whole problem of the adult student's motivation, 1 am convinced, has 
been so far treated most superficially and needs re-examination in the light of 
somewbat more complex conceptions. Murphy's discussion of the affect of the 
early canalization of fairly broad drives deserves sorne study, for example, and 
even more so do McCleUand's studies of the achievement motivation. As a field 
we tend to be about a generation behind the available body of information and 
theory relevan! to our purposes in the behavioral sciences. See D. C. McCielland, 
T~e Achieving Society (New York: Van Nostrand, 1961); G. Murphy, Person
allty (New York: Harper, 1947); K. Lewin, Resolving Social Conflicls (New 
York: Harper, 1948). 

7. For a discussion of this problem with specific reference to the training 
of adults, see L. Bradford and P. Sheats, "Complacency Shock as a Pre-requisite 
to Training," Sociatry, 2:1, 2:38-48 (April, August, 1948). 

8. _The difficulty ad~t education programs have in setting up any sort of 
scre~rung procedures anses from two sources: one is the financial necessity of 
gettmg as ?JaDY stu~e.nts as we can for a program which must pay for itself; 
the o~her. Is the polit.ical ~barrassment of asking sponsoring or cooperating 
orgaruzalions to screen the1r own mernbers. So, we almost never introduce 
screening devices. Neither do the public schools, because by law they must 
accept all com'lrs; but once the schools get their heterogeneous population 
they ~roceed to n:cognize ~gogical reatities by devising a wide variety of 
group!ngs to prevent the ability range from getting too unmanageable. In our 
case, tt does not seem to me a nec:essary part of the democratic dogma to insist 
that somewbat dull-normal individuals be forced or lured into situations ot 
intellectual demand which their own pride prevents them from leaving and in 
whtch they are miserable. 

We should not confuse this issue of individual differences in what is essen
tially a verbal or conceptual capacity with the old argument about whethu 
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adults can Jearn or not. Though we know better, we often talk as though pe~ple 
learned onJy in special k.inds of situations, and as though the rest of the _ume 
they were static dischargers of previous learnings. For years we defens1vely 
used the work of Thorndike in the thirties to prove that adults can learn, a_s 
thougb it were a momentous discovery to find that a~ults were able t? _comr;ut 
nonsense syllables to memory almost as fast as a chtld can! The rapi~•ty With 
which any normal adult on a new Job leams the subtle and compl.ex mfor~al 
social systems of the new group to wbich he comes, a task which a social 
psychologist may spend weeks on; the ease with which we lea~n our w~y arou.nd 
a new town, both geographically and sociatly; the amount of mf~rmatton w~Ich 
the sports buff integrates and retains comfortably, on on.e read1;0g, ~very .time 
he reads a sports page; the concepts gained and ~e sli~ht shifts . m att.ttu~e 
arising frorn a talk with a stranger on a bus, a ~oppmg _trip, a movi.e, a famtly 
crisis-people do not move tbrough such expe¡:1en~ wtth~ut drawmg c.o~clu
sions, making generalizations, reaffirrning or reJecting p~eviously,-held op!Dlons, 
and storing and integrating relatively large amounts of mformation. 

To ask the question whether adults learn, consequently: see~s to me n~n
sensical. We do need, bowever, to ask what kind of facility With the specia~ 
world of verbal symbol systems our particular program demands. and to de a 
realistically, either before admission or after, Wlth the correspondmg range of 

ability of the students. U · · · th 
A symposium on adult learning sponsc;»red _by Syracus~ mversity m .e 

f 11 f 1962 focused a variety of contemporary vtews on the Issues of the adul~ s 
c!pa~ity to Jearn, motivation, and similar topics. The co~fere~ce papers WJII 
soon be available from University College of Syracuse UruverSJty. 

9. The professional reader interested in the problem ~f .transfer should .Iook 
at George Katona's classic study, Organiz:ing and Memor1zmg (New -york. Co
lumbia University Press, 1940), and E. R. Hilg~d's survey of leammg tbeory 
cited reviously. Hilgard and his colleagues did sorne. follow-up work on 
Katon~'s experiments which introduces sorne notes of cau~10n: ,.see, for .example, 
their article, E. R. Hilgard, R. D. Edgren, and R. P. Irvme, ~rrors m Trans
fer Following Learning witb Understanding," Journal of Expe~unental Psychol-
0 , Vol. 47, No. 6 (June, 1954). Tbe optimistic vie~ of this chapter toward J! generalizability of learning is based on such relatively recent ~ork as that 

d 
· D H Lawrence and J DeRivera, "Evidence for Relational Trans

reporte m · · · . ¡ · 1 p h ¡ Vol XL VIl 
position," Journal 0 ¡ Comparative and Phys10 ~g1ca syc o ogy, · "The 
(1954) and particularly on Harlow's work wtth monkeys reported m 
Formation of Learning Se,ts," Psychology Review, Vol: L~~ (J~~uary, 1949). 
Th tion that in humans such transfer of learrung 1s facihtated br the 
ab~it~uf!~ake verbal formulation of the principie can be beld only tentative~y 
in view of sucb evidence as that in H. S. Stevenson, Ira Iscoe, and Cl~udta 
McConnell, "A Developmental Study o~ Transposition," Journal of EJ.penmen· 
tal Psycl10logy, Vol. XLIX, No. 4 (Apnl, 1955). 

lO. J. w. Getzels, Lec.rning Theory and.Cia~sroom Practice in Adult Edu· 
cation (Syracuse: Syracuse University: Uruvemty CoUege, 1956), p. 5. 

11 Galway Kinnel The Basic Program at Chicago, Notes and Essays No 
11 (Chlcago: Ct:nter f~r the Study of Liberal Education for Adults, 1955). 
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Lesson 1 
.. . ·, 

' )· "'' . 

. , THE, FORMATION OF CLOUDS '.---. r'~ ....... , ~·~~/~.;'t., '·• 

l ~'' 

.f\t the end of this l~sson . you _.sho'\}ld be able. to 
< ·~· .- ~~..... ~ ·,," ~~~, 

o list "the major gaseous constituentsTof:-:thez'atmosphere.---~·. . · · 

o · describe the concept of áir ·pre·~-sÚre. · 
' ' .~ 

< ' 1 • , ••• l ~ 

o· describe the principie .o~ .the ,merc_ury _and aneroid bp.rometers. 
• ~,.,.¡ ~· 'i ¡_, ~-.~·-·~~·t ' 1 -t·¡l ~~ _t ·.;:::{ ~ ,i 

calc':llate · relatiye humidities from the'. tables provided. _ 
. .. 

o describe 'the cond~nsado~. p'rbcesse_s. witÍün a.' cloud~.; ·: 
1. ~ ' J ' 1 } ' ' ; ~ ' 

~--'.o o .. list the,·mech:.tnisi'ns 'Ínvólved 'in- cooling 'llir' to -satu~ation._·¡ 
1 •• • 

'., ·~ ,, '")''~ .. ~. ,"' _, .. -~~--~- ,'''•~ ~-j 

o · identify the criteria for clássifyiilg · cloúds~· 
_. ~,. ','' '• ~'""--.,.·~' e -~ :• t >/1 1 ."t '.,~.' ~, :·~ ,,~,< ,•,•' ' ' -' .> ', • o 1 -~ - - :· .... ~~r ... '~ ~:.~, 

, .. ' 

: f "": ;_ -

"' . . ' .·,; 

· OÍ' á1l·tlie weather elements·, clouds and· precipitation élr~ the -_m_os~ obvious. 

- · Fbr this rcason we -will: begin ·our. study. of -the.~we(lther:~:wi~:Q a~ qj,s~_ys,~.i9~:.9~ }he 
~ ¡ 

formation -''Of clouds. . O ver· .thé centuries: that . man-,has studied- weather,- certain 
1 - '' _,__ • -~ ' -.. ' -. ... - ~- .. 1'~ 

physical- factors ha ve .been ~found to:. be :basic Jo. w.eat;her ,_con.c!i!iCII!ª -.~pd. ",Vea~-~.er 

'chaM"es. ·' ·In, 'this chapter, we will ·nrst, examine ·_the comp_QsiÜCI!l:: ():f.:.. air_.-: _the~ 

;~he' c6ncept)of air pressure, and fiilally the .relationship bet\y~en _,air,. pr:es~ure and 

·áir "température. Emphasis will ·be placed oli the 'iinportance'' ,of w~t~f. in ~e 

atmosphere. Since water can exist as a vapor, liquid, or solid in our atmosphere, 

we will delineate the conditions necessary for a particular state to exist and the 

meteorological consequences of the change from one state to. another. In particular, 
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Lesson 1 

we wiE consider the natural processes involved in the cooli¡;_g of air to cause: con

densation of water vapor and produce clouds, and will dü:cuss the various types 

of fogs and clouds. 

A. THE COMPOSITION OF AIR 

111e Greeks gave meteorology its name. The Greek word meteora refers to 

phenomena in the air, but meteorology is a study of only sorne of the things in 

the a ir. (In certain references the term hydrometeor is u sed to describe the 

state or effect of the three physical phases of water--solid, liquid, or vapor--in 

the atmosphere or at the earth' s surface, that is, clouds, fog, rain, snow, ar.d 

ice crystals.) The Greeks, who believed earth, air, fire, and water to be t.:¡e 

four iundamental elements in the universe, never 

recognized that air is, in reality, a mixture* of 

various gases. Today we know that there is no 

such thing as a molecule"' of air. Air, in fact, 

is primarily a mixture of nitrogen, oxygen, carbon 

dioxide, and monatomic argon molecules. It is 

Mixture: A material 
composed of two or 
more substances, each 
of which retains its 
own characteristic 
properties. 

important, in what follows, to recognize this molecular composition of the atmo

sphere. Each constituent of the mixture acts independently of the others. This 

mixture, which tends to be relatively constant in its proportions in the lower 

layers of the atmosphere, is called dry air. However, in these lowest layers, 

water is also a small, but extremely signific<l;nt, constituent. 

Not until almost 2000 years after the Greeks introduced meteorology were 

scientists able to isolate the gaseous constituents of the atmosphere. Ironically, 

the least abundant gas, carbon dioxide, was isolated first. Joseph Black of 

Scotland discovered carbon dioxide in the air in 1756. · In any given volume of 

dry a~r, carbon dioxide comprises only O. 03% by volume. The most abundant 

gas, nitrogen, was discovered next by an Englishman, Daniel Rutherford, in 1772; 

it comprises 78% of a volume of dry air. Meteorologically, nitrogen is of interest 

:·words followed by an asterisk are defined in the Glossary. 
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only for t!w role it pLlys in forming the eartn' s ionosp:1Cre'· and :L.-: the production 

of auroral l(sht*. ÜA'Ygen, which constitutes about 21% j Ionosphere: A region 
oí air by volumc, was d1scovered by Joseph Priestley 

in 1774. This gas is important in most biological 

of the atmosphere from 1 

about 50 to about 250 l 
.-::üles above the earth's 

activities. Argon, discovered 120 years later, in 

189~, by Lo1·d Rayleigh (John W. Strutt) and William 

surface. 1 

Ramsay, comprises less than 1% of the total volume of dry air. Table 1.1 lists 

the various constituents of dry air and shows their rela~ive aboundance by volume. 

Table l. 1 

COMPOSITION OF DR Y AIR 3ELOW 50 MILES 

Nitrogen 

Oxygen 

.t\rgon 

(by volume) 

Carbon dioxide 

78% 

21% 

l% 
0.03% 

The particular mixture of gases given in Table l. 1 exists only within the 

first 50 miles of t1e earth' s atmosphere. Above this level, air consists mainly 

of monatomic oxygen, hydrogen, and helium, as a result of complex photochemical 

reactions induced by radiation from the sun. By far the most important gas 

found in a ir, from the meteorological viewpoint, is' water vapor, which may vary 
1 

from O to volume percentages close to 4%. Approximately 99% of all atmospheric 

water vapor is found bclow an altitude of 6 miles (see Weather, 1 pages 34- 36). 

Water vapor* not only is important as the raw material for clouds and pre

cipitation but also acts to regulate the atmospheric temperature via the green-
, 

house efiect. (The greenhouse effect will be discussed later in this lesson.) 

B. .{UR PRESSURE 

Withip the atmosphere, the mixture of gases is in a constant state of 

agitation. (Each molecule has a maE;s depending rm its atomic structure and is 

moving about at great speec.ls.) This molecular motion exhibits itself as a force 

() 1 See the Golden Science Guide, Weé"tther--A Guide to Fnenomena and Forecasts. 
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J~.1.J1st any surface. In a parcel of air ::he biüions of mo~ccu:es, with dii'l'ercnt Q 
masscs and speeds, collide with each other and with any surface with which ::hey 

come into contact. These billions of impacts exert force on objects in the air, 

such as dust, and on surfaces. Force on a given surface is the total of impacts 

over the whole surface. For convenience in measurements and calculations it is 

better to use the idea of pressure,* that is, the total force divided by the total 

area. This concept is expressed mathematically as 

per 

Force 
Pressure = Ar • ea 

13y definition, pressure is the force per unit area. 

Pressure may be given 

km 
square meters (--) sq m 

in pounds per square inch ( lo~ ) or kilometers 
sq m 

or grams per square centimeter ( g ) • sq cm 

The bomhardment of the air molecules against the surface of the earth is 

the result of the 6'Tavitational attraction of the earth on the molecules of the air. 

In terms of a hypothetical column of air over a point on the earth's surface, 

this bombardment is considered to be the weight of the total air column. Molecules Ü 
b of the atmospheric gases, being attracted earthward, create a net pressure of 

approximately 15 lbs on every square inch at the surface of the earth. In other 

words, the atmospheric pressure at the earth's surface represents the weight of 

JJl entire column of air with a cross-sectional area of 1 sq in. Because the gas 

moleculcs are moving in all directions--up, down, sideways, back and forth--the 

atmospheric pressure will be the same on~ any exposed surface, no matter how 

the surface is oriented with respect to the ground. If the surface is elevated 

farther and farther above the ground, it will be eA.lJOsed to lower and lower pres

sures as a consequence of having to support a smaller column of atmosphere 

ahove it. 

Two examples can illustrate the presence of atmospheric pressure. 

First, consider the molecular irnpacts on an empty cardboard box, as 

illustrated in Figure l. l. When the action of the molecules in the air is the 
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' 
Figure 1.1 Molecular impacts on box 

Figure 1. 2 Inverted glass partially filled with water 
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sc~me botl1 m the box and oui:side it, the Üi.ipo.cts ca:1cel each other out, preventing 

either the inward or the outward collapse of the box. If, however, a pressure 

difference exists between the inside and the outside, the box will either explode 

outwc~rd or collc~pse inward, dependmg on which side of the wall receives the 

greatest impacts. 

A second illustration of the effect of molecular impact in the atmosphere 

in vol ves use of a piece of cardboard and a glass partially filled with water, as 

shown in Figure l. 2. If you place the cardboard over the top of the glass and 

then invert the glass, holding the cardboard in position, you will find that the 

cardboard remains in position when you remove your hand. When the glass is 

inverted, a partial vacuum is created in the air between the bottom of the glass 

and the top of the water surface within it. The molecular impacts on the under

side of the cardboard are sufficient in this case to support the water, which may 

weigh c~t least a half pound. The pressure of the air trapped in the glass is less 

than thc prcssure of the atmospherc outside acting on the cardboard. Thus, the 

atmosphere can support a column of water in a glass. 

Most of us rarely appreciate the many ways in which air pressure works 

for us. For example, even the simple act of sucking soda through a straw would 

be irnpossible if it were not for the fact that air has weight. When drawing the 

a ir from a straw, we crea te a partial vacuum, or a pressure reduction, inside 

the straw. The full weight of air pressing on u.l¡e fluid in the glass or bottle 

(sec Fi¿,rure l. 3) excrts a pressure greater than that inside ti1e straw. Then, as 

a rcsult of the pressure diffcrencc betwecn the insidc Llnd outsidc of the strLlw, 

the fluid is forced toward the lower pressure region in the straw and then into 

the mouth. As in the case of the water pump described below, the pressure of 

the air on the water surface is transmitted through the fluid, which must move 

toward the region of lowest pressure. 

The Barometer 

The device used to measure atmospheric pressure, the barometer, is based 

on the concepts we have just illustrated. 
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In the 17th century, Europeans recog;mzed a problem with the water-lift Ü 
pumps in their wells. People were puzzled to learn that if they dug a well m 

which the surface of the water was greater than 34 ft below the lift pump. the 

pump would not bring up the water. An Italian natural philosopher, Evangelista 

Torricelli, concerned himself with this phenomenon; he concluded that air had 

weight and that the pressure of the surrounding air had forced the water up into 

the pipe of the pump. He had experimented with columns of mercury (a liquid 

element about 14 times as hea vy as water) and had shown that the weight of the 

atmosphere supports a column of mercury 30 in. high, or a column of water 

34 ft high, and no higher. 

A lift pump, illustrated in Figure l. 4, contains an enclosed pistan which is 

moved up and down in a cylinder by a pump handle. Upward motion of the pistan 

causes small valves in the pistan and at the bottom of the cylinder to open. A 

parti...tl vacuum in the water pipe is created in the initial upward action, because 

the tot .. ll volume in the cylinder has be en increascd without additional air inflow. 

As a result, the pressure inside the cylinder is less than the atmospheric pressure 

on the well water, causing water to be forced upward into the cylinder to fill the 

void. Water in the cylinder cannot flow back down because the lower valve 

clases on the downward motion of the pistan. Thus the water in the well, acted 

upon by the full pressure of the atmosphere, is forced upward by the pressure 

differences between the top and the bottom of the cylinder. Since the normal 

pressure of the atmosphere is sufficient to support only a 34 ft column of water, 

a single lift pump could no't: draw water from a well deeper than 34 ft. 

11.. result of Torricelli' s investigation of rhe problem of pumping water was 

thc invcntion, in 1642, of the barometer. The barometer is the instrument used 

to mcasurc the weight of the atmosphere--that is, the pressure exerted by the 

atmosphere. In fact, the word barorneter is derived from the Greek root baros, 

meaning weight or pressure; hence a "wei.ght meter." 

The Torricelli barometer, illustrated in Figure ' -.l. o ;) ' 

n.J.rrow glass tube, about 36 in. long, enclosed at one end." 

consists simply of a 

The tube, filled with 

mercury, is inverted and placed in a dish of mercury. Tne level of mercury in 

the tubc falls untll the air prcssure on the surface of the mercury in the dish 
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Figure l. 5 Torricelli mercury bar-ometer showing sea-level pressure 
(30 in. of mercury) 

~ , ~ ,..., roo 

bw"• ,...;ti) 
11 •• 
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r~~Jt2~t..:·: e: :~Gss:-j: :: .. ~ 
~.~ .. l~.JC:7;.:..~~ 

Figure l. 6 Decrease in pressure with increase in elevation 
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supports the column of mercury in the tuDe at a level of atoüt 30 in. It can 

support no greater weight of mercury than this, and the space in the tube abo ve 

the liquid is a vacuum. The diameter of tlle tube is immaterial as long as the 

exposed surface area of the mercury ln the dish is sufficiently large- -that is, is 

greater than the area of the tube. The toi.al atmostJ:1eric force exerted on tte 

exposed surface are a balances the weight of the column of mercury, once the 

final weight has been attained. As atmospheric pressure increases, the mercury 

in the tube will rise; as pressure decreases, the mercury falls. Thus the height 

of mercury in the tube re.G.ects the pressure L"1 the atmosphere and its variations. 

Although you could perform this ex-periment easily at · itome, the price of the 

several pounds of mercury that would be required is prohibitive. It is possible 

to construct a barometer using water instead of mercury, but since the atmosphere 

supports 34 ft of water, the tube would ha ve to be 34 ft long- -a highly inconvenient 

means of measuring atmospheric pressure. 

Other Europeans experimenting with Torricelli' s barometer observed that 

pressure changes are related to weather changes. They noted that the weather 

was generally fair when the column of liquid rose, but that the column sank when 

the weather was stormy. 

In 1648 Pascal had a Torricellian barometer carried to the top of Puy de 

Dome in southern France. At the top of the mountain the mercury column was 

found to be ~out 3 in. shorter than it was at the base of the mountain. 

The mercury barometer officially used by the National W eather Service 

today is essentially the same as Torricdli's device. The only differences are 

a more precise measuring scale and a much more sophisticated mercury reservo ir. 

Units of Pressure 

It should now be clear what the weatherman means when he tells us that 

the pressure is 29. 58 in. of mercury and rising. The worldwide range of pres

sure change is only approximately 6 in. of mercury. The lowest reading of 

pressure ever observed was 25. 9 in. of mercury, recorded in the eye of a typhoon 

in the Pacific Ocean. The highest pressure ever recorded, just over 32 in. of 

mercury, was observed in the cold, wintertime interior of Siberia. 
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In sc .. ~ntific works pressure is rarely measured using a scale graduated 

in inches of mercury. U sing metric units of length, the chemist and the physicist 

gene rally measure the height of the mercury column in centimeters or milli

meten> of mercury. Sea -level pressure is roughly 760 mm of mercury (where 

25. 4 mm = 1 in,). Since these units of pressure measurement are djrect measur,es 

of the height of thc mercury column, they at"e dependent upon volume changes in 

the mercury in the tubc due to changes in tempcrature. Thus temperature cor

rections must be mJ.de to achieve an accurate pressure readir.:.g. A measurement 

of atmospheric pressure that employs the conce.pt of force and is independent of 

the propel·ties of any substance was developed by meteorolcg:sts and is ahnost 

universally used. It is thc millibar scale for the measure of pressure. A milli

baJ.-* (mb) represents a c~rtain u;lit force applied to a unit area. Normal sea-

leve! prcssure is about 1013 mb. Therefore, 1 in. of mercury is equivalent to 

33. 86 mb (see Table l. 2). 

l. 

Table l. 2 

SCALES OF PRESSURE MEASUREMENT 

Ways of Indicating Pressure 

Mcasc:re of a column of llquid 2. b Direct measure 

Mcrcury (Hg) 

1 stJ.ndJ.rd 
atmospl-:.e...-e of 
pressure = 29 
in. of i-ig (Eng
lish units) 

or 

760 mm (760 
torra) of Hg 
(merric units) 

WJ.ter (H2 0) 

standard 
atrnosphere of 
prcssure = 34 
ft of H2 O 

1 standard atmosphere of 
pressure = 15 lb per sq in. 
( Enghsh units) 

or 

1013 mb (metric units) 

a. A torr is named for Torricelli, the inventor of the mercury barometer. 

b. Direct measure is a theoretical concept; it is derived by convertir.g the 
he1ght of mercury to millibars at a certain temperature. 
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The worldwide range o; pressure in metric units is about 2GO mb. The highes~ 

pressure ever rcported in the United States was 1063. 3 n.b (31. 4 in. of mercury), 

recorded at Helena, Montana, on January 9, 1962. 

l1arometer readings at any given station must be corrected to insure that all 

stations read essentially the same propen:y of the air. Only in this way can 

pressures at different weather stations be meanir.6fully compared. The two main 

corrections are (1) the room temperature correction and (2) thz sea-level cor

rection. Corrcction for room tempera~ure (which gives us statior. pressure*) is 

necessary because the temperature of the room in which the mercury barometer 

is located affects the level of the mercury. In a warm rc8m t.~e mercury expands 

slightly and wdicates a higher pressure than would be shown by a barometer in 

a cold room, where the mercury tends ;:o co>1tract. Correction for sea level 

(sea-level pre:ssure*) is necessary because elevation affects the barometer read

ing, as is illustrated in Figure l. 6. A barometer at a mountain st;:..tion such as 

Denver, Colorado, would always show a lower readir.g than a barometer at 

Lincoln, Nebraska, because ;:he differen.:e in eleval:ion of these two ci::ies is 

nearly 4000 ft. The mountain station reading is lower because at liigner elevations 

o 

the number of molecules in the air is less than at sea level, where the weight Q 
o1 a dccpc1· column of thc atmosphere must be supported. The düference can be 

compcu·cd to that bctwccn rile wcigllt of sea water wllen mc;,¡~u red on a scale 

immc r:-;cd just beneath the ocean surüce and whcn the reJchng is m acle nea r thc 

hottom of t he ocean. Obviously, therc is much more water over the scale near 

the bottom than just beneath thc surface. 

To avoid always fiDding low pressure over the mountains and high pressure 

over stations near sea level, meteorologists correct their barometers assuming 

that the atmospheric column extends down to sea level. The weight of this 

imaginary mass of air is added to the observed station pressure to arrive at the 

corrected sea-level pressure. This adjustment to correct ior station elevation 
' 

assures that, for the most part, the pressure variations we observe indicare 

weather changes and not merely elevation diffe-rences. 

The Aneroid 13arometer. Another type of barometer found frequently in 

homcs ancl offices is the aneroid barometer, illustrated in Figure l. 7. This 

dcvicc cont.üns a partially evacuatcd, corrugated metal can that ex-pands or 
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Figure l. 7 The ap.eroid barometer 

¡ ':<r.r~ Oír JlllJG 
~~.:::.~~~il'ml;i) ~O.AC&t 

Figure l. 8 The fog bottle 
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contr..1cts in response to atmospheric p_¡_·cs.su:re changes. The principie u:volved 

here is the same as that discussed in the cardboard box example earlier. 

Atmospheric pressures greatcr than thos8 i;¡s ... de the container cause the can to 

"coll...tpse" slightly. A lever and pen-ar;-11 attached to the ca1'1 record the "breath

ing" of the can in response to the chan;,;og weight of the atmosphere. The aneroid 

barometer can be conve¡·ted illto an al~imeter by substituting a dial with values of 

altitude in place of pressure. The altLneter indicares the altitude of an aircraft 

by actually measuring the barometric p1·essure at that altitude. Becaüse the 

atmospheric pressure changes over tlme and space, the pilot must always set 

!lis alrimeter- barometer to the pressure reading, at the local airport. 

The Gas Law 

Late in the 18th century, chenüsts in bol:h England and France d:..scovered 

simple relationships bet-ween the volume of a gas and the p:Lessure it exerted 

(11oyle's Law) and between the volume of a gas and its temperature (CJ:.arles' 

Law). (If you wish to review these laws, consult a high school chemistry text.) 

La ter these two concepts were combined. Thus, in still a ir, only two factors--

o 

2 
the density* ( p) and the temperature* (T) of dry air- -determine the pressure O 
exerted by the atmosphere. 

The density is a measure of the weight and num!Jer of molecules present 

in a given volume. Mathematically, density is equal to the mass (M) per unit 

of vol u me (V): 

r = M/V. 

Uml::, of density are cxprcssed a::; grams per cubic centimeter or pounds per 

e u bic foot. The tcmpc rature is, in reality, a mea sur e of the speed of the 

molecules. The pressure (P) is then proporcional to the mathematical product of 

the clensity and the temperature, or how heavy the molecule::; are, how many 

therc are, and how fast they are moving. This relationship is referred to as 

the Gas Law. The Gas Law can be ex~ressed in symbolic form as 

(Pressure = density x gas constant x temper;:¡ture), 

2 p, the Greek letter rho, 1s commonly used as a symbol for density. 
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where Hct is tne propo:;.·uor.::ll~i)' coust.::_;-.~ • .::o.:;;:aorJ.y called the gas cú;-.s~ailt, for 

dry air. Tl1e gas constant al so accommodates differencei.i in the units of pressure, 

density, rrnd temperaeure. 

From the Gas Law we see that the pressure will in.::rease if tbe density in

creJ.ses at constu.nt terr.perature. An increase in density can be accomplished by 

increasing ciü;.e:;- the number or mass of the L---ld:~vidual molecules in a given 

volume, or by decreasing the volume tl-.rough compression while malnta:i.n~ng 

same mass. Likewisc, a net increase in mokcular speec! (which is indicated by 

a temperature L.1crease) w:U.l ii1c1·ease the ¿ressure at constaat density. Th!s 

relationship is complícated, however, by tr.e f~1ct <.hat temper&.ture changes affect 

ü;.e dcnsity if the volurne is allowed to vary. Normally. if we heat air, that is, 

increase its temperature, we decrease its de~sity at the same time. Heatir;.g

causes a given parcel of air to eh-panel, and t~ms the molecules move farther 

apart, thereby reducir;J ü-.e deasity i:hrough an increase in the volume. A par

tially inflated balloon se.cves as an ex.:lmple of t:1e temperature-volume relation

ship undcr constant atmospheric pressure. Allowing the air in the balloon to 

warm causes the balloon to expand in volume. Conversely, the bailoon wlil con

traer if 1t is placed in a refrígerator. So warming the air does not neccssaríly 

increase the pressure. In fact. under normal circumstances, the density de

crease resulting from heating will domínate, and the pr,essure of the heated air 

will actually be lower than the pressure of the air befare it was heated. Simi

larly, cooling rhe air usually increases the dens;:_y to such an extent that there 

is an incrcase in thc air pressure. 

Consider .1 parcel of air of constant mass. If this parcel is carried up

ward from the surface of the ground, it will experience lower atmospheric pres

sm:es for the reasons eh.--plained earlier. From the Gas Law and other physical 

consiclerations involving heat, we see that the temperature of the parcel will be 

cooled, provicled no other heat is either supplied or removed. (External heating 

o1·. cooling can be accomplished by heating by the sun, radiative cooling from the 

earth's surfacc, or evaporation-condensation of water. All these processes will 

be described later.) As we will see la ter in this chapter, significant meteoro

logical cvcnts occu r when a rising parccl of air cools or a t>inking parccl warms. 
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l~encraily spea.ku~g-, warm air is less dense tliJ.~~ colli ;:,.u· and excr~s le.-.;s 

pt·e~sure. Cold aü· is so dense th.1t the pressure u~ually incrca.sc.s as thc air i::. 

coolcd. 'J11Us, one of thc first difiiculties in finding a direct relation between 

pressure and temperature becomes apparent. Even more se:;::.·ious corr.plic.::J.L:;.ons 

..irise when air in motion is considered. The ef.fec~ of wi..-1d on the piling up and 

~hinning out of the air is very s1gnificant. These effects a:i.so tJroduce pressure 

increases and decreases and are of such importance that an entire section will 

be devoted to the problem in a later lesson. 

C. WATER VAPOR IN THE ATMOSPHERE 

Understéi.nding the presence of water molecules in the air is basic to under

standing the physical pro..:esses involved in the fori~·1ation of clouds. Water is 

unique; it is the only substance that occurs naturally in our atmosphere in all 

three phases: sol id, liquid, and vapor. Water L'1 sólid form appears as ice or 

snow, hail, or sleet. The liquid form appears as rain 

or cloud droplets'~; thc vapor, or gaseous, phase is in

visible. (One should not confuse vapor with steam, 

which is visible due to the large numbers of wc.ter drop-

lets it contains.) Condensation* is the terrr1 used for the 

Cloud drople<: A 
small sptencai p..;.r
ticle of liquid water 
with a diarr:2ter 
ranging fro.11 O. 0003 1 

to O. 0024 in. 1 

' 
phase change from gas (vapor) to liquid that occurs as a result of a large number 

of water molecules bei11g brought clase enough together to form droplets. 

Whcn water molccules change from the va;Jor to ~the liquid phase, that is, 

wllen comlcnsation occurs, a cerl<.lÜl amount of heat encrgy is rclcased JS a 

rcsult of the slowing down and aggregation oi the individual molecules. I3ecause 

in thc liquid pllase w.1ter moleculcs are more tightly packed or bound together, 

the liquid phase is said to be a lower energy state of the substance than the vapor 

phase. This is more easily understood when it is recalled that heat must be 

added to a liquid substance in arder to reiease the molecules from the:;,r clase 

prox1mity to one another. The addition oi heat separares the molecules and 

results in the vapor phase. Generally, the evaporation* process, where a hquid 

changes to a vapor g ís just the rever se of the condensation process. L1 the case 

of liqllid water, 540 cal (calories) of heat are required to vaporize a gram of 

water. Conversely, when water vapor condenses, 540 cal per gram oí heat are 

re lea sed to the a :ir. 
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Condensation: V ..1por Ph,1sc __,. Liquid Phase + Relea sed Energy of Conctens;.¡tJ.on 
(high encrgy statc) (i. e., latcr.t heat release) 

P.v..1porJtion: Liquid Ph..1se + 
(low energy state) 

Added Energy of Evaporation -Vapor Pnase 
(high er:crgy 

stat0) 

From t!üs brief description of the condensation-eva;Joration processes, 1t 

becomcs reddily apparent that we must have sorne measurc of ti1e gaseous Wáter 

in thc atmosphere. Water vapor is not one of the atmosphere's most abund.:mt 

substances. Indeed, there may be places and occasio:ns when there is virrual~y 

no water vapor in the air at all. This requires the defining of a special terr.ü

nology 1 which describes the quantity of atmospheric mois::Ure. In general 1 the 

term humidity* represer.ts sorne measure of tl1e water-vat:~or content of air. In 

everyd,q experíences, we norrnally think of "hum id" conditipns as those in which 

thc mor:-,wrc cor.tent of the .J.ir is quite h~gh. However, these are only qu.:~i~t.:Ltive 

cvalu;.¡tions and are unsuitable for scientlfic investigations. We will now im;:odücc 

severa! quJ.ntitative terms used in meteorology to describe the amount of w.1tcr 

v..1por in the atmosphere. This. can be approached either from direct measure

ments of the amount OÍ observed vapor or by determini;r.g the point at which 

condensation is able to take place. 

Vapor Pressure * 

Recall that iD a gas mixture, each constituent acts independently of the 

other. Onc way of measuring humidity in the atmosphere is to obtain a measure 

of thc pressure exened by the water vapor present in the air parcel. We will 

define vapor pressure (e) as the pressure cxerted by the actual number of water 

m olee u les in ~che air. The vapor pressure has a range of values from O to 50 mb 

under normal conditions. Since, as we have seen, the average atmospheric 

prcssurc is in the neignborhood of 1000 mb, the contribution from w:;tter molecules 

is only about 5% at most. 

Saturation Vapor Pressure * 

There ís a limit to the number of water vapor molecules that can exist in 

the air in the gaseous ph.:1se. When this limit is reached 1 the air is said to be 
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:'i,ltur:li,~d; Lhe acld1i ion of ,t•lV mou.! mu:::cui.cs woú.cl <:e~,,; .. in condensation. This 

limit, rcferrcd to as the s~lturi.ltLvl1 v .. {hJr p:..·osE:urc (e~); is a mcasure oi the 

¡-n·essure exerted by the maximum number of water molecules the air can hold 

befare condensation takes place. 

The SJ.turJ.tion vJ.por pressure depends primarily on the temperature of the 

air. Cold air cannot hold as many water molecules L.1 the vapor phase á.S can 

warm air. In warm a ir, the molecular motion is so great that it is very dif

~icult for sufficient numbers of molecu~es to co:-.w toget:1er at a single point to 

produce a droplet. Table l. 3 gives the saturalion vapor pressure for di:Jerent 

air temper.J.tures. Note that at 35°F the air can :::ccomn,odate only 7 mb of 

wa(er molecules befare condensanon occurs. At temperatures of 85 °F, the 

upper limit is 40 mb. The difference in the i>.old~~g capacity of the air shows 

why great quantities of moisture can be transported only by warm masses of air. 

Table l. 3 

SATURATION VAPOR PRESSURES AT VARIOUS TEMPERATURES 

Temperature (°F) 

so 
55 
60 
65 
70 
75 
so 
85 
90 

e (in millibars_) 
S· 

12 
15 
18 
20 

35 
40 
48 

Relative 1:-iurnidity * 

Relative humidity, a measure of how clase the air is to saturation, is 

simp1y the rJ.tio of the vapor pressure to the saturation vapor pressure. Rel-. 
J. ti ve humidity is not a measure of the actual amount of moisture in the a ir. 

l~ather, to determine the relative humidily, u.'1e actual amount of moisture is 
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divided by t:1e ma:ximum amount possilile. Ex-pressed symbolically, the relative 

llumidity (RH) is defincd as 

(l"<elative humidity = 

RH = 
e 

e 
S 

X 100/S 

vapor pressure 
saturation vapor pressure 

X 100%). 

If the room temperJ.turc js 75 o F, we find from Table l. 3 that the saturation 

v¡_¡por pre:>sure (the maximum possible) is 30 mb. S'Jppose it is found that tb~ 

prcssure exerted by the actaal number of water molecules (vapor pressure) in the 

room is only 15 mb. übviously, the air in the room is not saturated and con

clensation will not occur. In í:lüs case, the pressure · e)~erted by t:1e maximum 

possible arr:ount of water molecules- -·30 mb- -is twice as large as the number of 

water molecules actually present- -15 rr.b. Using the equation given above. 

RH = ~~ x 100% = O. S X 10% = 50%, 

we find that the relarive humidity is SO%. (See Weath_er, page 12.) 

Dewpo:.::t* 

Note from Table l. 3 that if the temperarure cf t)1e room in our example 

wcre lowered to 55 op, the air. at that temperature, wou]d become saturated and 

tilc relative humidity would be 100%. In this instance, the temperature of 55 oF 

would be called the dewpoim for that parcel of dr becatíse it is the temperature 

to which the air must _he coo1ed in arder for it to bccome just saturated (RI-J = 
100~~). Mcteorologists use the dewpoint í:o determine the actual amount of water 

m thc air. The relative humi.dity is used to determine how clase air is to 

~J.turation. When saturation occurs, conditions are ripe for condensation and the 

fo~-mation of clouds or fog. 

Certain condition~ can alter the rel:.nive humidity of an air parcel. In-

e rcasing the relative humldity toward 100%, or saturation, can be achieved in 

only two WJ.ys: (J) by cooling the air (reducing the saturation vapor pressure) 

ur (2) by adding water vapor molecules to the air (increasmg the vapor pressure). 

''onvcrsC'ly, thc rclativc humidity can be decreased only hy taking water mole

culcs out of the air or by warming the air. The latter fact explains why the air 
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in our lwmes becomes so dry in winter. As the cold exl:erior air is warmed by 

the he.:1ting plant, the s.:uuration vapor prcssure is increased but the vapor pres

surc rem . .üns the same, since water molecules are neilher added to nor s~..:.b

tractcd from the air. This increase of satu:ration vapor p:ressure decreases the 

relative humidity in proportwn to the amount t..}¡e air is heated. 
1 

The valuc of the relative humidity al so tends to undergo .:1 düa·nal *- cl-,ange. 

Normally, outside air tempera~ures rise during the da y 

until a maximum tcmperature is reached in midafternoon. 

f3ut s_ince this warming may occur without the addition of 

water vapor to the air, the relative humidity tends to de

crease up to the time the maximum is reached. On the -. 

01 .. 11·-~.,l- r 7"'ea· ··o l 
-~· u., l ¡ 
describe a 1)en-
od1c phenomenon 
that occurs daily, 
or over a 24-
hour time period. 

other band, as the ternperature falls to a minimum during the evening anu night

time hours, the relative humidity tends to rise. Thus the relative humidity 

changes throughout the day, even though water vapor is neither added to nor ex

tracted from the air. 

To clarify the use of the term rel.::..tive humicl:ity in Ineteorology, <L1 eh.--p2ri

ment utilizing a fog bottle will be descri.bed. The fog bortle is a simple device 

which demonstrates how air can be cooled and i:he moisture in t..~e atmosphere 

condensed to produce droplets that form clouds and perhaps ultimately other forms 

of precipitation. 

D. TI IE CONDENSATION PI\OCESS 

Cloud droplets are produced by condensation of water molecules aftcr satu

ration of the air occurs. Saturation occurs either (1) when air is cooled to its 

dcwpoint or (2) when enough water vapor molecules are added so that the satu

ration vapor pressure is reached. The first of these processes, coolir..s· to dew

point, can be illustrated by the formation of drops on the outside of a glass of 

ice water. Air near the cold glass is cooled to its dewpoint, and the water 

vapor molecules on and near the glass condense. The second process, addit10n 

of water vapor to the air, occurs, for example, every time one takes a shower. 

The_ spray from the shower is a very effective source of water molecules, and 

lhc ll . .nhroom becomes so full of these molecules in the vapor phase that the 
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¡-elativ~ humidity · may be raised to 100%. Droplets ther.. begin to form and a 

local fog is produced in the room. This process is actually 10ne example of 

artificial cloud production. "·.' 

In theory, condensation should take place when the relative humidity reaches 

100/"u. This may occur over a large flat surface of liquid water, but in the fre~ 

atmosphere, humidities well in excess of 100% are required for condensation to 
' ' - \ 

occur. Under sucli' conditions, the air is said to be super saturated. * Meteorol

ogists have recently learned 'that it is extremely diíficult for cloud droplets to 

form in air which is devoid of almost all dust particles or aerosols."" Only with 

relative humidities in the neighborhood of 150 to 200% will droplets actually form 

in this clean air, which is normally replicated only in the laboratory. Only when 

small particles of dirt and dust are present in the air will condensations occur at 

relative humidities clase to 100%. Presumably the particles serve as surfaces on 

which the Wá.ter molecules can conglomerate and thus form droplets more' readily. 

These particles of dirt 'and dust are calléd condensation nuclei.* Good condensation 

nuclei are generally hygroscopic, that is, water seeking. Examples of such 

nuclei include . salt particles or particles containing miXtures · of soluble or slightly 

soluhle compounds. Since ·relative humidities greater than? 101% are rarely 

observed in the reaL atmosphere, it appears that there are always enough con

dcnsation nuclei pr:esent in the air. Particles found in the. atmosphere include 
'• 

dust, aerosols, salt nuclei, and products· of combustion from natural and man

madc sou re cs. 

The Fog Bottle 

The cloud formation process, including such necessary conditions· as. slig~t 

- supersaturation and the presence of condensation nuclei, can be demonstrated 

using a fog bottle, illustrated in Figure l. 8. This device can be constructed 

easily and at· mínimum cost. 

The articles needed to set up a fog bottle and to demonstrate the various 

.1spects of cloud and fog formation are these: 

() .1 bottle, for example a gallon jug, which has been painted flat black 

uvcr onc h-1H of its surface to give a bettcr vicw of drops formcd 

within the bottle (see Figure l. 8). 

21 



Lesson l 

0 a light bulb or other source for illum¡;~-:ting the bottle from under

neath, to facilitare inspection of the fog. The tiny drops formed in 

suspension in air within the bottle will scatter the light and thus be

come more visible. 

e a rubber stop;Jer, with a small hole for a glass tube, to be inserted 

in the neck of the bottle. 

o a small glass tube with a short lcngth of rubber hose attached. The 

tube is to be L.1serted into the stvpper. 

"-~ a small amount of water. 

e¡¡ marches. 

To prepare the fog bottle for use, add about 1 in. of water to the bottle, 

in.scrt the stopper with glass tube and rubber hose attached, and position the 

bottle over tne light source. If you are unable to carry out the demonstration, 

;'1x thc de::;cription of the apparatus fü·;:-nly in mind so that you can picture the 

processe::; dcscribed below. 

(1) Cooling to Saturation. In onier for drops to be formed in the a ir o ver 

the water in thc fog bottle--that is, fo~· fog to form--slight supersaturation of 

the air is necessary. As you recall, supersaturation can be achieved only by 

bl'inging the relative humidity to just ove:r 100%. This can be achieved by 

( 1) cool ing air to its dewpoint or (2) add::.ng more water vapor molecules to the 

.1il·. In the firsl process we w 111 descrlbe, the air' in the fog bottle becomes 

saturatcd hy being coolccl to dcwpoiat. 

l nitially, as the ;.tir and water in the fog bottle are slightly heated by the 

llulb used to underlight, moleculcs continually escape frorn the water surface 

through the process of evaporati.on. 

acquidng a larger vapor pressure. 

Thus, the air above the water surface is 

Normany, this increase of relative humidity 

from the addition of more water molecules is not sufficient in itself to produce 

saturation of the air, and thus no fog forms in the pr ü nothing more is done. 

In arder to cool the air in the fog bottle to induce condensation, air should 

be drawn out of the botlle through the rubber hose, which should then be clamped 

'->hüt. í\emoving some air permits the remaining air to expand, thus reducing its 
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tempe::ature. This proced:.::re simulates íi1e way in which air in natm:.·e is cooled 

by lliting to higher levels of the atmosphere where the reduced pressure permits 

expansion. The cooling effect of expansion can be observed whenever air is let 

out of a tire. Air inside of an inflated tir·::! has been compressed. When the air 

is released, that is, when e;,:pansion occurs, the molecules of air must work 

ag:.J.mst ncighboring molecules in order to C),.'}Jand and enlarge the vclume. This 

work is done at the eJq)en.se of the mc,lecu:es' energy of motion, and as a re

suJt they slow down. As we 'have seen, thls slowing of the air molecules corre

spondt. to a decrease of the air temperature. 

Bv ~J.mply drawing on tlle rubbcr hose, most peoplc can reduce the prcssure 

in a fog bonle by about 1.00 mb. Wb.en t:Jc air is expanded by drawi.ng on tlle 

tube, lifting of thc air ro an c1evation of 2500 to 3000 ft is sin>ulated. This is 

usually sufL.cient to cool the air i...""1 the jar to its dewpoim, and saturation re

sults. Each ti me the expans:í.on is repea.ted, that is ~ each time air is drawn 

from the boLtle, the fog will appeJr slightly thicker because resir~ual drops re

main suspended in the air from the prevlous e:x-pansior.s. 

(2) Cloud Evaroratiol!· To simulate cloud evaporation, it is necessary 

mercly to compress r:1e air in the bottle l.Jy releasing the rubber hose a..'1d &llow

íng- air to rush back inlo thc bottle. This compresswn warms the air enough to 

reduce t:1e relative humidity to such a degree that the drops evélporate as a re

sult of the heJ.t addition. Thc compression heats the air, and thc heat energy 

lhüs sutipliE:d separates the molecules so that the water returns to the vapor 

phJ.sc J.nci droplets can no longer be seen. 

(3) Condensatiou NllC'lei. To dcrr.onstrate the effect of adding condensation 

nuclei, you can add the cornbnstion products from a burning match to the air in 

~he bottle. SitT1p!y draw sorr1e air c.ut of the bottle and pir.ch off the rubber hose. 

Then l10ld a llgi1ted match n2ar the hose so rr.~.at the fia.me is drawn i...'"l.to the end 

of tlie hose when you relea~,~ it. This will perm!t carbon pa:rticles and oL...1er 

foul substances from thc C(lmbustion process to enter the bottle. Be sure to let 

Li1c smoke from the match olissipate before the ilame is drawn into the hose. 

l·:xpLl:1:::-.lOl~ of thc ..J.ir in tllC lJoale (by drawmg sorne air out tl1rough the hose) 

undc.: r tl1csc circumstance~; will invaria:)ly produce a vcry thick fog mclcccl. Thc 
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dr..lmJ.tlc effect is .1chieved because drops :tonn more readily on u."le add1t~onal 

condensation sites provided by the various nuclei; 

As we have seen, the fog bottle demonstrates the prir1cipal factors involved 

in the formation of clouds and fog: coo:mg of the air ln the bottle to saturation 

by expansion, and the effect of condensation nucl~i. The reverse process of 

evaporation can be also simulated by compressing the air in the bottle. 

E. COOLING AIR BY LIFTING 

An essential process in the natural formation of clouds is the lifting of air 

which causes cooling and, subsequently. condensation of a11y moisture. A re

duction of pressure occurs when the parcel of air is lifted upward to h:;gher levels 

of the .1tmosphere. As a consequence, eJ-."Pansion of ti:1e volume takes place, 

accompanied by cooling of the air parcel. (This process was simulated L.1 the 

fog bottle experiment. ) In the next section we will consider the rate of cooling 

whi~h accompanies the lifting of the air parcel. 

Natural cloud formation results from one of the following lifting mechanisms: 

l. differential heating of the earth' s surface; 

2. orographic lifting; or 

3. vertical air motion produced by wind circulation in low-pressure weather 

systcms. 

Diffcrenlia1 Healing of the Surface 

Diffcrcntial heating of thc carth's surface occurs as a result of the differing 

hcat capacities oí various substances. During the da y, 

land warms up more rapidly than water, for example. 

f3ecause water has a very large specific heat*, more 

Specific HeJ.t: The 
amount of heat en
ergy needed to 
raise the temper-

heat energy is required to raise its temperature one ature of a unit mass 
. over one degree on 

degree than 1t takes to heat the land the same amount. a reference temper-

In addition, water evaporares from lake and ocean sur- ature scale. 

faces, tending to cool the air over thc water. In the case of large bodies of 

water, the addition of large amounts of water vapor into the air, accompanicd by 

cooler temperatures, has a significant influence upon cloud formation. Finally, 

24 

o 

o 

o 



o 

o 

o 

Lesso ... ~ ... 

.. ; - bec~!USC its slirf,lCC ÍS .tlways in motion, Wclter overturns clnd mlXeS, Whi~:-, means 

'1 '....., 

;:-¡e~[ io._- the temper<iture_ of w.ller to incre ... ,)c, i~ mus;: be he~ned to greater dcpt.""ls 

Plowed .1reas warm up more rap1dly ci.uri..1g tiie day thaa L.v .-.eig:-~oo.c:. ¡ 

forcstcd regions. Dark or :~~c:ck surfaces absorb more solar radiation, anJ i:hus 
r¡ l ' ' 

.tre he.1ted more, than do r ... >·:e refl~ctive light-colored surfaces. Black asp:1":lt 

\)'.lrking loes, and cities ·in ~ .... üeral,. are much yvar~er_ at rnidday than .the surr.ound

ir.g cou.-.Lryside. ·As a· ·1·es-u.t of these differences in_ the ~at~ of 4eating, the a ir 

over various types oí surfaces has different temperatures. When warrn air lies 

1~cxt to cooler air, buoyant forces are set up that cause the warm air to risc. 

Thcse rismg air p.1rcels of warm_ air are called thermals*. Glider pilots look 

:or "hot ·':J?ts" on the surface, which produce th~~mals and ··allo~ theil· gliders 

¡_() ,.:;.1in ... :,.~ude and Süs~ZL~n :l~ght. Alr contained in "t.~ese thermals can be·.-.:.ifted 
' to thc co.:,.e:.-.sation le"el ;_¡nd ;-1roduce the ...... aracterisí:ic Iair-weather cumultis 

1 }·' 

/ . 
The terrn orographic lift:ing .refers·,_tQ~ the forced .a:scer1t of air when ~i:r 

1:10ving hodzo_ntaHy comes_ Jg_oinst the. side- .of, a mountain or similar .obstacle. 

\\1hen thls occurs, son1e·· air is. forced. -upwar,d along the sip_e of the mquntah~., 

.md ,1 s a res'ult clouds mJy form on, tl-.e .windward side. The heavy rains and 

fol.!; on the windwani slopcs of the Pacific 1\vrthwest and the I-Iawaiian Islands 

.~re· <lOt,lhlc examp1cs o( thc orogí·.Jpllic lL'~~;1g of moist oceanic a1r • 

•• ¡ •• 

Vqrtic.ll A~r Moti0>1 in L.;w-Pressure Systems 

··In thc next chdpter, we will discu_ss jn detail the circulations associated 
' . .{ 

\'.-ltil uúnospheric pressure systems. The \Vind circulation into a low-pressure 

s:1stcm causes an- ascent oi the a ir. · Thus, the uplift 9_f a'ir in a low-pressurc 

system p:::-oduc'es expansion and condensation. . As a result, we can explai? ~he 

oftc:n-observed fact that low-pressure systems are associated w1th cloudl;;.ess 
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Lia ti-le otl1~r h.1.1d, ;ugi1-p.ressure s;ste.ns ;:.;..·~ cl:J.rcc~erized Ly '"ü1:~~:-:¡; 

•ür, which re~ults in compression..1l warmL¡g o;: t.úe air with subsec11.Wnt evaporation O 
of the cloud droplet.s, resulting in clear sldes. (See 'vVeather, pages U-15.) 

F. RATES OF CCOLING BY LIFTiNG 

In order to unclerstand the process of clo<Jd formation, we n.eeu tG :~~c,w 

how the tempcrature of an air parcel C11anges as a resdt of li.:'<:ü~t; of thc parcel. 

We will begin wuh a discussion of risiL.g parcels of dry air and will tí.en descrwe 

the effect of saturation and condensat:;.on on a rising moist o.ir parcel. 

The rate at which dry air cools as it is lifted is kr.own as the ciry adiabatic 

lapse rate. The word ad~abatic refers to the fact that the ~em¡Jerature change of 

the rising air parcel is produced only as a result of e1..rpai1sion and is not affected 

by any external processes, such as cc,r.Jensation of moisture, rú.diation, or heat 

transfer by conduction or diffusion. vVe k:now that dry air .::ools at the rate of 

S. S o F for every 1000 ft it is lifted. Conversely, as air parcels sink and are 

co:r.pressed, they also warm at the rc.te of 5. 5o F per 1000 ¡t. (See Weather, Q 
p.1ge 39, for an ilJ.USéc -.l:iOl'A Of adiabat~C temperature chan.ges.) s;_¡~Ce by deflli:.ti0;1 

lapse refers to the rate at which tem¡;uature falls off, or de;:reases, WJ.ti1 heigr.t, 

the dry adiabatic lapse rate is a posi::ive number. That is, the 5. 5°F per 1000 

ft r<.Jte means the temperature of a pa~;.-cel will cool on }:;.f~iog or warm on sir.king. 

Note that the dry adiabatic l~pse rJte does not pe;:mit us to use the temper

ature at ground level to calculate the temperature &t various levels in the atmo

sphere, even when the air is motionless. We cannot say, for example, that be

cause the surface terr.pe~rature is 7l"F, the temperature at 2000 ft rnust be 60°F. 

The air at levels above the surface can be almost any ternperature, depending on 

weather conditions. Ti1ere is no static relationship between the surface temper

ature and the ternperature at higher levels. The adiabatic lapse rate applies 

only to thc change in the temperature of a given air parcel as it is lifted or 

sinks. Nothing can JJe s.lid about the vertical tcn1pcrature structurc of the bulk 

of the atmosphere through which this parcel pas.s2s. 
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Effect of Cc;-:d.::msation 

If at sorne level in the atmosphere a rising air parcel has coo¡ec!; sufficiently 

to become saturated with water molecules, condensation takes place. At this. 

point, the parcel will no· longer cool at the dry adial;>atic lapse rate. RatheT ,, it 

will cool at sorne smaller rate, because of the warming of the air parcel that. · 

accompanies release of the latént heat of condensation. Recall that the energy. 

rcleased in condensation of 1 g of' water vapor is 540 cal. Thls addítion of. heat. 

reduces the Tate at which a pare el of. air cools: as it is lifted. The amount 0f 

reduction in the rate· of cooling depends, of course, on the amount of water vapor 

condensed. On the average, the reduction amounts to about 3 o F per __ ):GOO~ ft •. 

Thus we say that the saturated rate of cooling is in the neighborhood, .of a.JJout 
. ' . 

3 o F pe r 1000 ft. · (Se e W eather; page 41, for an example of how condensanfon, 

complicares the adiabatic cooling process. We will- r~turn to the example o:f .air 

flowing over a mountain range in a later lesson.) · 

G. RADIATIONAL COOLING Ai'\JD CLOUDS -

Most clouds res'ult from sorne kind of forced rifting .and subsequent cooling 

of air parcels. But_ certau; types of cooling occur b perfectly still air to. form 

ground fogs and. dew .or fr~st. · · The mechanism resp~nsible for ·the cooling in 

these cases is the radlati~onal ·cooling of the earth's suriace that occurs to sorne 

extent every night, when the earth gives off,. ·or radiates to space, the heát 

(energy) acquired during the day. 

l)uring the day the sun heats the earth's surface by radiation in the form 

of v.isible light. Visible light does not warm the air directly; rather, the· air 

lS warmed by its contact with _the earth's surface. While most Of'the sun;•·s 

energy, or radiation, that reaches the earth is in th~ form ·Of visible Ught, other 

wavclenbrths of radiation frorn the sun are absorbed in the earth' s atmosphere. 

(See Wcather, page 6, and Figure 1. 9.) The shorter wavel:engths of radiation 

emanating from the surface of the sun, called ultraviolet rays, and shorter 

X rays are absorbed high in the earth' s atmosphere and do not penetrare to the 

surface. Ultraviolet (UV) rays rarely penetrare beiow the first 50 mi of our 

armosphere. Triatomic oxygen, ,or ozone (03 ), at these levels 0f the atmosphere 

is a strong absorber of ultraviolet energy and prevents the ultraviolet rays from 
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Lesson 1 

burning us to a crisp. Tlüs absorption is also responsible for the rather warm 

temperatures found at this level. , Temperatures at · 

· 50 :mi altitudc· are comparable to · those found at thé 

: eárth' s surface. · This level of. warm a ir· is referred 

ctó. as the stratopause*. 
~ 

Stratopause: The wp 9f 
the stratosp!1cre, at .a 
level . about 30 to 50 mi 

' alti::Ude, where tempera-
mres reach 3:_ ma~imum. 

Lor.ger wavelengths of solar rádiation, l:Jlown '· '----_------·-'-·,·-·-----J 
1 

as infrared rays; are· also absorbed :by atmospheric · ,cónstituents. Water vapor , 

and carbon · dioxide are good absorbers · of, infrare? energy. 

In summacy, the sun emits all wavelengths· of radiation, but only the visible 

)ight ~s re?~O~~ible ,for heatu;g the earth's surface,, which in turn heats the·lower 
'~-J.- • ~ ... -- 1,: 1 ' 

· layers of the atmosphere near 'the surface. 

Since. the. e.arth canno~ continually receive solar radiation without becoming_ 
. ' " ~ ' 

increasingly hot,_ it. must lose. sorne of this acquired heat. The manner ·in which 

the earrh ·loses heat,. so as to maintain a :r~latively constant worldwide tempera-
~ . -· . ' . -

ture, is by radiation of its own. The amount and type oi such radiation einitted 

by any star or planet depends on the effective surface temperature of the celestial 

body.· Hot objects like the sun radiate at short wavelengths, that is, at visible 
• • ~ ' ' ' 1 \ 

and ultraviolet. wavelengths; cooler objects · such as the earth radiare at longer, or 
'. 

infrared, wavelengths. 
' ,' ~ ' / ' 

'· 
Nore ,that- t!'le earth r~celyes solar ra?ia.tion ~nly" on the s~d.e facing the sun 

(in othc:r ,\VOrds, ,.during daylight hours). Eut the earth itself is radiating inf~~red 

rays at all Limes bccausc of its surfacc t:empcratul·c. During thc day thc lncoming 

radiatior. exceeds the emitted radiation, bur at night the only radiation ls outvlard~ 
Thus, the earth as a. whole loses heat at night by what is called radiative cooling~ 

.As wc saw·:.ear:Uer, ip.fra~ed ,rays ~.an ~be_ absorbed by water vapor in the 

air. On n:ights . wl:le.n: there is little water vapor, or few water droplets, · ~. the 
i . < - ' • ' ; ~ ' 

air,, the ·infrared rad:iat.ion to space from earth is very efficient, and air tempera-

tu re:-; ncar thc · earth ;' s surface are, as a rcsult, dramatically reduced. On _ the 

othcr hand, on .clouc,[y nights when a good deal of water in the form of vapor or 

droplets covers ti1e 
1
earth' s surface, relati vely little infrared energy can escape. 
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it hack to earth, thereby reducing the rate of cooling of r:-.e eanh. Rerac!i.s..tiún 

by the water molcculcs of the .:tbsorbed infrared er.ergy occurs in all directions, 

up, down, and sideways. The net effect ~.s l:O return sorne of the infrared to the 

earth' s surface. This returning infrared energy rewarms the earth and results 

in a cooling rate lower than would be o!Jserved on a perfectly clear night. 

This process whereby clouds and water v¡¡¿or a.bsorb and reradiate i.-rlirared 

radiation to the earth is called the greenhouse effect, because a greenhouse 

operares on much the same principle. (See Weather, page 8.) During the day, 

visible light passes through the _glass of the greenhouse because the glass does 

not absorb much of the visible light. The plants aad earth inside the greenhouse 

are warmed and, lü:e the carth itself, reradiate energy, or heat, in the form of 

infrared rays. Like clouds, the glass absorbs most of the infrared radiation 

emanating from inside the greenhouse so that only a fraction is radiated out to 

space. The net effcct is to keep the greenhouse relatively warm duril1g the night. 

H. FOG TYPES 

Fog is often cousidered to be sirnply a special form of cloudiness. But fog 

droplcts are usually smaller than cloud droplets aDd are often formcd by processcs 

o¡-her than liüing of J. ir. A variety of saturation ar.d condcnsation proccsscs are 

in vol vect in the formation of different types of fogs. The five main fog types are 

(l) rauiation fog, (2) upslope fog, (21) s~cam fog, (4) <1dvcction fog, and (5) 

rain fog. 

(1) Ro.dic..tion Fog 

As we have seen, the infrared radiation from the earth is free to escape 

Lo space on dry, cloudless nights. Under these clear sky conditions, air near 

the ground undergoes a great deal of coolin~ during the night~ The maximum 

cooling is restricted to the first several hundred feet of the atmosphere but C;J.n 

pcoduce extremes of overnight low temperatures. The cooling may be so great 

th;..t pa.tches of air are cooled to saturation. When thc dewpoint temperature in 

t he.: se patchcs is reached, patchy ground fog results. This conditíon is cnhanced 

wllcn c<üm conditi0ns are present. The effect of the winds is to stir the air so 
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th.lt warmer air lying above t.~e fa-st few hundred feet is mixed with lower, 

coolcr u ir down to the surfuce, wíth the result that sliglltly higher minimum 

temperat<_¡_;_·es occur at ground level thaa woulú be expected Ii the air were per

fectly stül. 

The prcscnce of a snow cover on the ground also enhances u.~e effect of 

r..1diat~on.ü cooling at ni.;-ht. I3ecause snow is an excellent abso¡-b;:::r and radiator 

of infrared energy, more infrared radiatio:¡¡ occurs during the night over snow

cover.:!d grouml than would occur over bare ground. Optimum conditions for 

record overnight low ternperatures and morning ground fog are clear, calm nights 
' 

when a snow cover is prcsent. 

(2) Upslope Fog 

In ~-nountainous regions, slight air movements. up the mountain slopes r..1ay 

cool the air to dewpoint and produce a good deo.l of local fogginess. Because of 

the frequency of upslope fog in its mountains, West Virginia has a fvg frequency 

comparable to tl-.at of the coastal cities where the proxirr..1ty ::o moisture sources 

produces the highest incidence of fog. 

(3) Steam Fog 

Whenever cold, dry air passes over a warmer water surface, moistuJ.·e may 

be aclded to the air by evaporation. The addition of water vapor L! this way in

creases the relative humidity of the otherwise dry air to the point where saturacion 

..1nd subsequent condensation may occur. Cold-air outbreaks over the Great .L.akes 

in thc fall can significantly alter the cloudiness of cities on the lee (or downwind) 

side of la:~es. Of course, this same eífect can be observed over smaller bodies 

of water as well. 

(4) Advection Fog 

The term advection*refer.> to the horizontal transport (or conveyance) of 

::>omc property of air (warmth or moisture, for example) solely by means oí 

motion of thc air. F01· examp:.e, cold advection refers to the horizontal tr..1nsport 

of cold ::1ir over relotively war mer ground. Moist adv2ction describes the hori

zont..ll tran~port by the wind of moist a ir over relatively drier air • 

.., ' 
.).l. 



thc . .lir moves are relatively cold as com¡J;;u:ed to tl-1c aü. W ;.en Ül1S air is 

coo~ed by the ¡;rouild over wltici1 i~ 1s rr.ovbg, ddvectiOil fog results. Warm, 

moist air often lying ove:;:- ti:-.2 warm Gu~f SL:;:-eam L"1 ti-..~ wester~• Atl<:.n.t:c Oce<:-:1 

for a pe:riod of cü11e ~ ... ·equently comes ir.to cor.tac~ wi:::-. the coo:;:...;: a:r over co~d 

cu:;:-rents of water i::. the vicinity of Greenland a.r.d Newfouíldland. The rcsuJ.r is 

the famous fog banks of these arcas. Advection fogs, u:r1.:.ike radiatioíl fogs, 

can persist to great heights in stro;;.; winds. 

(5) Rai..il. Fog 

When rain begins to fall from a cloud whose base 1s telow 650G ft above 

the g round, water vapor is added to t:1e a~- u:aC:er the base of tr.e c:o·"ci by 

evaporation of u.'"le raindrops. Tr.e vapor pressure of the air may G.1e..:-ety be in

creased to the point where saruratioa and conder..sat:on occu:;: beneath the prec~~

itating cloud. The result is that clouds form ur.de.: r:-.e or ~gir.á.l clone: in a ragg;ed 

fibrous form.. These clouds are often referred to J.::, scJd. 

Fog can also form during the early morni:J . .;- hours as a resu:t of prior 

o 

o 

rainfall. I3ecause the ground is extremely wet, it serves as a source of water Ü 
vapor to the air above it, which is cooling dur .i.ng the early mornir .. g. These 

conditions are favorable for early fogs that may persist late into the morning. 

Dcw Formation 

Dew and frost (frozen dew) commonly form under comlitions f;:. vorable for 

fogs. The tendency for dew and frost to form on surfaces of plaats and grass 

and on other surfaces simply reflects the fact thJ.t the m.:l.Ximum radiative cool

ing is occurring from these surfaces (that is, they are giving off, or losing, 

large amounts of energy, or heat). The air nearest the surfaces is cooled the 

most, and drops form most readily on the s.¡rfaces thernselves. 
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I. CLOUD CLASSIFICATION 3 

ClOlhls a:re classified in two ways: (l) by their churacteristic .;~ppearance 

and (2) accordi.ng to the height of thdr bases. Let us first consider the cloud 

a;)pearar.ces. Widely separated, puffy clOl.ds are ,called cumulus clouds. Cumulus 

c.!.oud3 generally form a:.:; a result of difierenti<ü surface heati;¡g. As we have 

seen, local hot spot.s on t..'1e earth' s surface genera te thermals, or rising plumes 

of warm air, •.vhich eventually cool and coüder.se, usually before they reac~1 

6500 ft. Cumulus c]ouds have ilat bases appearing at uniiorm heights. As these 

clouds rise to heights where the wind speed is greater ti1an that at thc: surface, 

they tend to be blown over on their sides. The portien of the cloud which is 

sinking dissipatcs by e vapor ation. Seer. in ti.me-lapse cloud photography, cumulus 

clouds ex;üb.í.t a rolling moti.on as a result of beir1g knocked over by tte higher 

wir.ds aloft (see Figure l. lO). The liietime of a cumulus cloud is often less 

th.111 15 m in. The rising, thermal portian of the cloud is being formed whi:ie the 

sink.ing, blown-over portion is beil1g dissipated. The maximum height to which 

a cumulus cloac: can build is frequent]y h.nited by the presence of a warm layer 

oÍ air abo ve thc earth' s surface. The ris¡ng plume loses its buoyancy when it 

encounters a warm layer, aad continued growth is inhibited. Often warm layers 

are produced by sinking air, which is quite dry due to evaporation. The dryness 

of thc w~rm layers is anothc1· factor limiting cloud growth. This occurs over the 

central Pacific Occan, where cumulus clouds can develop to only 7000 or 8000 ft. 

Str.líus clouds are stralified, or layered, clouds. They are usually pro

duced by gentle liftbg of air tho.t occurs over relatively large areas. The wide

spread stran:s layers often occur in ~he vicinity of large low-pressure areas 

where wL.1d circulations force air upward. Wt.ereas the drops in fair-weather 

cumulus clouds are seldom sufficiently large to falJ out as precipitation, stratus 

clouds are capable of producing drizzle, light raL.1, or snow, and on occasion 

heavy, continucus precipitation. Stratus clouds from which rain is falling are 

sometim..::s classified as nimbostratus. The preflx ;nimbo- re:fers to the fact 

that they produce prccipitation. 

• 3To enh~d1CC your unclerstandmg of clouds, refer to We::nher, pages 16-20, and 
the pc1mpt-:lct cntitléd Cloud'; (Washington, D. C.: U. S. Government PrintL:g 
<Hfl(.:c, 1969) as you work througll this scction. 
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Figure 1.10 Rolling motion of cumulus clouds 

Figure l. 11 Altocumulus lenticularis 
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Clol.cis are furthcr classified, as we lulve s-::.:.ted, acconiin.g to the hei¡;ht 

of their ba::;es above the eartli 1 s surface. Obscrvations to differentiate bc::twcen 

cloud types are generally madc by traincd observers who use either experiencc 

or the ir.s~ruments described on page 126 of Wea~her. The beginner can p-ract.i.cc 

by comparing thc cloud he observes with pictures in a cloud atlas. JudgL.•ci the 

height of a cloud can be diificult; however, there are certain aids, such as lüi1d

marks (TV towc;:s, mountalr:s, or sk.yscrapcrs), the genenil altitudes of airc:ra.ft, 

and the clucs given by the clouds themselves. Low clouds- -those with bases 

below 6500 ft from ti1e surface- -are simply eithe:;: cumulus ,or stratus. If a layer 

of puify clouds occurs, they are called stratocumulus. Middle clouds. whose 

bases are observed to be between 6500 a11cl 20,000 f-.:, are pr:efixed with thc term 

alto-, meaning middle. Thus we find both altocumulus and altostratus clouds. , 

Traditional~y, m\:!tcorologists further cl;;tssify clouds according to some distir.guish

ing characteristic of the spccific cloud type. For 'exam¡:.le, altostratus clouds 

through wlüch t.'1e sun can be observed are called altostratus translucidus. If the 

sun is not vis...Ole through the cloud deck, the term altostra::us opacus is used. 

An especially distütcLv.:: form of middle cloud is the altocumulus lenticularis 

(lens-shaped), which is frequently observed in the lee, or sheltered, slde of 

mountain ranges (see Fjgure l. 11). Air flowing over the mountain develops 

wavelike sinking and rising motions downst.;:eam from the ridgeline. This station

a.ry wave mo::on produces stationary clouds in the ascending portian of the wJ.ve 

pattern and clcar areas in the descending portian. Tte lens shape of the lentic

ularis cloud results from Lhe constant reforming of the cloud Ül tlle ascending 

flow and dissipation in the descending branch, the process described above in 

the discussion of cumulus clouds. Winds in excess of 100 knots (kn) can blow 

through these clouds, but the stationary wa ve pat~ern established on the lee of 

the ridge insures that the clouds remain in the same relative position despite the 

strong winds blowing through them. 

High clouds are prefixed with the term cirro-. Cirrocumulus and cirrostratus 

clouds have bases above 20,000 ft from the surface and consist of ice crystals tha.t 

give them their fibrous, wispy appearance. As the ice crystals faa out of the cloud, 

they produce trails and streaks, a phenomenon which has given rise to the popular 

na me "mares 1 tails. " The presence of high cirrus clouds, as we will see in Les son 
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3, oftcn prcs.1ge.s tlie .;,~'1,-Q,lch of more genera.l c:oué~:12ss .md precipit.Jtion, 

cspcci.Jlly if thc clulh.b u..._-,;! oiJserved to tlucken und lowe ... -. 

Under certam J.tmosplieric condlLions, cumulus clouds can grow to llcights 

in cxcess of 50, ~)00 ft. These clouds üequently produce l¡_.;f.tning, thu11dcr, and 

h.:ul, .:.md in sorne instances tornadoes. :n ·che early stages ci vertical cevelop

ment, the cloud is reie.;:red to as cumulus ccngcs::~., to si..;r;.i:í."y tLe rapid builG.~ng 

up of the cloud. When tte cloud reac1;es the 

t:. . .-opopause*, where warrn, dry layers of air 

exist, its vertical development ceases, and the 

top begins spreading out in the direction of the 

high- speed winds at these levels. The cloud 

thus takes on an anvú -l:ike appearance and is 

Tropopause: The top of 
tl1e troposphere, cr ;_!-u:~ 

lmvest layer of the aLTlO
sphere where most of the 
water vapor con::e:1t ar.d 
app::2ciable wea¡:hc:::- phe
nomena occur. 

classified as cumulonimbus. The cumulonirnbus cloud, or thündercloud, is capable 

of producing very large .1mour..ts of preci)ita::¡or • .::..ad very strong updrafts anC: 

dow:1drafts. At the surface, hail and wmcs in excess of 50 kn (&bo-..I:: 58 mph) 

may occur, resulting in serious damage to property and crops. The mechanisms 

in vol ved in the generation of tt.understorms wiJ.l be discussed in a la ter chapter. 

SUMMARY 

In this chapter we have considered these majar concepts: 

o Air 1s a m1xture of gases. 

o /\t n¡ospl1cric prcsc,llrc, dcf1ncd ..ts the: force pcr unll ;_¡rca, represcnts 

thc we1ght of the entire column of air above the earth's surfacc. A 

mcL·cury barometer indicares the we1ght of the atmosphere wh1ch 1s 

halanced agamst the weight of a column of mercury. 

o Thc Gas Law describes the relationship between the pressure, density, 

and temperature of a gas. 

o Water exists naturally in the atmosphere as either solid, liquid, or 

v.:.1por. Phase changes, especially the condensa::ion-evaporation process 

are important in cloud dcvclopment. 
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o L1fting of air parcels upward through the atmosphe.re redaces the 

pressure and cools the atrn<>,sphere. Cooling of moist air parcels can 

cause condensation and cloud formation. 

o Clouds, c-dew, and fog can also form by radiational cooling. 

a Clouds are classified by their base height and characteristic appearo ' 
ance. 

SELF- EXAMINATION4 

True-False 

l. The ratio of temperature to dewpoint' gives the relative humidity. 

2. A parcel of air always expands and cools as it rises from near the 

ground to higher levels of the atmosphere. 

:3. Tn ordcr to saturate a par~el of air, it is necessary only to cool the 

parcel to , its dewpoint. 
' '' 

4. The dewpoint is an indication of the actual amount of liquid water in 

the air. 

5. Relative humidity is a measure of the actual amount of water -vapor in 

the air. 

6. 1l1e millibar is a unit of pressure as. measured in the English system 

of units. 

7. The Gas Law states that at constant density, cooling of the air will 

result in a pressure reduction. 

H. The relative humidity can be increased only by adding water vapor to 

the air. 

9. The relative humidity at ground level must be at least 100% before 

rain will fall. 

10. Stationary clouds formed on the lee side of mountains are known as 

stratocumulus lenticul~ris. 

4¡~ h ·o¡· ;_¡nswers to t ese questions, see the Key to Self- Examinations at the back of 
í lw hook. 
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LECTURE 4 QUESTIONS 

List 10 engineering related subject'matter areas or subjects which 

you believe are the most critically needed in Mexico. 

2. Establish a priority from 1 to 10 (with 1 having the highest priority~ 

for the 1 i st asked for above. -

3. -Estimate the potential clientele for each subject. 

4. Answer questions on 

advert i si ng? 

others offering similar courses? 

is there a better way? 

su i tab 1 e text book? 

suitable course writer? 
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a bout ckmge. They ;;]<o r~emoil'lr.s ~e, in a personalízed 'N::-. y, smcere interest in 
what people m thc ort;aniz ... tion thir,k. 

E:.:~.ibit 16 
GENERAL METHODS OF 1\ZED DE1ERM1NATION 

METHOD 

Group Problom 
Anoly.au 

ADVANTAG[S 

Rcvt.als fcef,ng~. ca.J~es, and po:;:;¡ 
b.'c solut1ons of problem!o as we:l 
.:;::; fact~ 

Afford5 m.!xtrrH . .'fTI oppor1umly for 

free expre!i!IIOn of op•n•on, Q~>l· 

Hlg of suggesllon~ 

Can rcach many peoplc 1n ..,hort 
!U"'10 

h relal.-.,~:~· me'(pen~"-'8 
G1vc5 opportvn11y of e;~~prc~s,on 

W•thovl teJr or e~t1barraHrnen1 
Yu.~ld~ cuto C")tly summaozcd and 

reponed 

Are uscful .:.s d,agno!.fiC tods to 
1denl'fy speoftc area.s of oe
ficJCnCies 

Hclpfui 1n solecf,nQ from arrong 
potcnltal tramees thos.e who can 
mosl prof1tably bG :ra1nOO 

R~ult~ aro ea¡y to comparo and 
reporl 

Silm6 u for mterv•ew plus 
Pc::Hrllh \ynthr:~ol'i of d,flt:ronl Vlew

pou l!o 
Promol~l onn'lrt~l um..lt:rUnnd•nQ 

and ogrt"crmml 
O.u.ld" svpporl lar needcd lrmntng 
11 ¡n IISCir Qood lr(llnlng 

Job Andty~u and Produces spe<,fic llnd prec1st"' tnfor 
Performance Rev1ew mullan aboul ¡ob:5-, performance 

b dlrectly t•cd lo odval ¡obs ond 
to on-¡ob performance 

6rc.:~ks ¡ob 1nlo segmenls manago
dbiP both for trc:11n1n~ end for 
6ppri:!IUI purposc1o 

Records llnd Report1 Prov1de exccllent clucs to troublo 
Study •po'' 

Prov1dc bcst ob¡e<:hvo ev1dence of 
n:suli~ of problcm' 

Are uw.nlly of concern lo end c;}sdy 
undcrslood by Op1!!'Aiing offimtls 

h. l•me-cons.umJr-:;, !.O can re~ch rel· 
3!1VC!y ff'H p+c'Opie 

R ... ::.utt~ m¿¡y be adf,cull lo qu<lnl•ty 
Ct~n mcliO:.e !lvb1ect fed he 1!. "on ,n9 

.>.poi' 

Lilll,"! or;) '·~en for fr~ cxpr~~s.on of 
un;¡r,t•• r,Ja!_d fC'>(,;.Hl\C\ 

May D"' diTJcu,! lo con!".trucr 
i-111':. ¡,f1,•-''"D c~t(;'(!'"~"'.!S..!. 10 gell·ng 

.,¡ r-,:¡u!.• •• of ¡Jroolenu ..,nd poi-
&IOIC SQiu\IQ,'l~ 

Tes.l.s vahd..1tcd fcr müny !¡pecdic s.11· 
uaiJGill oftc-n nor ilVaJI<!ote Tes!5 
vuiH:ia:ed (.l;.cwhero rnJy proiJe 
IOViliJd Ln ncw SI!Uahons 

Re:.ulls gtve clwes, e. e r.ot condu. 
!ii'WO Tesis &re secord-bes: ev¡.... 
dente 1n rcldlron 10 ¡ob pcrfor· 
manee 

ls ltmc--consummg ond tntholly ew· 
P~JIUIVC 

Sup.uvi:.OC) or.d c-.to<~J!tvc~ mny fc:d 
too Uuo;.y lo p(u 11dp'llO, wnnl work 
done fur thorn 

Ro:~.ult~ m:;y Oó d,fficull lo quonhfy 

T1me-cor.sum1ng 
DtftJcul! Tor peo?le nct spc<,fically 

1ra1ned m ¡vb .ln31¡:m. lfxhn'GUC.'i 
SupcNI:>Ors afien d,~IJ:..o rov1ow¡ng 

crr.ployces' ln8dequJc•es w11h 

lhcm pcr:.onDI:)' 
Rc,..::~:~h Ir.;¡¡,·. r;¡ n.::od.s of '"d'\11duals 

but nol tr.c!ie ba!tcd on neecb. of 
or¡;;amz:at1on 

Do r,ol ,_l,ow cc¡u~e'! of problems, or 
po,s,ble solu110nt 

MAy not pro\11do cncugh cases (a g, 
gr¡evl)nce1.) to ha meonu,;;Jul 

~,. nnl ranad curren/ llhJülion, ro-
crord ch6nges 

oo·s AND oor-..rs 
Pre1e:.f and reVISO ani'!:""VU!w ques

r,om liS n~C'd 

Ce 'u~c mu.•,""Vie ver c"n C~nd e~ 

J¡~len, doesn'l ¡udg.~ rc~opon~oo 
[,;, ro• u:;l! le 1nler?ret, se,l, or edu

ca lo 

PrLTc-st and rcv1:;a C\JI'!5.~l0n1 and 
rorm l::!> ncc-dDc.. 

Oí1cr and s<~fe']U<lfcl llnonym,ty 

Usflo only •f preparca 1o--
rc¡:>ar1 finú•nc;:s, boih ft~..,.oraol" 
... nr... nf,1vor,>Dic 

• do \Omctr,¡ng llbout 1nem. 

Know wha1 1.'::11 mcasvres &e Juro 
11 •S worln measvnng h~re Ap
ply resulrs omy to factors for 
wi'Hch le:>l 1s good 

Oon't use tests to teke blamc for 
d.ffcuh or unpopulcu deCI!.tCn5 
wh1ch mane;gemenf s.hovld m"ke. 

Do not prom11oD or oxpect qv..:k rr 
S l.' di 

St.ul w11h prob!ern known to b.o of 
lOilLnrn to ~¡rou¡> 

ldcnt,fy al: prohl~"n•s of ''ondtc.,nl 
concc-rn lo group 

lct t;;roup mt'lko own .ont.lts-•s, sel 
own piiOOIICS 

8ru:.h vp on ¡ob-analys1s ted"n1c;un, 
Grrange spe-w·.ltra•n•ng for tho:ie 
who are lo do 11 

Be w • .:t ilnJlfSIS tl of current ¡co. 
end currcnr periormanco 

Revtew w11h cmployoo bolh-
e:n.:~ly.:;J~ of ¡cb, and 

• o~~ppra¡sol of porlormanco. 

Uso IJ'I che<ks and ctues, 1n comb,n,... 
11on W1lh olhot meshods. 

Open-ended, nondtrective interviews are more valuable than other k.L-.ds fo; 
gettmg at feclmgs and atbt~dcs and at the causes of problems. But they yieU 
less uniform and less reaa1ly quantifiabie dura than do controHed interviev;s. 
:\esults of the latter are easter to process bul may not be as valid, for ti.1eir ve:-¡ 
.srructure tends to restrict and to iJ.--¡fluence the responses given. 

Naturally, thc more skilled the interviewer, both m asking and interpreting 
responses, the more valuable the data he wíll obtain. So try out your questíons 
m advance and revise them if necessary to get them clearly understood; allow 
your subjects ample opportunity to talk unhurriedly; concentrate on listening to 
what thcy are really saying; do not make "value judgments" on their responses; 
and do not use the intcrY1ew to mtcrpret, !:.ell, or educ.ite. In case you fcel 
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dublOus about your 1:1tervicwing s1dll: any infonnation you get wili be better 
tlun none, you wúl lcarn a .iot in tte jJrGCco~, ;u~ci yol:; i.,terviewces wúl hz,ve 
::m opportunity to contnbute to sol:.;.tion of mutual problems. 

You m:1y get more accurate and more useful mformation í.f you ask your so.b-

Exhibit 17 
SOY.ill NEED INDICATORS27

. 

STUDY . 

Organization Plans 
• pro¡ected changes in miSSion, struc-

ture, personnel, or procedures. 
Employee Records 
• h1gh turnover. 
• absenleeism. 
• s1ck leave rates. 
• awdent severity and frequency ratios. 
• tard1ness. 
• gr1evances. 
• mem ratmgs. 
• composition of supervisory force. 
Offic¡a/ inspedions Reports 

by own organization. 
• classiflcation surveys. 

Work and Work-f.ow 
production bo:tlcnecks. 

o tluctuations in produwon. 
o reports on public or customer satisfac

tion with product or service. 
o back!ogs and where located. 
o records of high cost, waste, excessive 

errors. 
Supervisory Selection Policy 
• qualitlcation requirements 
o experience and 1raining background 

of present supervisors. 
Management Audits 
• by controlhng department or bureau. 
o special surveys. 

OBSERVE 

,l,'.crafe Factors 
::ersonal friction. 

• ::~uckpassing. 

• ::>mplaints. 
r.a'Tention to work. 

'cudership not held by appointed 
'eader (the supervisor). 
swperv1sory ineffectiveness in provid
. ng subordinates with sense of worth, 
belonging, and sccurity. 
1 J~k of supervisory support of sub
.:-rdmates. 
~~!horitarian leadership. 
:>osence of sense of purpose and ac
::>mplishment. 

- J:, .<nowledge 
·':'chnical phases. 
dmm1strative phases. 
s '- perv1sory phases. 

Communication Fai!ures 
• written und oral instructions misunder

stood. 
• fadure of information to flow up, 

down and across. 
o inabdity to .::xpress, orally or in writ-

ing. 
• semantic difficulties . 
Poor Supervision 
• asSI<Jnmc:nt of work. 
• piJnnmg and scheduling . 
o instructing suborcimates. 
o handl1ng grievances. 
o !ack job pnde. 
o la e k job interest. 

poor coordinat:on. 
• ina¿equate recognition. 

fadure to motiv<ne. 
Job App/lcarion 

putting knowiedge and skill to work. 
o wdl to improve, self-development. 

-- ¡ 'i. Ctvil Service Commission, Trrzining the Supervisor, Personnel Methods Series No. -< 
'. ,,•·,ngton. D.C: Govcrnment PIÍnling Oflice, 1956). 

o 

o 

o 



-o 

o 

General Operatlons 9 

The evening classes program presently serves approximately 1,000 students, 

genera11y in the metropo1itan area of Milwaukee (popu1ation about 1,000,000). 

Institutes and short courses serve approxiÍnate1y 8,000 practicing engineers 

throughout the United States. The e1ectronic media programs include an elec

trowriter network (SEEN), the Educational Telephone Network (ETN), video cas

sette courses (VCC), and broadcast television (etvn). With the exception of 

the e1ectrowriter network, which has been in existence for about five years 

and is serving about 400 students per year, most of these systems, as emp1oyed 

for engineering programs, are new and have not had an o~portunity to prove 

themse1ves. The correspondence study program serves approximate1y 3,000 stu

dents throughout the United States, and from foreign countries to a 1esser 

degree (see Tab1e 2.1). 

Table 2.1 

Extension Engineering Formats and Service 

! 
Students s,erved 1 Percentage of students Course 

1 
per year 

1 
, from Wisconsin content 1 

1 
: SA 

Evening classes 1,000 lOO ¡ \, 1 BE 

Institutes and j 1 SA 8,500 
1 

40 short courses GE 

j 
1 

; SA E1ectronic media 
1 450 1 98 BE progranuning 
1 1 GE ; i 

' 

Correspondence 1,100 40 BE study 

1 SA = state of the art. 

BE = basic engineering. 

GE = graduare engineering. 
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1 
1Jo ln¡;Uiutoa ( 1 to 3 dlíllYfl ) so-\ 

\ o Short Cou•zo~ (1 ~o ~\"Joct:.r.~) 

7~l 

60~ 
-. ·1 
-" l.i.l 
() 

'E so-¡ 
(,} 1 

"' ¡ 

w ~·~ l 
;;; 'w~-¡ 

'(¡) i 
o ¡ 
~ 30--l 

1 

20~ 

íO-' 

.-. 

G;aduo~c Com¡:Ju;; Couroos. 
- o 

0~~----------~-----------r~------~-,---~----~--r, -----------, 
5 :20 40 60 ~J -100 

0/o Stuac·o~ Soíi • ~tudl~ 

Figure 2.5 Comparison of unit costs 

In .the comparisons of unit costs given iri Figure 2.5,. the independent 
('~ ~ ' 

variable chosen as significant was the per cent of student self-study time •. 
' - • •, .. ¡ ~ 

Thus, with O per cent as the case in the usual two-day institute wi~h_lecture 
1 ~ ~ -

format, the cost to the student is highest. Correspondence courses lie. at the 
1 • ' ... 

other end of the scale at nearly 100 per cent and a much, lower unit cost. 

In summary, Table 2.6 shows the comparison of the various media of con

tinuing education from the standpoint of University cost, format, clientele 

~erved, level and SCOpe of material pTesented, and methods used. 
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Table 2.6 

Comparison of continuing Engineering education formats, 1973 

Corrcspondence 
study 

Institutes and 
short courses 

1-'ethods u~ed 

'Self-study wit•· 
l study guides .1r • 

j sorne audiOVlSUdÁ ¡ aids 

' 1 
í 
1 Lectures and 
( workshops 

Clientele served 

·lHGents remote 
-e com cc:.unpus 

; ?racticing engi- , 
:~eers and technical¡' 
~ndgement 

1 1 
1 1 
1 

Average 
annuul 
numbcr of 
students 

1,100 

10,500 

Lcvel and scope 
1 1 

! l'lostly undergraduate. 1 

1 

Usually general in
terest topics, Seldom ! 

, •!nough c:!cmand to jus-, 
1 

tify odvanced special
ized topi.cs 

1 

1 Very applied, General-; 
jly s tate-of• the-art . 

1 
1 

University 
cost: 
áollar/ 
student 
CEU 

$14.50 

$83.00 
(:..nstitute) 

$75.00 
(s:-.ort 
course) 

----------------~--------------~·----------------~----------li---------------------r----------1 • 
Electronic media' .:lcctrowriter 
programming iJetwork, educa.

'onal TV, TV 
, ~.'.isettcs, etc. 

Evenir.g cl;:..s&es Lectures and labs 

University 
campus courses 

Lcctures and labs 

Format and Class Size. 

:Very broad range 450 \Applicable to wide 
¡runge free colle0 e 1 

$30.00 

t 
:~ork~ng stu¿ents, 

J somet imes wi~hom: 
¡ca~?nny financiul 
!·'=ll~~~:")ort 

; tc&ident ntudcnts, 
"'rt-time studcnts ¡ onp loyed locally 

1 

1,000 

¡courses to single-
¡topic state-of-the-art 1!-----------

loftcn similar to col- j 

llege courses. ¡;sually ¡ 
1c.-,ore applied. So;ue statel 
¡-oí-thc-art programa 

' 1 

$21.00 

i 2,600 ¡cencral:y aimcd at 
l(en,sineerin¡?}, resident campus 1 

$17.00 
(l.ndcr

igraduatc) J :studcnts 
1 ' 

i 1 $21.00 
(,:;r .. duatc) 

Since the eff1cient class size for each format is 

different, the number of students to be served may determine the most appro-

priate format. Correspondence courses have an ever-decreasing cost with in-

crease in number of students. Radio and televi&ion, in sorne cases, are very 

similar.* 

*New Educational Medla in Actio~, Part I (Unesco: International Institute for 
Educational Planning, 1967), p. 202. 
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(30%) 

:W-30 30·40 40·50 
Age Grcup 

Figure 7.3 Age of accepted P.D.D. candidates 

Several have more than the 1200 hours (120.0 CEUs), but have not comp1eted the 

e=) independent study project. Others have made little or no progress in severa1 

years, but are considered active candidates. within the seven-year 1imitation 

of the program. The majority are progressing at varying rates. They are in

c1uded as accepted candidates in Table 7.1. 

Similarly, the dropout rate is indeterminate. Sorne candidates (6 of 143) 

have informed the University of their intention to drop from the program; 

others (about 25) are inactive but have not bcen official1y dropped. It is 

the faculty advisor's responsibility to contact inactive candidates to de

termine whether they intend to continue in the progr&m. The dropout rate is 

assumed to be· higher than for tr'aditional degree programs because of the re

sponsioility it puts on candidates to progress without the motivating pressures 

of on-campus study. 

Problem Areas 

In addition to the administrative prob1em of dropping inactive candidates, 

the facu1ty advisors have also experienced a counse1ing prob1em. They have hdd 

Q 1itt1e or no training in working with o1der professiona1s. With major work-

1oads in other areas, they have experienced problems i~ communicating with and' 
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INTRODUCTION 

Meteorology 100, Weather and Climate, is an introductory course in meteo

rology. It is the equivalent of a one-semester classroom course. Satisfactory 

completion of the requirements of the course will enable you to earn two hours of 

credit. 

The following pages will tell you how to proceed in this course. Read them 

before you actually start studying, and refer to them as necessary as you work 

through the course. 

MATERIALS FOR Tl-IE COURSE 

The following materials ha ve be en supplied to you: 

Textbook: Meteorology: Weather and Climate, by Frank S. Sechrist and Edward 

J. Hopkins. Madison, Wisconsin: University of Wisconsin--Extension, 1974. 

Study Guide Supplement: The booklet you are now reading, which contains written 

materials and information on doing the work of the course. 

Pamphlct: Clouds, produced by thc Environmental Sciences Services Administra

tion. Washington, D. C.: U. S. Government Printing Office, 1969. 

You will also need this book: 

Weather: A Guide to Phenomena and Forecasts, a Golden Science Guide. New 

York: Western Publishing Company, Inc., Golden Press, 1965. 

You may purchase this book from University of Wisconsin-- Extension Book

store. When ordering, please send a check or money order payable· to University 

of W is cons in-- Extens ion. 

The Textbook. Meteorology: Weather and Climate has been designed for 

self-study. It is divided into ten convenient units, or lessons, each of which 

includes a set of learning objectives, a summary, and other features found in 

1 



Inrroduction 

materials designed for individual, independent learning. 

self-exammations, for which an answer key is provided. 

Early units also contain 

The Study Guide Supplement. The book.lAt you are now reading, the Study 

Guide Supplement, adds assigned written work to your self-study and puts you m 

contact with an instructor by mail. Jt contains written assignments corresponding 

to the ten lessons L"l the textbook; answer sheets for these written assignments 

are :.o be sent i!l to University of Wisconsin-- Extension for grading. The Sup

plement also contains a Midcourse Exercise, to be completed and sent in for 

grading when you have completed Lesson S, and forms for re¡;uesting the final 

examination and a transcript of credits earned in the course. 

HOW TO DO THE WORK OF THE COURSE 

Written Assignments. Work through the course material lesson by lesson, 

beginning with Lesson l. Your learning may be enhanced if you proceed as 

follows: 

l. Study the material in the textbook for each lesson, referring to the Clouds 

pamphlet and the Golden Science Guide, Weather, where indicated. If 

possible, utilize additional related materials in areas of interest to you. 

The Bibliography at the back of the textbook contains many references that may 

be available at your local library. 

2. In carly lessons, aftcr careful study of thc lcsson material and when you 

feel that you understand it. take the self-examination. Then check your 

answers in the Key to Self- Examination and restudy the lesson material as 

needed before proceeding to the written assignment. In later lessons, pro

ceed di:rectly to the written assignment when you have thoroughly studied 

the material of the lesson. 

3. Work through the written assjgnment, jotting your answers on scratch paper 

or beside the questions. Check your answers to be certain you are 

satisfied. 

4. Transfer your answers to the special answer sheets in the back of this 

Supplement. Take care to use the correct :.;heet or sheets for each assign

ment. Complete the answer sheet by filling in your name, your maili.i'l.g 

2 
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lntroducnon 

• 1 • .~ j ~ ., • .- ' , 

. address, and -other information requested. Put your name and· the.lesson 
' ~ ' ~ :' ( • 1 $. ' ' ·J - ~ 1 ' ' : ¡ ' • '-: ~' \ • ~ '.... , .... .{ .. :-... ~.! ~ 

. . nu.mb.er on any adc;litional sheets of pape~ Y<?U use. Assemble the sheets 
~. t:..:, .; ._ • .._.-:! - 1 • .::. ; ' ~ ' ... ' ' • -, • ) ~ 

in the C~freft order. ~d. fold in ,hé!-lf as diJ¡."ected •. 
' ¡ ~- . . ~ . __ , • . ' •, l /< 

5. Insert your work in. one · of .the spe_cial. eíwelopes proyideq .and -s~aLit .... f!l}. 
. in ,t.h~ information :¡;.e.quested:.; 1~a~. the en~elope. 

6. Pr:oceed to the next. lesson in your .next study period. Do- not \V~it for,.tp~· 

les son ·yo u. ha ve mailed to be returned · to you. . . ; -. ,,. 
" ' 

7. Transmit ·any questions. yóu h~ve 'aboU:t· cotirse· subject matter· to your m-·.·.,· 
'stnictor ~ : Just ·includé them ~ith the work you mail iil. He · will be happy ::· 

'to· answer i:hém or' lead 'ymi to an ·a.nswer.' You should próceed'With the··· 

work of the course whi~e jroJ.I. await pis reply. . .._ . , ., . 

IÍ' you prefer to talk 'with your mstruci:or, fe el free . to request "his · , 

phone nu'inber . and. as k liim\ to 'suggest times· when he cán 'be ; reacned by~:;;;; 

phone.· ·· If yo~r · irÍstrudi:or lives nearny, you may even wish .. +o arra.Ilge a·- ~ 
face-to-;;Jace meeting ·witlÍ. him. 

t 
Note: A te'acher:-.-is 'always interested -in individual st\ldents' a.nd-· their 

progress. Your instructor would welcome a letter'-of note,-· i.ncludf:~d· with ·. 

a written assignment, telling about yourself. your particular situation, your 

reasons for enrolling in the course, what you think of the-'course, and any 
'L p \ 0 ' O " 0 ..L '" • - r ( ~ 

.spccial ncecls you have--for 'eX'á'n1pie, 'hayirig 'to meet :a.···tighf,:dcadlinc for - ..._. - . - . .. 

completion of the course. .. '•' 

8. Carefully review each marked written assignment when it is returned to 
., ' ••• ' ··.t. 

you. Whenever your work indica tes the need for further s'tuciy, a o· ·¡t before 

proc'eed'm!{ to th~ next. iessdil. : -_ 'If yoii ~ receive .an as'.Sigriment that has no 

· grade··or ·a. ·grade below;·7o~: 'it ·will usua.Ify, be marked "Coriect-~and re..:···· 1 • 

submit," or ,;e "&'.R>" · After 're~nidying· the lesson material/ you-sliould e~~. 

redo the incorrect portions on separate sheets, making ~o changes on . the· ' 

origjnal, inc9rrec~ w.ork •.. you .. should s.end in both. the in~act orig.in_al work 

-~_-:an~l:the corre<;:te,4 -..yor]c_ to YC!ur_ip.structor. :me new grade you earn wilL, 

completely replace the old grad~. 

3 



Introduction 

Midcourse Exercise. After mailing in the written assignment for Lesson 5, 

and befare proceeding to Lesson 6, review what you have learned to this point. 

Then complete the Midcourse Exercise that follows the written assignment for 

Lesson 5 and mail it in for grading as you would a written assignment. When 

you have completed the exercise, proceed with Lesson 6. 

Final Examination. The final examination is taken under local supervision. 

When you ha ve completed the written assignment for Les son 10, submit the 

Request for Final Examination form that you will find at the back of this Supple

ment. Then start reviewing to prepare for the examination, which will be a 

closed-book exam (you may not refer to any books, notes, or other materials) 

over the entire course. You will be allowed two hours to complete the exam. 

Course Completion and Transcript. In order to complete the course with a 

passing grade, you must earn satisfactory grades on all of the written assign

ments, the Midcourse Exercise, and the final examination. A grade card with 

your final grade will be mailed to you. If you require an official transcript, use 

o 

the special request form at the back of this Supplement. Q 
Correspondence. All correspondence pertaining to the course should be 

sent to the following address: 

Independent Study 
University of Wisconsin-- Extension 
432 North Lake Street 
Madison, Wisconsin 53706 

HOW TO LEARN 

Learning is an ordinary, common, everyday thing. Everybody does it 

almost all the time. It' s impossible to stop learning. There' s nothing strange 

about it even though, quite honestly, nobody really understands how or why it 

happens. 

Each person learns as an individual, a student in a class as well as one 

engaged in self-study. And most of the learning that everyone does takes place 

outside of schools or educational institutions. 
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Introduction 

To study simply means to. direct your learning toward sorne p~rticular goal. 

Here are sorne general guidelines for studying.-· . · ·· 

1,¡, Set up a· study time-schedule for yourself to suit your situation. Don't make 

·it too deman'ding or too 'rigid, but 'don 't be too r'enient with yourself, either o 

2. Choose a time and place that is convenient and reasonably ql!-iet. Certainly, 

inake a choice that will lea ve you as free · from outside distr~ctions as 
. ' 

possible--perhaps late at night at home, or early in the mornipg at a 

library. · 

3. Organize all your study materials and have them at hand before you begin. 

Always include a scratch pad and pencil. 

4. Begin your study of each lesson .by a quick reading of the entire lesson. 

Don't worry apout detail or about getting everything to make sense- this 

first time. Then read the lesson ovér more thoroughly, keeping the lesson 

objectives in mind, studying and learning more detail, thinking things 

t:hrough. Get all the information you can from charts, maps, tables, and 

figures. Mark things up--things you find interesting, or important, or 

difficult. Use the scratch pad to keep track of questions that come to mind, 

or to oudine what you're learning, or to make your own notes. After this 

second reading, you'll probably want to go back_ over all or part of the 

lesson, maybe several times. Stop occasionally to refresh your mind on 

the objectives oí the lesson. 
'· 

5. In the early lessons, do the self-examination when you feel you know the 

material in the lesson. Try to do it without looking back over the lesson. 

Then check your answers in the key. Grade yourself. If your score is 

less than perfect, you'll want to restudy all or part of the lesson. 

6. When you are reády, carefully and thoughtfully complete the written assign

ment. Keep your written work neat and legible. It' s a courtesy to your 

instructor and your work will be more useful to you in reviewing the course. 

7. Before you start each new lesson, you'll probably want to give earlier . 

lessons a quick review. Note that many of the words and terms inrroduced 

in the course have precise meanings. An important part of your study con

sists of increasing your vocabulary with these new words. 

5 
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8. Relate what you're learning to anything you can. Seek out other books or 

articles on weather and climate. Watch TV weathermen in your area. .A.nd 

get outside in the weather. 

fog- -whatever is happening. 

the weather. 

Observe cloud formations, wind direction, dew. 

And there' s always something happening with 

Do things. Want to try cloud watching? Make yourself a list of 

various cloud types. Check off each type as you observe it. Or wind 

watching? Make a list of wind directions for various positions of lows or 

highs in your area. AB you experience each condition, verify it and check 

it off your list. Or rneasure the rainfall where you live and compare it with 

the official reporting station rainfall. Or • • • Well, you get the idea. 

Every time you go outside, you get into the weather. Get your mind into it 

too by observing it and relating it to what you are learning in this course. 
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Lesson 1 ,:·_. ;-: ~- , .-

THK··FOJ.\:MA"IiiON OF~ c'LOUDS .... 

WRITTEN ASSIGNMENT 

Send in your answers to University:,of Wiscpnsin-- Extension for grading. 

using the answer sheets at the back of th~s . $upplement. 

A. Multiple Choice ·~ '. . '', ~-

~hoqse the. o~e besr··answer for · each: of"thé .~fólfowing. 

l. The water 

'so%~ ~· a. 

vapor content of moist ¡:¡.ir_ by vol~II].e ;ra:¡;ely exceeds 
~~·r~, .... ':' -~ ~( .. ''··~ .. 1 , ~ ,, '"' 

~' ~ ' 

b. 15%. 
~ ! .... ;~'' ', r.:-
c. 5%. 

. )., 

- •" r• 
; >,t 

d. 0%. 
1 

'' ... '. ' ' 1 ). ' < ' < l-) ¡, ~~ \ 

·. ·2.~u'A rriidille"~~~~bá that appears as a thi.n. continuous sheet covering the sky 
• ' j t ;: ' L .~ l ? '~ '~ } •. • ! ~ -·. 

is the 

a. cirrostratus. 

b. nimbostratus. 

c. altostratus. 

d. stratocumulus. 

3. The highest sea-level pnissure ever r~corde.~-~~ -~arth qccurred in what type 

of area and season? ',_, 

a. Subtropical deserts in summer 

b. Near hurricanes ·in the f~ll 

c. Interior of continents in winter 

d. Ice-coveted' oceállS' iñ' winter 

7 
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4. Sorne clouds do not precipitare because 

a. no condensation nuclei are available. 

b. air in the cloud is not saturated. 

c. drops are too small. 

d. drops evaporate before they condense. 

5. When the water-vapor content of an air parcel remains the same., in

creasing the temperarure will 

a. increase the relative humidity. 

b. decrease the relative humidity. 

c. not affect the relative humidity. 

d. increase the vapor pressure. 

6. Increasing the temperature of air will not necessarily increase the air 

pressure because 

a. the density of warm air is less than the density of cool air. 

b. warm air rises and cold air sinks. 

c. the density of warm air is greater than the density of cool air. 

d. the air pressure does not depend on the air temperature. 

7. Dewpoint is the temperature to which air containing water vapor must be 

cooled in order that it will 

a. not evaporate. 

b. , become just saturated. 

c. just begin to condense. 

d. just begin to freeze. 

8. The relative humidity can be decreased by 

a. increasing the temperature. 

b. decreasing the temperature. 

c. increasing the dewpoint. 

d. none of the above. 

9. Which of the following would not be a representative measure of normal 

sea-level pressure? 

a. 1013 mb 

(Answers continue on the next' page.) 
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Lesson 1 

b. 15 lbs per sq in. 
.. :· .. •"',·~~~: -... ~:~ ::--:. \,~ 

' -

~J .. , 

J' 

c. 30 in. of Hg 

d. .15 ft of H2 O 

10. Which of the following cloud observations woulc;hbe err~neous?·. . .. 

a. Altocumulus at 10,000 ft 

b. Cirrostratus at 19,000 ft 
-¡ ',: 

Cumulonimbus base at Ibóo'·'ít c. 
d. Stratocumulus at 5000-, i~ ,~-+-

.... 
'-.' 

e¡ 

11. The principal constituents of dry air near the earth' s surface are found 

in the following proportions: 

a. Nitrogen 71%, oxygen 28%·, 

b. Oxygen 78%, nitrogen 21%, 

c. 

d. 

Nitrogen 78%, oxygen 21%, 
' t.' ·~'' 1 ._ ,'¡,~: ,(: > 

None of the above · 

argon < 1% 

argo~ 0._03% 
• ,... .¿ '1 ¡.;' ,,, 

arg~~ .'< 'i% · -" .. 
• :~ ·;. ~ _", ~ ~ :. ... ' " ;_ 1, ;~ 

- -
r, J 

.' ~:: ,:' ly:~~ :"'- :< f\: ... ~ ,.; '' 

12. The worldwide range of sea-leve!· pressure is about J· "~ ~ 

a. 2000 mb. 
,... , ~ ' ' ' '"• - r- ~ ~ ;:>..,l"l 

"'' J. b~ -·-~2oo·· mb. - -
c. 20 mb. 

13. According to the Gas Law, heating of an air parcel· wilL reduce the- parcel 's 

pressure only if 

a. the density remains constant. 

b. the density increases. 

c. the density de2reases.'- -.:. 

d. the Gas Law is not obeyed. 

14. An air parcel becomes saturated when 

a. it can hold no more liquid water. 

J,- ' • l . 

l ':"", 

\ f" ( \ 

!.' ··~- ~ -.., J.J'~' 

b. the air temperature is éibove the dewpoint temperature. 

c. the relative humidity is equal to 100roo 

d. condensation nuclei are present. 
' ~ , \ . -
' ·' 

,;: - • '1 
<' , • 
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Lesson 1 

15. Vapor pressure is a measure of 

a. the actual amount of liquid water in the air. 

b. the relative humidity. 

c. the dewpoint. 

d. the temperature. 

16. Air is supersaturated only when 

a. the relative humidity exceeds woro-
b. the relative humidity is less than woro-
c. the temperature equals the dewpoint. 

. d. rain is falling. 

17. Air generally cools as it rises because 

a. air expands when lifted. 

b. air compresses when lifted. 

c. compressed air is cooler than expanding air. 

d. air temperature is always cooler at levels above the ground than 

at the ground. 

18. Which of the following cloud types would most likely be responsible for 

producing heavy rain? 

a. Cumulus 

b. Cumulonimbus 

c. Altocumulus 

d. Cirrocumulus 

19. A rapidly growing cumulus cloud is referred to as 

a. cumulus congestus. 

b. stratocumulus. 

c. nimbostratus. 

d. nimbocumulus. 

B. Problems 

1. Calculare the total weight of the air on a 3 x 5 ft desk top. Assume the 

air pressure is at its normal sea-leve! value. 

10 
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3. 

Lesson 1 

Using Table l. 3 of the text, calculate the relative humidity, in per cent,, 
1 

if the a ir temperature is 75 o F and the dewpoint is 65 o F. 

Using Table l. 3, calculate the dewpoint if the temperature is 70°F and the 

relative humidity is 75%. 

4. Again using Table l. 3, find the temperature if the relative humidity is 50% 

and the dewpoint is 55 o F. 

5. Using the data from Table l. 3, plot a graph of temperature vs. saturation 

vapor pressure. Let the range of temperature be from 0° to 100°F and 

the range of e
8 

be from O to 100 mb. Draw a straight line through the 

plotted points and extend the line over the entire range of the graph. 

6. If you doubled the temperature of an air parcel from 40°F to 80°F, would 

you double the maximum amount of water vapor the air could hold before 

condensation took place? Show your calculations. 

11 
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PREFACE 

These guidelines are for those who wánt to teach and w:::ite independent 

study courses using the correspondence method. The material presented here 

1s based on years of practica! experience in teaching and writing these courses 

and in helping others teach and write them. The emphasis is on the practica! 

rather than the theoretical aspects of correspondence instruction. 

Smce you are interested in teaching or wriÚng an independent study course, 

1t is important for you to know that an instructor may or. may not have written 

the, course he will teach. Likewise, the course writer may or may not teach the 

course he will write. - As an educator competent in your field of knowledge, you 

are undoubtedly anxwus to achieve top -leve! performance. These guidelines will 

supply yo u with ideas, backgroun~, and hints that will help you to proceed with 

a measure of confidence and effectiveness. 
~~ 

Many areas of knowledge are cast into the mold of independent study courses, 

and variations exist in methods of presenting and teaching materials in different 

areas. What is true about the specifics of teaching or writing an accounting 

course, f<;>r example, is not necessarily true for a course in French or history 

or mathematics. Consequently an instructor or course writer, while following 

these fairly well-defined guidelines, should feel free to work within, and enjoy, 

wide latitude in interpreting- and applying ideas contained in the following pages. 

The suggestions should serve as a guide, not as a rigid blueprint. 

Part I present13 historical and philosophical backgrounds of independent study. 

Part II deals wnh teaching a course. Part III suggests ideas about writing a 
:<~::. 

course. H you ha ve had little or no experience with'i,fhis kind of course, you wÜl 

beneflt from readmg all parts. If you ha ve had sorne experience either as an 

mstructor or a course writer, yo~ may gain helpful new insights. 
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Part I 

INDEPENDENT STUDY 

BACKGROUND AND PHILOSOPHY ' ' " 

The 'follo\ving two chapters introduce you to a brief historical background 
' ' ',, 

and sorne philosophical bases of independe¡1t study. These chapters will help you 

to understand LJ.dependent study and increase your sensitivity to the correspondence 

method and your effectiveness as an instructor or course writer. 



l. HISTORICAL AND BACKGROUJ\TD FACTS 

Education through the correspondence method is known as correspondence 

ejucanon, correspondence study, correspondence mstruction, home study, and 

mdependent study. There are probably other labels. In these gmdelines, how

ever, "mdependent study" 1s used because the Natwnal Universlty Extension 

Associatwn \NUEA), the recogruzed professional association m this area of 

educatwn, uses th1s term. 

A college or umversny that offers mdependent study courses is likely to 

have some kind of orgamzatwn, however loosely arranged, known as a program, 

that in vol ves courses, course writers, mstructors, editors, course reviewers, 

art1sts, a course productwn unit (printing or duphca~L.1g services), and the 

necessary enrolling, recording, and mruhng serv1ces. 

o 

Ar1 mdependent study course is the medium of communicat10n and instructwn Ü 
between mstructor and student. Its ful).ctlon 1s to guide the student through a fleld 

of study under competent mstructlon so as to help him master the subJect matter 

of the course. It 1s, in effect, the link betweeu instructor and student; lt should 

prov1de for the mdependent study student what the classroom prov1des for the 

·es1dent student. 

Independent study has a long and honorable h1story. When you mvolve your

self m mdependent study elther as an instructor or as a course writer you are 

well adv1sed to acquamt yourself wnh s0me of its h1storical and philosophical 

aspecrs. A few facts, presented on the following pages, will contribute ro your 

effect1veness as an mstructor and as a course wnter. 
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Ongins 

'.As an educanonal method, independent study orlgmated many years ago, 

possibly in the exchange of letters that gave directions or instruc~ions. . According 

to Verner and Booth,1 independent study was in use in Berlin about 1850. Touis-
~ 

sant, a Frenchrnan, and Langenscheidt, a German, worked together to teach 

French and German by rnail. Their method, involving translati9n_s and phJ~etlcs, 
is still in use toda y. In 1890, Dr. W1lliam Ramey Harper began a p~ogram of 

independent study at The University of Chicago. "The idea of . . . learning by 

exchange of correspondence between student and scholar . . . had its first .expres

sion .at The University of Wisconsin m 1891. .. z By November 1, 1906, Willlam 

H: ~ighty "publi~hed an announcement of 150 courses to be offered by The 

Univc::rsity of Wisconsin Extens.ion Division. "3 Since that time, the Wisconsin 

program has grown continuously. Undo~tedly the same growth could be observed 

in many programs thr?ughout t~e world. 

Twenty-five years later, in 1916, the National University Extension Associa

tion (:NUEA), composed of the extension divisions of various North American 

colleges 'and universities, was formed .at The University of Wisconsin. Each 
-. ' 1 ( - -

bienniurn the Assoc~ation publishes a booklet listin~ cou_rs~s off~red through 

independent study ~t member institutions. Presently (in 1968) sixty -four institu

tions m the United States, and sorne Canadian universities, hold mep1bership in 

the Association. 

Private Schools 

Private schools, owned and ope~ated by a person or corporation, have also 

been established and have grown and- prospered. International Correspondence 

Schools at Scranton, Pennsylvania,_ ·is. one of the best known. This institution has 

enJoyed a long career p_rovicling courses in ID!lllY fields_ for many people. Other 

well-known pnvate schools are La Salle. Extension University, American, School, 

' ' 
1 Coolie Verner and Alan Booth,. Adult Educatfon (Washington, D. C., The Center 

for Applied R~search in Education, Inc., .1964), pp. 69-70. 

z Roger W. Axford, "W. H. Llghty---Fountain of Idealism," in The Brandenburg 
Memorial Essays on Correspondence· Instruction, Vol. l, Charles A. Wecte·meyer, 
ed. (The University of W1sconsin, Madison, 196_3), p. 57. 

3 lbld' p o 58 o •, -- ' 
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Industrwl Tran:IDg Iasc1tule, and Famous Arnsts Schools. Tnese and other pn vate 

schools are representui m 111e Home Study Rev1evv, e:. professional JOUrnal spon

so:-ed by the ~at10nal Home Study Councll. 

USAFI 

At the beginmag of World War II, the Umted States Armed Forces Inst1tute 

(USAFI) 1~ntwted a program of mdependent study for educatmg and trammg people 

m the AD11ed Services of tbe United S tates. Th1s progTam was developed and 

expanded tbrough the JOlllt efforts of USAFI and umvers1t1es m the Umted States. 

Today n prov1des educational serv1ces for the largest independent study school 

program m tl1e world. The work of USAFI IS carned on under several plans: 

(l) contractual arrangements are made with selected universüws whereby courses 

are created at the request of, and accordmg to the speciücations of, USAFI; 

(2) arrangements ma:, be made Wlth spec1fic book pubhshers for production of a 

course; a_nd (3) sorne courses are produced mternall.y at USAFI. Servicing of 

USAFI courses may be undertaken by selected univers1ties or by educational 

specialists at USAFI. Hundreds of thousands of persons have benefited from these 

courses. Thousands are currently enrolled. 

Business and Industry 

Observc~twns of the use of independent study m business and mdustry md1care 

more than casual interest m this medmm. Several large mternational flrms have 

used and are using Univers1ty of W1sconsin mdependent study courses m their 

eclucanonal and tra1mng programs. Undoubtedly courses of other uruvers1t1es are 

t.. :1g sim1larly used. A recent study4 of over 700 cooperating ürms indicares 

tl-.. ~t 56 per cent have used independent study courses from outside sources m the1r 

t:·,~lmng programs and that 94 per cent of those using these courses plan to 

...:ommue the1r use, while 32 per cent plan to mcrease the1r use of them. 

Ou~look 

In general, this educational medmm has established Itself firmly in the 

educatwnal system and has grown over the years. lt "1s spreadlng rapicliy 

o 

o 

1 J\ ;n·Jv:1tv sludy ily Sllarp & Ougllton, lnc., a subs1cll[lry Ol Kcllllworlh Corp<n-~Lt101l, Ü 
Kenllwonl1, 1llwo1s, 1968. 
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t!uoughout the world wJule 1t 1s undergomg change and 1mprovement lü count.;:-1c:;s 

tho.t l1ave long u sed this method of learning." 5 A study made by Charles A. 

Wedcrncycr m Ju0.c, 1965, md1cated that "In the Netherlands, England, India, 

Afnca, Germany, Eelt;ülm, Jamaica. Sweden, Norway, Denrnark, Fmland, V ene

zuela, Mexico, Trinidad, and the United States, there are increases in tbe 

mterest and participation of official government agencies in the development, 

superv1s10n, regulation, or approval of correspondence courses. "Ó 

rr l.cre lS still g-.reat potential for expansion. Recent experknce &t Tl1e 

U;uv~.r.slty of W1sconsin mdicates that many students res1dmg m fore1gn countnes 

are 811:colled in inciependent study courses at the U m vennty. Currer<tly ( 1968), 

studcms on all continents a re enrolled. Air mail provides effic1ent les son 

servi.::..::..:;. As more and more stm1ents in foreign countries enroll, awareness ot 

indcpendent study opportunities increases. Grovvt:1 is hkely ro contmue not only 

in numbers of students but, through evolutionary changes and innovations, in the 

mediurn itse::i. These latter elements depend largely u pon the imagination of 

instructors and course writers. When you accept an invitation, 8n appointment, 

or a cornmissjon to teach or ~vrite a course, you are being challenged lo work 

in a íield of education or to produce a vvork that can ha ve far -rcachi ng effects. 

Fle.·nbility 

Indepencient study provides great flexíbility as to time and place. Students 

can enroll and courses can be started at any time without reference to the aca

demic year, and courses can be rnade available at any place in the world that has 

postal service. A student' s progress throughout the course 1s limited only by h1s 

initiative, hls abihty to assimilate, the time available to him, and the regulatory 

llmitations of the college or university offering the course. 

Courses are available at both high school and college levels. These inclu.de 

degree credlt, noncredit, and vocational courses. Severa! universities offer 

5 Charl~s A. Wedemeyer, "World Trends m Corresponden.: e Educauon." An essay 
adapted f:rom Weciemeyer's keynote address at the Seventh Cori.ference of the 
International Councll on CorTespondence Education, June 12, 1965, m Stockholm, 
Swede::1. Publlshed in Charles A. Wedemeyer, ed. , The Brandenburg Memonal 
Essays on Correspondence Instruction, Vol. II (The Umverslty of W1sconsin, 
Mad1son, 1966), p. 2. 

6 lb id, pp. 3 -4 • 
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;:-J.du::ne level courses. Degree cred.J.t courses ofier colle:ge and university 

student.s the opporturaty to be flex1hle in pursuing :.he1r ob.Jectives. A stuáent 

.:an, for example, pursue a course during the summer without commg to the 

.::ampus to enroll 1n S1Jmmer school. Durmg the regular term if his resident 

l;lstli::uuon do es not offer a needed or desuej course, he can enroll m an mde

pcndent study course offered at a d1stant mstltutwn and merely add it to h1s res1dence 

schedule of courses. Usually he must procure pennlSSion from his res1dent dean 

or registrar. Sorne noncred.J.t courses are vocational m c.haracter, and employed 

)ersons m ay pursue them Without leaving their jobs. H1gh school courses provide 

similar flexibihty. 

The Role of Instructors and Course Writers 

Observatwn and recent history indicate that instructors and course writers 

are as deeply decilcated as those m other areas of ed11cation. Prospect1 ve entrants 

mto mdependent study are urged to famillarize themselves with the h1story of the 

mdepencient study program at the institutwn that appoints them because the aims, 

objectives, and phllosoplues of that msb.tunon should necessanly be refkcted m 

Lile wOl·;, Lhey undert.ake. 

You can probably prepare yourself best for your task of teaclung or wntmg 

by cocnselmg With the director of the Independent study program or with the 

chairman or coordinator of the department m wbich you are appomted. 
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2. PH1LOSOPHY OF INDEPENDENT STUDY 

Sevcral well-founded philosoph1es and variations serve as the basis for 

mdependent study and the development of courses. The one that appears here 

has proved itself m over seventy years of evolutionary growth. The evolutwn 1s 

still m progress. 

The Tut~rial Relationship 

Independent study rnay be regarded as personal tutoring by rnail. It can bt:: 

offered to anyone who can read and write, at any place in the world that has 

rnaíl serví ce. It can encompass lughly sophisticated as wel] as simple maten al. 

It 1s not a mechanical process whereby a student placcs a check mark on a prim~_,. 

forro to mdicate his response or reaction to a problem or a question. Nor 1s 1t 

a system whereby an instructor merely puts a grade on a lesson and returns lt 

to the student. There is no machine grading; machine-graded courses undoubtedly 

ex1st, but that is not \'''~;;t we have m mmd here. In our view, an indcpendent 

study coursc establishes a close personal teaching and learning relatwnship be

tween student and instructor, for the student's benefit. 

The tutorial relationship, which implies a tutor and a student, is as close 

a rclationslu.p as 1t is possible to achieve m the teaching and learning process. 

In our concept of independent study we try to bring tlus relationship mto reallty. 

Th1s concept shculd become an essential part of your thmking as an instructor, 

because through the course you are creating the vital communicating link between 

yourself and the student. If tb.is link is inadequate or faulty, the JOb of teachmg 

through independ.:::nt study beco mes more d.ifficult, and the learning process 1s 

1mpaired. Such 1mpairment can discourage the student to the point where he may 

fall to complete the course. If you establish a successful tutorial relatwnshlp 

through your course, the student Wlll probably be delighted and make highly 

gr.:tlfying progress. 

8 



The student must be consldered to llave sufhcient amb1tion and lfll~lé:.~Ive to 

\VJnt to work, with llig:1 ;.;xpc::c<:c:twns, on éL'1 mdependent study coursc. :t-ic:: should 

be regJ.rded as sufúcwn-;:l¡ amb1t1ous to Wár•t to complete the coursc s-:...cc¿ssfully. 

He mlg:1t need degrce credrt for graduatwn. He rnight be seekmg pror¡-¡o.~.:m on 

:~~s JOD, or he might be lookmg for certam mformatwn that will mercase .~1s skül. 

H~ i s presumed to llave no other converucnt means of pursuing h1s obJec~. ve, 

n::mcly, of acqmring more knowledge from a recogruzed aurlwnt<rllve sou .. -c...: uncler 

..:ompctc;.t guidance. 

T.w locat1on or place of residence of the student is vital to h1s p1~nning for 

,,·.ore 12ducation. Although he may live 1n a brge Clty that has one or .1~ore 

L::>lll.un,ms of learning ncarby, lus time may be so consumed by e.:rrmng w. lJ.v1ng 

Le~.:: h.:; cJnnot attend any local school 1n person. He may have a travel:ing JOb 

e~.~~ precJudes meeting a fixed schedule of classroom work. Or he m,Á-y iive m a 

~,¡nall town, a rural arca, or a foreign country that has no educéitlünal fac1llty 

o 

S'u~ted to ll.is needs. He may be in the Armed Serv1ces; he m ay Le on boaro a ship. 0 
Smce 1t should be assumed that he has no library or reference works rcaclily 

av.s..:lable, he should not be duected to use t!1em. It is probably safe to assume 

rhüt he !~as a d1ctwnary, altbougn m sorne mstances he might not. To teach 

eúectively, you must visuallze the studer,t clea.cly so that you expend your teachmg 

ef..:o:-t nct for him but rather d1rectly to lum. 

The student IS likely to be an adult who has a cultural Inte;.;_·cst m the course 

.or ns own sake, or he may be a young 1uan busily engaged m a JOb wherc ad-

v~ •. :::emen can come only tllrough greater knowledge or sklll. l le m ay be a 

i0:.:-21gn r.a-::ional who is anxious to broaden ilis horizon or gain a substantial idea 

of .1ow .~\mericans live. He may be a businessrnan who needs to round out and 

.::.u:;::--.ent his knowledge to become a Let::~:~r n1:mager, or he may be a lügh school 

s~~-1ent who neE'ds the course to earn his dlploma. He may lJe wurking m a shop 

,:J.;_- driv:..::g a truck. He may be unemployed, a patrent m a hospital, a prison 

_:.r.:Jate, or even a housebound mvahd. 

The mdependent study student 1s p1·obably self -n-.otlvated. He 1s a person 

''.:-:e has decidcd, or who has bcen counseled, that ¡;;de1::,c::nc.lent study wlll help lum Q 
:.c~':e )us proolems. The counseling nught have come fl-om a fn.end, a tcacher, 

9 



; 

o 

o 

o 

_ or his employc::r- -someone who has indicated the valuc of such a course. There 

may ¡be sorne students who are prodded by someone to "take" a course, but they 

are doubtless m the minority. 

In~tructor's and Course Writer's ·Responsibilities 

While the learning pro,cess is primarily the student' s own resporísibility, 

the instructor and the course writer are responsible for presenting the material. 

of the course as effectively as possible. Any properly mot~vated studert will 

learn something from even a m~diocre cour'se, but that same s,tudent will lear·n 

immeasurably more from a well-written and well :.taught course. 

There is probably úo "best" independent study course. While you, the 

instnlCtor or course writer 1• are presumed to have technical competence in the 

area of knowledge about which yo u are teaching or writing, the development of the 

material of the course is an artistic undertaking. No one can tell yo u precisely 

what you should do. The value of the fruit of your enterprise, in teaching or 

writing a course depends on your skill in communicating and ·your outlook as a 

sc.holar. 

Y o u are expected to be reasonable in what you expect of the student and to 

be sympathetic to his problems and interests. This do es not mean that you ·can 

soften or lessen demands ·on the student's capacity or abilicy to learn. There are 

certain objective mínimum demanda that must be made and met to satisfy the 

dimensions of .the course. 

Be cause of the practica! availability on a world -wide scale of the course yo u 

teach or are going to write, you must realize chat a great variety of tempera

ments and backgrounds will be represented among the students who enroll. You 

can s afely as sume that most · students are probably working alone, with no m

structor or fellow student nearby to whom they can readily direct questions. 

Cultural and educational backgrounds m~y vary widely. Sorne students will never 

ha ve attended a college or uni versity. Sorne might be high school dropouts. 
1 

Ethnic and family traditions also play a part. Since students living in foreign 

countries are interested in knowledge that pertains, in sorne instances 1 to North 

American life and culture exclusi vely, their needs must be IDf!t by exposing them 

to this life and culture as exemplüied in the course. It is important, therefore, 

to refrain from being apologetic or negative. The positive approach and the 

10 



(;¡:mm1s~1c outlook o.re defmitely recommeiidt::d. 

, bJectiv.::ly and honestly. 

S1tuat10ns must be presented 

\Vntmg down to students, adopting a patronizing attiu .• de, assuming a 

oenevolent posture, or mdulging m sarcasm have no place m an mdependent study 

.:ourse. Delicate touches of humor may be permitted 1f the humor 1s not hkely 

to be m1sunderstood; sklll m portraying wntten humor is dlfflcult, however, and 

rather than create ambiguit1es m the srudent's rrnnd, the instructor or wnter 1s 

probably best adv1sed to refram from its use. 

Learmng and developing a skill, acquirmg knowledgc, or mvest1gatmg a new 

, ;~i:cllectual fleld are primarily and definitely responsibll1t1es of the interested 

s~udent inmself. An educational instituuon functions to prov1de an environment 

~ :)r these pursuits. In mdependent study both the instruct0 .• : and the course wnter 

~.ct1vely seek to produce this env1ronment as an extension of the umversily campus. 

You should be a teacher or a person who has had teaching expener;ce . 

.. ci-::ally, you should ha ve had expenence m teachmg through mdependent study. 

L you have had this expenence you will have a good underst.:tnding and an mti.mate 

Vll~W o[ the problems encountered by students in tlus medium; you wiH also havc 

o 

a~, 1dea of how best to help students solve their problems, so me of wruch are 0 
,o.::..::ullar to independent study. If you ha ve not had tlus type of teach.L1g expen-

cnce, a careful study of Part II w.i.ll give you ideas th.s.t should preve helpful. 

o 
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TEACHING THE INDEPENDENT SWDY COURSE 

When we discuss teachlng the independent study course, we as sume that a 

well-structured program has been set up and is functioning effectively. High 

levels of teaclúng excellence and efficiency for which residence institutions strive 

:lre assumed to be goals of the independent study program. 

The instructor and the study guide are complementary to each other in 

Jnclc:pcndcnt study. The study guide leads the way through the coursc; you, thc 

111structor, provide instructiono You also supply animation and motivation, wluch 

are vitally important because their presence can produce an eminently successful 
\ 

course from the student's viewpoint. Without them, the course can be extremely 

dull o These qualiti~s induce and encourage the student to continue the course, 

once he has started, and to complete it o 

We properly assume that you are competent in your knowledge area, al

thougll you might not necessarily be experienced m tlris mediúm of instructíon. 

Wc assum...: tlw.L you will be adequately equipped with necessary tools to teach 

and have a good working understandmg of the mechanical operation of the programs: •. 
o 

This understanding should be imparted to you befo re you begin to teach by sorne-

one m the program thorough.ly·· familiar with its functioning. A briefing or orienta-
\ ' 

twn session should be your introduction to your teachlng assignment. Even though 

this session is complete and v.~ell- managed, questions are bound to arise later. 
/ 

Consequently, you sho:uld feel free to ask questions at any time during your 
o 

reachmg appointment. 

13 



hrca¿est co;~;::..:;p;: of che ¡-c·m, 1s an art. 

:r.de¡:;c:ndenl: st.J.:ly co;J:-se 1s a so;n.._• .vh~.c s1-,~Cl.Jü-~c,l io:-:-;:n of the art. Sn1ce we Ü 
J:::c ¿ealir.g Wli:h an. art, thc:re ís no 1r.~eunon, 1n i:nese guló;lines, of attempting 

to tcll yo u how to tead:.. Nzither 1s there any 1dca oi suggesting or providing 

a C:eflmtive theory of teaching. Rather, the followmg pages contain 1deas that 

w1ll help you get started m this field. They should also pro ve useful as you be

come more deeply mvolved in independent study. 
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3. TEACHING THROUGH 11.\UEPENDEf\.'I' STUDY 

Knmvled~~e of comparisons, contrasts, and facts surrounding the peculiannes 

..). mdepcndent study instruction can be extremely helpful to you before you begin 

,J teach. Even the e:\:perienced classroom instructor, 1f he has not taught through 

.ll!:> method, c:m probably gain much insight mto ]ndependent study by considering 

.. Jme oi the d.Uferences between this method and classroom instructlon. 

,.Jdfercnces in Students 

~ Funr]a:nentally 1 you must posse3s a keen realization of the fact that your 

.:;Ludents' Jearuing situat10ns are probahly far from ideal. A student on campus 

:.~LS a convet~.-.::.1L1y located library and congenial companions who share his 

r:1terests and Wlth whom fruitful discussion 1s possible. He usually has suffic1ent 

Ü ; liY1e m whlch to pursue his studies. In com:rast, an independent study student 

p;-obably has meager library facilmes, or none at all. He typically studies alone 

\nth httle or no opportunity to dlscuss his work with others. and he probably 

.Jor:rows time for study from sorne other activi.ty that might appear more alluring 

or even rnore necessary. 

o 

Wlule distractions and intermptions m·e llkely to. be 1ncidental to the campus 

~~;_udent, they are of majar importance to the mdependent study student; they are 

Lkcly to be econorruc or milüary, and he must face them in order to live or 

te> comply vrilh discipline. Sometimes he lacks abillty to plan adequately for him

self; frequently he has family or JOb responsibilities that are unusually time COn

summg. He docs not llave a gUiding hand nearby to help him organJze for study. 

These facts do not 1mply that the instructor must make allowance for poor work. 

Jn the cont.::ary 1 real.i.Zlüg the poss1bllity of tlus situation, the instructor can 

:' ;lp:coach lus JOb Wlth an att1tude of unusual helpfulness which recognizes the 

c.fficulnes faced by tbc student. 
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lor rc~ding, an.:llys1s, and grachng 1s not a ~c~,t p.1p.::L Il 1s to be consldercd a 

w::..·;.tten communicat1on, mucb as a personal letter, bctween thc studem and you. 

Ir 1s not cnough (or you to supply llttle check marks, wllich can be meaningless, 

or merely to put a grade on the lesson. The wntten lesson provides thc means 

(or discussion between you and the student, and ll should be treated accordmgly. 

To 1mplement this 1dea of discussion, you should insert words, phrases, and 

se;:tences at strategic points 111 the lesson so that the student, when remling it, 

gets Lhc sense of having partic1pated in a discussion with you. By writing dircctly 

to the student, mstead of about him or the lesson, you develop essential clase 

relationslnps. A warm, friendly att1tude 1s hkely to result in a warm, fnendly 

flow of language. The student wlll probably respond by exhib1tmg an mcreasing 

interest in the course and thereby increase the course 's val u e to him self. 

Re::td!ng the Lesson 

You must read each lesson critically and \Vith deep understandmg. This 

mear1s thai: you note each word, punctuatwn mark, dallar sign, decimal point, 

per cent symbol, and any other mark, wuh unusual ca re. Thls is no place for 

scanning or rapid reading. Smce the stadent devoted cons~derable tlme aild effort 

to composmg and writmg the lesson or· solvmg the problem, you are obligated to 

read each word and mark carefully enough to get the full signiflcance of what the: 

student mtended to convey. 

l'vlore than one readmg of the written ass1gmnent might be necessary for you 

~o do lt JUStice. The student's mode of expresswn wlll not necessarily be what 

j'OU are accustomed to; and the student should not be penalized merely because 

he sounds "d¡fferent." This does not mean that you should accept poor work ,ar 

carelessly written material. Although you may not be teaching an English course, 

you should mdlcate necessary structural corrections. The student must real1ze 

that there 1s a mmimal level of express10n, m any course, that must be main

tained m order for him to be understood. While penmanship cannot be corrected 

beyond a polite request to write more leiillly, misspelling and mcorrect expres

sion should be corrected. 
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o All suggesuons, constructl ve cntlc1sm, or otber clanfymg corrnne:r.ts, 

\\ores, or marks must be wntten !egibly. They usually appear m the marg1n, 

between the lines, or on the reverse sidc of the les son sheet. An "Over, please" 

shot!ld be supplled for the student's convenience. In sorne cases you m1ght wísh 

to supply additwnal sheets for your comments. You should feel free to do so. 

At no tim~ should you write ~~er the student's composition. 

· l[ :;ro u are profic1ent m typmg, you are encouraged to supply typed com

;nents. Plcnty of space 1s available for these on the reverse si de of the student 's 

shcets. Students no doubt will appreciate typed comments from you as much as 

yo u a¡::.preci.ate typed lessons frorn students. 

l\o stu.dent should ever be required to guess about or wonder what you have 

\''r!tten or wh;: ... t you mean. Comments must be clear in thought and expression 

as ,.,vell as legilJle. 

It 1s 1mperati ve for yo u to realize that all lessons require comments. The 

less -than · excellent les son wlll naturally receive comments, but the excellent 

lesson, ra'di<g t.he h1ghest grade, should also contain them. The excellent les son 

Ü wdlcótes that the student' s concept of the material 1s m fairly clase accord with 

your 1deas, but whlle a grade of "A" .indlcates excellence to the student, 1t gives 

n.m notlu11g more than confirmation of the fact that he has performed excellently . 

.:viore théill conflrmat10n is necessary. 

o 

Smce you are presmnably more knowledgeable about the subject matter of 

lile lcsson than thc stuclent 1s, the excellcnt paper nccessanly is not llkcly to 

Ul!lc,llll ~_!.L tlw h~Kkground uf knuw!edgc Ll1aL yuu possess. Commcnts should therc

rvre be acid~d to the excellent paper to w1den the student' s knowledge and under

standmg. Tlus 1::> true teachmg, and It supplies enrichment for the excellent 

. student. 

The below-average lesson requires part1cularly careful attention. You should 

at;:ernpt to discern why the les son 1s poorly done. Fallure to follow mstruct10ns 

set forth m the study gmde, lack of study, lack of care 111 attempting to under

stand what the quest10ns are actually about, lack of abllity to communicate, 

<:arelessness, lack of mterest are all reasons for a poor les son. There are 

17 



probably others. You should attempt to md1cate or 1mply, m carefully chosen 

language, a possible reason and suggest a remedy. At no time should accusa

tlons be rnade. 

Your attltude should be one of fnendly helpfulness. You proJect th1s atn

tude through suggesting a mode of attack on the lesson matenal rather than by 

wnnng out a model solution for the student. In sorne mstances a model soluuon 

nug!lt be valid, but it should not be the soluUon to the precise problem under 

cons1dcration. 

The student should never be subJected to nd1cule for performing at a less

than -average level. In extreme cases where the student 1s qmte obviously beyond 

h1s depth, you might diplomatlcally recommend a change m courses. (Under 

regulatwns at Wisconsm, dropping one course and enro::Ung m another mvolves 

mini mal financia! loss to the student.) 

Comments must be pos1tive and encouragmg. Since there are no tones of 

voice or fac1al expressions to temper and build the instructor -student relationship, 

comments must be chosen wisely. General terms such as "fine," ·"excellent, " 

"good," while acceptable in sorne places m the lesson, should be used spanngly 

m favor of specific comments. An exception to th1s, perhaps, 1s the fust lesson, 

where a general note of commendation or encouragement seems adv1sable. You 

might write, for example, "You've made a good start because . . . " and then go 

on to gi ve a re a son for your comment. Other than this, comments should pertam 

directly to the material at hand. If yo u feel you are writing directly to the 

student, your remarks will create al! 1mage of yourseli that Wlll help the student 
J 

accept and understand you, and even admire yo u. 

Comments should be sincere and unamb1guous. Sarcasm, facetious remarks, 

and reactions of seventy should always be avo1ded. Smce humor 1s ordinanly 

d1fficult to express, it should not be attempted beca use of the possibility of m1s

understanding. lf the student supplies liumor you m1ght react reasonably to 

md1cate close rapport, but it would be well to tone your reply to one close to 

the les son. Adhering closely to the subJect matter mdicates to t..'le student that 

the material is 1mportant and there 1s llttle time for anytlüng other than the 

lesson. 
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Q l ."''-" t' on~-1.._..... ... .._)' 

As yot: 1·eact the wntten ass1gnment, you mig-ht w1sh to ask a quesí ;o;-¡ that 

dcvH.:e. A well-fl·amed quesnon can be better than a statement, but at no tlme 

should your questions be designed to increase the student 's dlfficulty. 

You 1mght ask, for example, "Why?" or "What 1s your bas1s for tlus 

answer?" The questwn can be des1gned to make the student realize that a reason 

should ¡,~Nc been supplled to complete lus answer. Then, instead of leav1ng him 

m doui>t .1bout the answer, yo u can supply an answer, imply one, or suggest where 

J.n nnswer can be founcl by more study. L'l most cases, 1mplying the answer or 

havmg a stude11t d1g a llttle deeper for 1t is probably better procedure than 

answenng the c¡uestion directly. 

You sbould be ready t? answer the student's questions, not as a substitute 

for lus own_ work but in answer to smcere inquirLes. You must realize that you 

are protably the only persón to whom the student can appeal for help m clearing 

up a real dHüculty.. The defínition or usage of a technical word for which the 

d1ctiona:T'¡ definition is not sufficient might well fall i.n this category. You will 

not only explam the word but you will point out 1ts uses in the pertinent s1tuation 

or con::ext. 

Evaluatm.g the Lesson 

Each written assignment must be evaluated and graded. Smce your profes

swnal Jl•dgment enters 111t1mately mto the evaluating and grading process, ex

penence .. mhcates that review of your grading methods when you enter mdependent 

study te~c:l:jng may be proütable to you. There is no intention here of mterfering 

wnh your freedom to grade; rather, these ideas are intended to help yo u set your 

own guidehnes. 

Smce students have been condltioned, throughout the entire education process, 

to expect grades on the1r work, you should realize that each grade 1s 1mportant 

to ea eh student. Each grade 1s regarded as a me asure of lus accomplishment, 

and 1t is no wonder that he wa1ts for the rcturn of his written assignment with an 

attltude of expectancy. He m1ght even entertain anxieties about it. 

Above all, the evaluatwn should be accurate and the grade a fair reflecnon 

oi th&t evalt.atwn. li. should be your conscientious apprrusal of the student' s 
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\,,~,:;._-;.:. S.71ce cach mdepcndent stl;(.y prog;:am has 1ts ovrn :::yster:.1 of gr&Jü;6, F',c1 

r.--...;s~ ;~~· well E·Lforrned about 1t. Jdormation abot;t rr•e sys, ,~m sllould be u::p.1::.: • .::ci Ü 
.i.~d .._-:.~:.:.Jssed /at your init1al bne~la~ session. 

L,, ¡)2nd1ng on the discipline involved ¿¡nd ~he pe:cu~l:Jntles of the course, & 

writi:~n ~ssignment may be of such a nnture that an apprais::.l can be mad~ of 11 

:n J.~::; ".1tirety o Most assigr.ments, however, contam a n.urnner of parts comj1oscd 

o' '>h..'S.IOns, problems, cases, or induced expressions of 1cleas o Assume, for 

2·-..:n·. 1,~L:, that an ass1gnment contains five parts o Ea eh part, 1f graded on the 

bJ.sl::> o: lOO pomts, could be worth 20 pomts urJess each cluesnon carries so:.11t-: 

oth.:-::t s~!CClfied value. It s!lould prcsent n.o special p.coblem [or the mstructo:t 

to ~:echie whethcr one of these parts lS correct or incorrcct. Tlus 1s h1s funct., on. 

If Li<e ¡Jart is mcorrect, r:~.; assignment would be d1scounted 20 pomts o I.: 1s Tl<;t 

sLtilClen<:, however, merely to mdicatc -200 A reason for d1e cliscount s!1ould ~)e 

mwc;:~cd with a comment glvwg a clue to tl1e means available to the stud,~m fo.L· 

k~-.:-1~L::; Lhe co:rrect answt:r. 

'~ t·,cre are cases Wi1ere only a fracnon O~ One of the parts lS lD.COL.:ect, 

Tb.e ql.~estion tl1er.l ar1ses, should the ent1::ce part be discoiJnted or should orJ.ly that 

meJ.sL.~..·;...ble fraction be discounted? It would seem, m fmrness, that the meas>J:.:- Q 
.:;li~e rc.rt should be d1scounted. So lf one half of that part, for example, 1s 111-

correct, ti--.e dlscount sl1ould be only 10 pomts. Expenence 1adica<:es that the 

mdcp.:;nJent study studcnt, probably because lw do es not ha ve face-to -face co,1-:.-

mun.;_c;:..::~on Wltll his ins~ructor, reads lus retur11cd ass1gnment very care:u:i:y ar1d 

1s mosr conscwus of what the insw:-uc;:or ósCOLiJ,t&. 

S1nce each mciependent study program has 1ts own syst<:-::m of grading, t::c 

.:J::;dc put on ;:he asslgnment--a number, a le-:ter, or some ochermark--w¡Jl oc 

o:1e sclccted from che system. You w1l1 be supplled Wlth uuormatwn reg,tn:lmg 

:.:ns by you¡- program director. 

OccJ.swr.ally a student will submlt· an ast.ilgnment wh1 eh 1s not compleLe. 

m!ghl llave omitted sorne parts deliberately ~r through error o He might, for 

example, have sol ved two of three problems or ansVIered seven of ten QiJcsoor.s. 

Y e u m1gl1t be tempted to return the les son marked "Incomplete" wnhout further 

comment. To do so, perhaps, 1s a waste of time. 

Yo;.J could 6YTade the wo:rk as 1t app.~ars, but m the case of two probJcms 

submJttcd out oí three, 1f both those completed were perfcct, tne grade could be 
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less t~1an the pa.ssmg gr::Jde. Thus the student might be penalized for an over

sight not connccted wilh cot.:rse contenl. 

It 1s probably prefera.ble to read ar.d evaluate, wlth comments, the portwn 

that was subn-...ltted, u:d1c::ttmg that sorne part 1s missmg and asking the student 

ro resl1bm1t rhe wllole, complcted ass1gnment for íurlher comment and grading. 

~1'lie sn. . .:1cnt wlll thus benefit írom contact Wlth you and not lose thE.: time dunng 

which !w.-; ass1g:1ment was m your possession. The grade will still be "Incomplete" 

until Le resubm1ts the ass1gnment. 

Y o u ha ve a spec1al job that :·equJ res the utmost discernment m evaluating 

the scucl..:::nt's total aclnevement. You must recognize the student's mechanical and 

121tellectu .. ú d1fficulues, and you must help him cope Wlth them. You must reahze 

rhat you can build a d1scussion atmosphere by choice of words and that you must 

build i~ Lo help the student. You are probably the only person who can motívate 

rhe stucleT1t to progress as a student. 

\Vlth a proper understanding of the elements discussed above and w1th a 

r esolLtiOJ.1 to utillze them in contacts \Vi th students, you can be reasonably certain 

that you are domg a good JOb of teachmg. 
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4. MECHANICAL AS?ECTS OF INSTRUCTION 

Any human enterprise needs certa..i1 tools, deviccs, processes, or n<etliúds 

for successful operation. Independent study needs only a few, but their ¡rresencc 

1s 1mperative if this method of education is to succeed. 

Too:s 

You should be adequately supplied Wlth mstruction materials. You should 

have <:> ~extbook, a textbook publisher's mstructor's manual lf one is avaJ.lable, 

the course study guide, a solutions manual prepared by the course writer, any 

necessary reference works that might rud you m teaching, any audiovisual mate

nals :;-"ecessary for the course, a dictwnar¡, and colored pens or peGclls .. , 

You are well advised as t1me goes on to mercase your supply of Lüols by 

ma..\:ing marginal notes in the study guide and the tcxtbook concerning your ex

penences with your students o~ the course. Encounters with students are two

way communicatwn processes, and the prudent instructor w1ll broaden h1s 

knowledge of the course by observing and recordmg studen~8' reactwns ;.hat m1ght 

be vali.lable to him. The8e observatwns and notes have a twofold purpose. They 

broaden your background and enhance your a:b1l1ty to teacll fu!:ure stuch::nts, and 

they can :be useful m the reviswn of the course. 

Your need for these tools 1s self -evident. The 8uggestion of a chctionary 

m1ght seem to imply that you are expected to correct mtsspelling aild improper 

usage. An Instructor m1ght be unwilling to spend t1me makmg such correctwns, 

1f he 1s not teaching a course m English or a field such as commurucatl0n8 or 

JOurnahsm. This attitude 18 probably JUStJ.flable, but regardless of the nature of 

* It 18 imperative that yo u write your comment8 and corrections m a color con
trasting with the student's written work. Ordinary lead pencil should not be 
u sed, as there is danger of smudging. 
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ccn·se. the fact of the n1isspelled wo-r.·d should be mcilcated to the stuc:enc Wl ;." 

.-~e::~-.,, .. :."'on that he consult lus dJctwnary. 

.-,:.:~e :-.o textbook can be expected to cor-.tain all of the possiblc rCtml>'icatwns 

of an 2rea of knowledge, yodr refcrence works should mclude other textboox;.s m 

tl1e f1elJ. Yo u may consult these when a student submits ideas or rmses questions 

concermn[; points not covered in the course textbook. Textbooks in related fields 

can frequently be hclpful. 

\Yn tLe:-! i~ s Sil~nments _______ -.~._. __ _ 
Assihnmcnts from the student will come to you through the system set up 

__ , rl:e program: They may come d.irectly to you through the mall, or you may 

;: . .::.k "Chcn ;¡p a:: the mdependent study oifice. Regardless of tl1e method, 1t 1s 

ir,_;;hly nnportant to reahzc that they w1J1 probably come on a dally or an almost 

dally Las1s. Once an mdependent study program 1s launched and students are en

roiled, the üow of assignments becomcs as relentless as the tides of the seas. 

Volume of work, measured by the number of individual assignmer..ts, is a 

matter of negoti2.t10n between instructor and the progTam director. No instructor 

sho;_¡ld be overworked, and he should not take on more work than he can handle 

comfortably. Only personal experience with a particular course can be the real 

cr ui.::imate determinant of your work load. You must bear in mind that each 

ass1gn.n1er.L" represents the effort and expectations of a student who is presumably 

¿eqly Lni:erested in it. You can be no less mterested, and you mdicate this 

mterest by ur.div1ded a11d svfficient attention to each assignment. 

1 : :r.e 

The ume wlucl1 elapses between the d1spatch of the ass1gnment by the student 

and 1ts return to him 1s critical to the stvdent. He has done his work and he 1s 

un¿erstandanly anxwus about how well lre performed. Th1s fact suggests that yo u 

should not delay performai1ce of your task once you receive the student's assign

men¡:. Orcimanly flve to seven days 1s cons1dered a reasonable period for 

gradin¡;. No student should be kept waiting several weeks to get a response to 

\us ass1g::i1x~;-,t. The fact 1s, however, that this unfortunate experience has been 

.-,u~i-t:re'-1 ;Jy sorne students; the result 1s d1scouragement and dlsillusionment. An 
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:r.c . .:;penc.~:~t study program usually hD.s :.1 star,dard Llm( períod, set up on ü:e ba::ns 

o. 2·:.~'~n..::r:.:c, <:llc~ted for grading. Tu ... s s~aGd.:;Td must be stnctly observcd. Q 
You c:.1~1 usually meet the time stano::u.-d by an·;:.¡<:ng your schedule as you 

wo;_¡ld 1f yo u were meetmg a class at an oppointed time, m a cerw1a ¡Jlace on 

campus. Granted tllat the volume of 1ndependent study ass1gnments van es, usually 

unaccountably, a definite time should be set up for mstructional purposes. 

Records 

Yo u must maintain appropn¿:te records of students 1 assignments. Thc mde

pendent study program will ha ve a system to wluch you vrill be mtroduced. It 

slwuld be observed meticulously for your own benefit as well as the students 1 • 

Smce accidents occur in the mml, and 1t must be remembered that md-3pendent 

study d~pends greatly on the postal system, yo u are strcngly urged to tnaintain 

a duplicate set of records. h1 sorne instances compensat10n for lnstructwn de

penJs on reports based on records. This fact 1s a compeiling reason for main

taLling adequate records. 

Inst::t cC"Lúr 1 s Off ice Management 

You should be conscwus of the need for proper offlce management. You 

shm.1~d provide yourself with adequate office space and equ.ipment. The full-time 

instructor has no problems m t~1is regard because mdependem: study mstructwn 1s 

h1s orJy responsillility. For the part -time mstructor, however, problems sorne

times arise. The point mvolved here concerns the proper management of the 

mcoming and outgoing ass1gnments: They must not be n~splaccd or lost. l\'o 

a polo ~zy or expression of re¿;,rret can re place a lost ass1gnmellt. 

In Cc;,ncluswn 

Independent study programs functl<)n wah considerable entli.usiasm. Educators 

and other person.nel in all phases are usually dedicated md1viduals whosc pnmary 

concern is the education of others. You can share in tfús decilcat10n a:r:d the 

satlsfaction it bri.11gs by consciously setting goals that will enabLe you to grow as 

an instructor • 
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Part III 

WRITING THE I!'.TIEPENDEN"f STUDY COURSE 

Thcre is somethmg singularly decepUve about the seeming simplicity of 

;:;:oducmg any fine piece of work, whether 1t be a building, a book, a piece of 

r.1achmery, a syrnphony, or a painting. The architect, the writer, the producer, 

the engmeer, or the artist seem to have taken certain fairly simple steps to 

produce their work. We know, however, that such is not the case. Each crea

non or productwn is the result of many hours of planni.ng, designing, calculating, 

and executing that are not readily apparent. Much slow, painful effort probably 

·..vas expended. 

A good mdependent study course is probably similarly deceptive. A prospec

:lve course wnter m1ght ask, "How much work is involved?" or "How much time 

does one spend writ~ng a course?" TI1ere 1s no unqualified answer. The following 

pages g1ve son1e md.lcation why this is true. 
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S. INDEPEI\UENT STUDY COURSE COMPONENTS 

An mdependent study course consists, usually, o[ three elements- -a textbook 

o:- tcxtbooks, * a study guide or syllabus, and an instructor. A textbook serves 

t:1C somc functwn in mdependent study as it does in the classroom. In sorne 

mstanees where no textbook is available or where there is no suitable one, the 

study g-,.llde beeomes the so le tool of the course. Most courses, however, are 

b3sed on textbooks. 

The Tex::Dook 

Yo u, the course wnter, may or may not ha ve a vo1ee m the selectwn of 

rhe rextbook. Whether you do or not depcnds on the poliey of the academic de

portment of the mstitution for wh1eh yo u are writing the course. H you do not 

llave a VOlee, you simply aecept the ass1gned book; 1f you do, you should seek a 

book of reeent publication date, which is clearly wntten and eovers the matenal 

adequately from the viewpoint of your objeetives. You are well advised m your 

eons1derc,üon of textbooks to confer With one or more faculty members who have 

rev1ewed, or are acquainted Wlth, books under consideration for the eourse. 

Date of publication 1s unportant. The most reeently publlsbed textbook has 

the advantage of longer life than the older book; once a book is revised or goes 

out of print, the useful hfe of the study gw.de depreciares rapidly. 

Clanty in a textbook develops the .student's confidence by mdicating to him 

that lt 1s quite possible for him to understand what he 1s readmg without undue 

strain. Clarity also reduces the number of comments or explanations you need to 

make m the study guide to explain difficult or obscure passages. Always bear m 

*A eourse writer need not necessarily lim1t himself to the use of one textbook. 
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nund that the student 1s assumeá to have no one to consult personally and that he 

Q rnust ¡·cly on bis te:1.'tbook and his contact, by mail, with his instructor. To him, 

cl3...l..·ity 1s of the utmost ímp::>rtance. 

o 

u 

Sin.;c tllc te......:tbook is expectcd to supply -che studcnt w1th most of thc matcnal 

uf í.hc coursc, clllc that conl3ills n1uch illustr;-¡tlve malerwl is hig!Ily dcsu::dJle. A 

book. t!Jat cont:lins clwpter surmnancs and problems, qucstwns, or cases at tlw 

cnds oi clwptcrs has the advantJge of providing a broad scope of material for the 

mc¡ui ring student and of supplyíng yo u with so me ready -made questions and prob

lenw, i':o course, however, should consj st of quest10ns and problems token soleJy 

from the book. You sltould supply sorne of your own. Th1s is one of your uruque 

con'.:nbl1Uons to thc course and your opporturuty to update t..1.e textbook. Because 

of tbe nm~ lag m pub.ilsLmg, a textbook necessarily cannot be expected to be 

prec1sely cu.rrent, espe.c1ally in a rapidly changmg or developing field. 

lf a textbook is not used, other materials such as ma..11uals or pan1phlets may 

be utilized. ~¡ 11.::: fó.Ct of continued availabllity 1s as 1mportant for these materials 

as for thE: textbook. lE and when they become unavailable, the study guide becomes 

va1ue1ess. 

Tbc Sttldy Guide 

The study guide is the publication that yo u prepare. Its function is to guide 

the student through the course. It offers broad opporturuty for expression of your 

ideas and 1magination. Its writmg allows full freedom to your abilities to pre

pare a highly useflil book. Details concerned Wlth writing the study guide appear 

in Chapi.cr 6. 

lf nG textbook, manuals, or pamphlcts are used, thc compkte course must 

be contamed 111 tbe study guide. This placcs on you the responsibility for wnting 

much or all of the material. You might be tempted to repnnt entire articles 

from othe:r sources in the study guide. · This should be avoided whenever possible. 

The best procedure. when yo u feel it is necessary to draw on a source su eh as an 

a:rtlcle from a periodical, 1s to extract the maJor points from the article and to 

explam them completely m your own words. If you must include direct quotation, 

quote only those bnef sections that you feel are absolutely essential for the 

studem: to see 111 the origi:wl wording. For material quoted at length, you must 

seek pe:rrnission fro1r1 the publisher, and sometim es from both publisher and author. 
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Scek.ing :1nd obtamwg perm.isswn 1s your respons1billt-y. In all cases v:here 

mate::.·1~ü Js orawn o.r quoteci at length from another source, permission should be 

procu::.-ed ueiore i.lle stt.dy guiae mxlusc:;.-~pt is sulJm1aed for editmg so that letters 

of penniss10n can acco;:;.;pany the m;:u1t..script to the echtor. Careful observation 

of tlus ¡A'Jlilt can save considerable time. 

So:~•~ pubhslle:..-s expect a íee for pennission to quote from their publH.:atwns. 

If so, yo u will be not1fied. However, to avoid unnecessary correspondence between 

yoú and the pubhsher, when the manuscnpt is being prepared for nonprofit pur

poses, as for a college or uruversity program, you should mdicate this fact in 

your letter requestmg perm1ssion to quote. Except m unusual mstances, publishers 

may be said to be generous m the1r policies of permitting quotations Wlthout 

ch<rrgc. (See Append1x B for sample letters requesting permission .) 

Rep::.-mts of a::.:t1cles are sometimes available in quru1'.:1ty lots at nomincl 

pnces. If reprints <J.re to be used in the course, it is 1mportant that a sufficiem 

number of copies be procured at the outset to satisfy the needs of the course for 

the foreseeable future. Additional copies might not be available later, and if 

reprints can.l10t be procured, the study guide becomes valueless unless it can be 

revised to mcorporate new material. 

You may wish to use a chart, drawmg, graph, map, or table from a 

periodical. Such lllustrat.lVe material 1s often helpful to the student. However, 

you should keep in mind that reproducmg this type of material frequently involves 

the services of a.n artis~. A cha:rt, graph, or drawmg m black and wh1te with 

no screens (gray or shaded areas) can be p1cked up photograph1cally quite s1mply 

from clean, sharp onginal copy. More comphcated art cannot. If you wish to 

l.';C any material that must be redrawn, you should inform the editorial department 

oC this dunng the planning stage, so that they may make suggestions or arrange

ments for the artwork to be done. You should be aware that use of 1llustranve 

material from published sources also reqmres the permission of the ;mbllsher. 

Charts, graphs, and line drawmgs wlnch you supply must be exact, alLhough 

they may be proportional m s1ze. LJ.nes and points m mathemati.cal drawings must 

be precise. If the statement is made that lme AB is perpendicular to line CD at 

point X, for example, the drawing representmg that fact must be absolutely without 

error, otherw1se the draftsman who prepares fin.ished artwork will be m1sled and 

become confused. Preprints of a variety of maps are available for use m courses 

requinng them. 
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\Vlule the te..xtlx>ok and the study gmde are bas1c m the constructlon of an 

mdcpendent study coursc, add1tional elements míght make the course more m

structive or interesting. These elements 1nclude books of supplementary reJciings, 

pa.mp11l.:;t·s, booklets, reprints of JOUrnal or mag-azmc aru eles, tapes, recorcls, 

pictures, d1agrams, charts, graphs, slides, and any other audiovisual a1dt-J thal 

nugbt lend themselves to the building of a strong course. It is 1mperat1ve that 

any cler1ents built into the course be :;:caclily available to the studcnt elther on a loan 

or purchase basis and thm: the student have facilities for using them (511ch as a 

~s.pe rcco.rder for playjn~apes). Most important, they must be mJilable. It 1s 

adv1sable to consult Wlth postal authorities if there is any doubt as to the ma1l

abihty of any component of a course. Careful consideration shou1d be given to 

thP cost to the student when more material than a textbook or two is likely to be 

u sed. For example, $35 or more for textbooks and supplementary materials migi:lt 

be cor1sidered 1·easonable for a co11rse m investment banking, whereas that amount 

for books for a course in business letter ·writing or algebra might be prohib1t1ve. 

Supplementary media may be desirable áddltions to or mtegral parts of a..'1 

mdependent study course. The Educanonal Telephone Network (ETN) 1s available 

1n 1.V1sconsin ar1d probabJy in other states or areas. Subsidiary Communicat10ns 

Author:;.;:y (SCA), wlucl1 1s part of the FM radio broadcasting system, also might 

be useful in the preparation of a cour·se. 

Tbese media ar0 ment10ned to md.1.cate the broad range of means avallable 

to yo u for reaching students. Wlule insufflcient space -prcvents detruled cliscussion 

here of thcsc media, they should be cons1dered w1th regard to courses in íore1gn 

lJngu:·¡ge, Cor cxamplc, whcre verbal comrnurucation 1::: 1mportam. Inc¡uiry should 

be d1·rccred to the Jppropnate authorities 111 charge of thcse media. 

Thc tlurd element m an mclependent study course 1s the instructor. Smce 

your so le function .ls to wnte a course, you ha ve no control over the sclection 

and a¡:.f)oimment of t~1e .:.nstructor who wiH teach the course. You can assume only 

that tbe instructor wlll be a person competent m the field covered by the course. 

30 



It 1s your funcuon, however, to sup¡:,:y an answer key for the written assign

mcnt q-,¡~s.wns. TJ-.e answer key should contain directions to the instructor about 

~:~e Jc\',-: ,)f ~xpccted student performance, solutwrÍs to protl12ms, and suggested 

3:.;-, ,h.:.~-~ <-v L!uU>twns. The :&1ature of the course will determme Lhe nature of the 

key. M..::.thematics and accountmg keys, for example, will contain precise sol u

uons. 1-\:eys to Engllsh and h1story courses will contain statements of what the 

wscructo:· slwuld look for. Comparative values of various questions and problems 

should be mdicated to aid in grading. 

la we case of USAFI courses, yo u wlll submit the manuscript for a solutions 

;nanual to USAFI with the study guide manuscript. For Extension independent study 

courscs, you Wlll probably be asked to make available a key or manual of solu

uons mformally withl:1 your department. If a self-examinatwn for the student 1s 

pa~ of your study guide, you should include a key to self-examinations in the 

study gUide itself. 

You wlll probably gain insight into the independent study instructor's role by 

readmg Part II of these guidelines. This msight should prove helpful in your 

task of wriung. 
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6. WRITING THE STUDY (;UIDE 

'"t'he study guide is the publication that the student probably regards as "ti-le 

course. 1t has a descript1ve title lli1d includes a contents page, an mtroduction 

to the course, and the lessons or assig11ments. It is the "work" that you produce. 

Be[ore beginning to teach a course, tl1e c.lassroom instructor prepares a 

plan for h1s course. He di vides the total material of the course into convenient 

and workable segments so as to cover it completely within the time allotted. Thc 

mdependent study course writer must perform a similar task. He must divide 

tlíe course material mto lessons o:r assignrnents so as to cover it within the con

fines of the study guide. 

You sbould draw up a detalled outline of what you intend to put mto your 

course. The outlme should enable yo u to v1sualize the material of the course 

accurately m 1ts entuety befare you begin to write. A reliable rule of thumb is 

to put mto each lesson about as rnuch material as might be covered in a. weel<. of 

classes meeting three or four hours. Considerable elasticity is possible here 

because of the w1de variety of k11owledge areas that can be encompassed 111 the 

wbole fleld of mdependent study courses. Sorne types of material require more 

nme and space than other types. In any event, you must we1gh both logical and 

psycholog1cal factors m plaruung your course. 

Careful planning of the matcnal of the course and segmentmg it mto lessons 

do not imply that changes cannot be made as the course wnting progresses. On 

the contrary, changes in plannmg and v.rriung can be made at almost nny stage of 

the wntmg process befare editing. Although you should feel free to shift méiteria. 

to SUlt your purpose, such changes cost time whkh m1ght be conserved through 

careful planmng. 
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The study g~.ude drrects the stcdent through the course. Smce the path must 

be unnustakably well defined, writll1g the study guide requires sklll and care to 

aciueve cbnty. The written matenal must not only be reallily understood but be 

mcapable oi being rnislmderstood. 

The t1tle pnnted on the cover 1s the name of the course. It should be 

descriptive and appealmg to the student and should be chosen wnh care. In some 

cases th<:: otle 1s self -evident or is the same as that of the res1dence course; in 

other cases it -might require considerable thought. Listing several possibilities 

from wluch to choose can be helpful. 

The title page usually contains the course na me and nuniller, the writer 's 

name and t1tle, any statement of authority under which the course was written, 

and the na me of the umversity offering the course. The amc"!.mt of degree credit, 

if any, should be ind1cated on this page. 

Thc contents page lists the les son titles of the course. These titles should 

be apt descnptions of the material covered m the lessons. 

Thc u-..troduction s11ould givc the student an overview of the course and con-

o 

ta~n a statement of course objectlVes. To be eas1ly understood, It should be Q 
written m fan-ly simple la.nguage. It should display an attltude of opt1mism and 

encouragen~.ent and tend to whet the student 's appetite to begin work. It should 

ra1se h1s hopes that the knowledge contamed in the course wlll truly beneflt him. 

The mtroGuction should also contain mstructwns about the mechanics of the 

study guide (how to do the work). These mstructions should remo ve any elements 

of strangeness the student might feel. They should contam step-by-step sugges

tions for study and should be sufficiently det3J.led to minimize questions. A key 

to the lesson grading system should be included so that the student can intelligently 

evaluate h1s progress in the course. 

A short b10graph1cal sketch of the. course writer might also be included in 

the mtroduction, if th1s seems desirable or necessary. An art course, for 

example, may be enhanced li the student knows somethmg about the artist who 

prepared the course. The names and posltlons of prominent professional men 

who may have assisted in the preparation of the course can also be mentioned 

here. 
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Lessons or assignme:nts comp.dse the bulk of material that ap¡::¡ears in the 

study gmde. Taken collectively they are the body of the course. A course mlgl-~t 

!1ave as few as flve or six lessons or as many as forty. At íhe Umversity of 

\\'lsconsm, e1ght lessona generally represent one degree credit. Therefore, a 

thrce -credlt course us11ally contains twenty-four lessons, although so me courses 

cot~tain fewer. Each les son typically contams the following elements: 

1. Lesson (or assigmnent) number and title 

;¿. Introductory section 

3. ReaJmg assignment 

4. Study notes or comments 

5. Self-test quesnons or self-·exammation 

6. Wntten ass1gnment 

Each lesson should hélve a number and tll:le which is descnptlve &nd pre

fer;:.,...y short. lt should suggest, j¡. capsule form, what the student 'illl fmd m 

toe les son. Parallellsm in les son t:..l:les throughout the study gmde a: ~s a st.:btle 

note of s<:rength to the course. Wlule parallelism 1s not always poss.ble, a.1 

effvrt should be made to achieve it. A few well-chosen words in the title are 

n1ore meaningful to the srudent than many words carelessly selected. 

:i1~~roductory Section 

The 1ntroductory section should be an mtegral part of the lesson. It should 

g1 ve an overview of the les son and wll the stud?nt what to expect anci what he 

should learn or accomplish. it should be long enough to accomphsh these ;;:.1ms 

but not so long as to be bonng. Several paragrapbs wlll probably sui'üce 111 most 

cases. E ven one well-written paragraph might be enough. It should be info:;: n-:<11. 

and conversatwnal u poss1ble. Introductions can serve as connecting hnl.;:s betwee: 

:i.essons, mdicating how past lessons are relatcd to those that are forthcomn:.g. 

~h1s use of the mtroduction will msure continmty and will belp the si:udent view t:bc.: 
1 

co:_¡:;,·se as a urüt rather than as a series of unrelated lessons. 
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Tne readmg ass1gnment md1cates to ;:be student. the mai:erial m the textbook 

3 nd elsewhere that he is expected to read. It should gi ve chapter numbers or 

p.1:;e numbers or both. Ass1gnments to read supplementary materials should be 

made here. 

Study Notes or Comments 

Study notes are your comments and observanons on the readmg ass1gnment. 

They cons1st of statements that explain, clan.fy, augment, or correct those made 

w rhe textbook. (If the course has several books, the study notes can also point 

uo relanonships between the viewpoints in them.) Comments are always valuable. 

because the textbook author and the course writer are dlffert:.llt persons whose 

v1ewpoints are not identical. Study notes are often keyed to the page numbers of 

rhe textbook for easy reference. 

At tlus point your experience and competence in your field come into play. 

You pomt out the significance of the reading assignment and mdicate real meanings 

and relationships that nnght not be 1mmediately evident to the student. 

Explanations, elaborations, modifications, and corrections are the fabric of 

g-ood teachmg. The student will welcome them because they enable him to Lmder

stand qmckly the matenal at hand. Modificat10ns and corrections are somewhat 

L~ss easily presented than explanatiOns and elaborat10ns. Diplomacy and delicacy 

are required so as not to undermine the student's confidence in the author of the 

textbook. Corrections may be presented as differences of opinion, wh1ch might 

truly be the case, or as additional ideas. Natural evolution m a ficld of knowl-
' ec: :- wh1ch makes the author's statements obsolete must be mdicated as sucll. 

If d1e textbook contains an error or maccuracy, th1s will ha ve to be acknowl

edged. To dodge the 1ssue would cast doubt on the accuracy of the study guide. 

Typograph1cal errors should be md1cated as such. 

At no t1me should you flatly contradict or even 1mply a contrad1ct10n that 

v:ould degrade or ndicule the author. To do so effectl vely destroys the student 's 

confidence m the textbook and poss1bly in the course. 
1, 

Illustranve problems and their solutwns can log1cally be mcluded here. H 

Jppllc:Ible thcy rcprcscnt the teachcr in acuon m a somewhat dram:1nc form. 
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Se lf -t.t'S ~_guesnons 

Becaus2 a student m an mdependent study course 1s workmg alone, he needs 

a d:::!VlC-2 that enables h_' m to check or test his acqms1tion of knowledge. Self -test 

ques;:1nns úll tlus need. They foilow immechately after the study notes. 

Self -test questwns should be based chrectly on the text matenal, so that thc 

stud..:!nt can test hJ s understanding of what he has read. They are answerable from 

tl11; text. A . .n answer key 1s ordmarily supplied at the back of tbe study gmde so 

tnat (he student can check his responses easily and quickly. Merely llstmg ques

tLv•lS ü-om end-of-chapter material is not enough. Self-test questions also can be 

uscd as a teaching dev1ce (m the same spirit as programmed learning), in which 

c;:;.se the answers need not be widely separated from the questions. lt is assumeG. 

U1at a student in an independent study course is sufflciently mature to attempt 

sE:riously to answer these questions before consulting the key. 

~Vrittcn Assignments 

Tbe wnttcn ass1gnment 1s tbe student 's opportunity to express himself and 

tl1e mstructo.r's means of dztermining what the stuáent has learned. lt 1s pre

pared by the student and submitted to the instructor; 1t 1s the first communicatwn 

between student and mstructor after the student has completed his preparanon of 

the lesson and should be an expresswn: of his best thought about the contents of 

the les son. The wntten assignment differs markedly from a student 's classroom 

communication with an instructor, in that the student in the classroom probably 

arrswers only one quest¡on. In the written ass1gnment he answers all required 

questwns. / 

The questwns of the written assignment dlffer signiflcantly from the self -test 

questwns. They should be framed so as to be unanswerable directly from the 

textJook. They should test the student's understandmg and knowledge and require 

that the student analyze, synthesize, or- ap¡Jly what he has learned. They may be 

essay, true-false, multip.i.e choice, completion, or a combination of any or all of 

these. The word "d1scuss" should be avo1ded because 1ts use permits too great 

an opportunity for the student to stray trom the point. Strive for something mor¿ 

exphcit. Your mgenmty 1s mvolved here because the written ass1gnment is part 

oi tre learrung expenence. 
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Exar:1ti1.J.t!Ons 

Although course exammatwns (both final and m1d -course) are not usually 

tnt8grJ.l p.uts of the study g01de, they are usually parts of the course. In sorne 

ti1st.tnces, a nonsupervised m1d -course examinatwn m1ght be mcluded 111 the study 

_J,LJ!Je. Tlle m¡d-course exammation may be cons1dered as a sample of what the 

fma1 wtll be. Sorne departments feel that an independent study exammatwn ts so 

dlffereilt from o;1e m the classroom that 1t is unfair to subject a student to a 

, :ilal WJ thout gtvmg htm an mdtcation of what it wlll be hke. For thts reason 

so me departments actually tgnore m Id- course exammatwn grades when computing 

course &rrades. Since you ha ve prepared the course and are mt1mately acquainted 

Wlth 1t, there 1s no lack of logic mvolved m expectmg you to prepare exammations 

for 1t. Local program pollcy wlll gmde yo u. 

Fmal exammatwns are to be admtmstered under the usual academ1c condi

twns by a supervisor or proctor. D1rectwns for applymg for fmal and mid

course exammatwns are mcluded m the study gmde. A standard format, not 

your concern, 1s ordmanly used. 

At all stages of your work on the course, you should be deeply consc1ous of 

;:he fact that you are engaged m a professwnal task. Smce you are about to 

produce a professional product, yo u should brmg to this task all know ledge, 

mgenmty, and care of wluch you are capable. You should realtze that the same 

care requtred in prepanng any work for pubhcation, be 1t a professwnal journal 

arttclc or a book, is cxpected here. Smcc the stucly gllldc wdl carry your na me, 

yul: will want to be proud of 1t. 
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PREPARATION OF THE STUDY GUIDE MANUSCRIPT 

_ Your _ interest in your manuscr,ipt extends to several related fUJ."lCt10ns. LT.hey 

are e_d1ting,~ the techmcal review, t.he editor-.writer: conference,. and the productiou 

of the stH9Y :o guide as a fmished product. 1 '' • ;.)_,~.,.,.. ' ; 

Edltmg_ . 1 . ·. 

Sine e -the manuscript will be· ·edited professionally~ your time'' iln~d·'ihé 'e:CÍitÓr 's 

will be conserved if you have a chÚtr-'cut notion I::Íefore you begin to write of''the 

style expected of you in ·-prepa'ring 'thé · manuscript. You should familiarize 'y'oür

self Wlth mechamcal requirements. A careful perusal of curre:rlt' study guide~'
1

, and 

:a ~iscu~.si~n .. w~41 tl~e person under whose directwn you. will write··and with the 

editor are, ,high_l~ . recommen~ed. 
,.... . ' ' "\ ' ) ~ ~ ' . ' ~. ; 

. --., The -:manusci"ipt should be dearly arid · neatly typed,· · with ·a· ma'rgiil of approxi-

mately· one 'irich on all ~our s1des.· Sorne ·cours·e ·wrlters wt{o ·¡;ype._.their own-

manuscr ipts ha ve a tendency to type 'too near: ihé bottom 'oi ea eh pag~ and to ha ve 

a right- !1é!-nd margin that is narr_o:w ~d.~unusually uneven .. The -.·manuscript should 

be .type_<:I .on,·a ,go.od .g::ade of ~" by 11"1 white bond. Carbon copies-and manu-

.. ,scnpt:5 ty,ped on Corras~ble bond -are not: acceptable .for editorial:.pur.poses .. · ;All 
... , , ~-' !:.._ 'i ""~"=.."t~ ._ S :... -

typewritten material should be double spaced. lf a passage 1s to be.;printed"~ single 

space, it shou).d nevertheless be typed double space and marke_d in the margin for 
' • " ¡ ¡ ::: 1 ¿,. :l Í.:.: \ .: - ' .. ' ' ' • ' ' ' ' ',. ~ 1 ~ ~ : • ~ ~~ ·'' 

1 

single spacing. This provides room for editmg and also makes the. tas.k of iype-
• • ' • 1 lj ' ~· ¡_ \ • ' • ' 

setting e'á'sier for the printér. 
\ - ,¡' 

( 

!~e manuscript pages should be :nurnbered consecutively. Pages that · have·~to 

be added to the body of the manuscnpt la ter should be numbered a, b, e, etc.; 

such as 76a, 76b, 76c. Pages should be submitted "loose"--that is, not stapled 

or chpped together. 



To guard agamst loss, and to facültate work1~g with others dunng tte pro

ductwn penod, be sure to prepare a few carbons of L.1e manuscript or to have 

cop1es dupllcated and m your possesswn. They can be useful to you for reVIew, 

ior makm¡; changes that might be necessary after the manuscript has been sub

nutted, .. md for confernng w1th the editor by phone. 

Correct spellmg is 1mportant, espec¡ally where technical words or ex:pres

swns are m volved. Wlule 1t 1s 1mportant that the language be clear and precise, 

and that grammatical constructwn be as nearly correct as poss1ble, lt is well to 

:emember that the editor w11l help 1mprove clanty of expression after the manu

scnpt has been submitted. Your h1ghest sklll 1s technical competence in the 

fleld 111 wluch you are writmg; an editor contributes to that skill by helpmg you 

1mp.rove your ability to commun1cate. You should bear m IYlind that the ed1tor 

takes great care not to change meamng; he mtends only to improve clarity of 

e».-press10n. You wlll ha ve the opportunity to check through your manuscnpt 

after ecllttnJ and to discuss w1th the ed1tor any changes that m1ght be suggested 

or sect1ons that need clanflcatwn. 

Everythmg that should be m the study gmde must be mcluded m the manu

::,cnpt when you submlt 1t. You cannot expect the ed1tor to supply matenal wluch 

you ha ve merely md1cated that he "p1ck up" from a certam source. It 1s your 

respons1bll1ty to make fmal decisíons about what appears m the course and what 

does not appear. In a real sense, the course is your very own. 

In your final readmg of tbe manuscnpt before submitting it for editing, it 

.s permiSSlble to insert a few necessary last-mmute changes or a few correctwns, 

but they should be muumal. At some pomt, usua,lly here, you must regard your 

v. vrk as fmal. 

You may be asked to subm1t one or two paragraphs descnbmg the content 

of your course. Th1s material 1s used for promotional purposes, mcluding the 

answenng of student requests. As yotr wnte your course, you may decide what 

i:O mclude 1n this "course descriptwn." It is to be submitted w1th your manu

scnpt. 
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After the manusc:npt has been subnutted to your prograrn duector and 

befare 1t is ed.ttcd, 1t w1ll be rev1ewed by a person competent m the subject 

mn;Lcl fleld. i'he rev1ewer 1s usually a faculty member. 

Tbe rc.~v1ewer 's funct1on 1s to examme conccpts and 1deas in the study t,ruide 

and to make suggcst10ns for poss1ble 1mprovemem or change. You wlll rece1ve 

<1 cor1y <'l the reviewer's report and wlll have the opportumty, if you wish, to 

dbcuss tbe report w1th hun. After changes or corrections are made, the manu

:.>cnpt 1s subm1tted to the editor. 

E(hwr-WrJter Conference 

After the manuscnpt has been ed1ted, you are called to confer w1th the 

ed1.~or. In sorne mstances the eci1tor rEay rewrn the echted manuscript to you 

for rcv1ew befare the edltor-author conierence. This ls a tlme-saving procedure, 

and you should not regard it as an opportun1ty for rnaking extensive last-mmute 

rev1:>1ons. You also must not alter any ed1tonal markings w1thout first discussing 

them w1th the ed1tor, because any changes you make at this point rnay mtroduce 

mcons1stenclCs or other problems mto the manuscnpt. At the same time, you 

\vll1 fmd the ed1tor eager to correct any rmsconcept10ns or errors stlll existing 

m your rnanuscnpt. At the conference the editor chscusses Wlth you every .i.tem 

about wl:nch there 1s a quest10n. The ed1tor 1s interested primanly m clarity of 

e1..'Pression; he 1s concerned Wlth techmcal content only frorn the viewpomt of the 

stuJ.:::nt's understandmg of it. It 1s unportant for you to reahze that you are t~1e 

aut:i10: and are ult1mately .cesponsible for the content of the course. 

Produc::wn of the Study Gmde 

After the edltor-writer conference has been held and both part1es are 

sat1sfled that the manuscnpt has reached t.."le ult1rnate stage of perfectlon, the 

ma:lUscnpt becomes the responsibillty of tne compositor and printer. Necessary 

artwork, mcludmg cover des1g:1, is trJe responsibllity of an art1st. You might 

w1sh, however, to express your 1deas about art to the ed1tor or art1st. 

Y o u may be called upon, although not nece.ssanly, to g1ve opimons about 

b:n9mg, number of cop1cs that ~hould be prmted, and any ideas that wlll aid in 

bw.ching the course successfully. 
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Just befare the camera -ready pages are sent to the pnnter, the ed1tor 

w1:I g1ve you the opportumty to check through them to correct any errors they 

m1ght cor..tam. S m ce al::cratwns at this pomt are costly 1 rewording merely for 

tt1e sal\. e of makmg a passage read better cannot be permitted. However 1 a 

senous error corrected at th1s stage rnay ehminate the need for an errata sheet 

a:rer tlie book is printed. 

Copynght 

Usually the mst1tut10n copynghts the study gmde, but in sorne cases copy

fJ6~t ownersh1p is vested m the writer. Each instance of publication has lts own 

)ecullarmes. To prevent any misunderstanding about copynght ownersh1p the 

\l:::"lter should be certain that there is clear agreement abou:: this important aspect 

of course writing. 

C:ompens.:.1t1on 

Course wnting by faculty members 1s usually considered part of their 

::-egular \Vork load compensated by the1r salanes. Ad hoc course wnters are 

pa1d a st1pend for a completed manuscnpt of a course. Payments may be made 

m installments over a period of time as work progresses or upon acceptance of 

the completed manuscript. The amount of compensation and method of payment 

should be clearly understood. 
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8. COURSE REVISION _ --
.., J': '"'' ' : ... : ~· ~ t 1. :.. ~ • 

. ~ ' . 

and new concepts appearmg in new or revised textbooks, new meth9ds, anq im --
•• 1 ; ,f ,', \.' 

proved modes of communication are reasons for revision. Wea.kné's.Sé·s cl{scoverec 

m the present course by an ale;rt )nsqu~tor_ Wlll _suggest, -anél- be· ·s'úffícient cause 

fór·1 c9~re~¡ion ~1· r;visÍ~~". - ~i~or cort~_c:tions. can ,be .made ~in<a.·current,.course 
--·b_Y · ~ser~i~~. c~r~~~ti~~ sh~_~t~'- in tpe . ~~u<;Iy guide. ·- _ Revision iS; a:,rriijorr. óperation. 
' ..._i ~ 1 _ • 1} ·,,ll f_l '-'" '_ t 

1 
< " _ • _ 

Revision in eludes adapting the- stlicty· giúde- to. a . zi~w' or revísed- t~Xtbook and 

updatmg the ~tu~y guide to co~~rm.5to .. vario.us.-1changes th~lt havé·- occilrred in the 
(' \ ¡,) ~/ w. - .,... \ t ',J ' ' - \ . '' 

subJect mátter field. An ex.ample· i~r~~-nges)n;.the ·income 'tax:·law, which· are 
-~j\. ~--~-:: .... ..,._:~,.·- ¡..-- ,,J- ~..~.::.·-~' é,J, ./~ ,,._¡ .,t_,_, _.. _- ( -

probably ~rm~al. A, ~hél;ng:e )!,~. ~'~- p~,ogr~Jn~s concept of~th'e ·type ·oCstudent· to be 
r _;!,. , 1 ~ ~-~ ~ ,_ , -:.' 'L , - " ' (.. 

served is ~;ts~n f?r. rev:~~~Ol}.~ .. ·h--J~:c-':' :.: .• ·-::?:.; 

Present Course 

Because of the existence of the present course, your task as the course 

reviser may be less difficult than fue course wnter 's .. It is important to no~e 

that you may or may not have been the writer of the course to be revised. If 

you are, then your task is less difficult because you are thoroughly familiar wíth 

_ wha!: you w.rote oríginally. You can proceed along the same path that you fol

lowed when you wrote the course. If you were not the writer, then the job is 

somewhat more difficult. 

The first step is to familiarize yourself with the course. This includes a 

careful reading of the present study guide and a survey of new textbooks and 

matenals that have emerged since the course was written. This survey logically 

mcludes letters to publishers, publisher's representatives, and authors of text

books mqmring about the status of books poss1bly destíned for revisíon. It 

somet1mes happens that publicauon of a new ed1tion 1s immment, possibly within 
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u~e :1e:...t ;;;1x or e1ght months, although an annot:üceme.a~ rr.¡ght not have been ~.ade 

Jf t:~-= :·..:ct Ll.lt the book is undergomg revision. Such informanon is obviou~J.y of 
1 

¡;-reat value m planning rev1sl0n of the study guide. 

The survey should also include, ü possible, any notes or ideas that 

mstructors have regarding the efficiency of the present course and its poss1ble 

¡mp:;:ovement. In sorne instances, the instructor wlll be the reviser, m wh1ch 

c.1se he wlll have had much experience wh1ch he can bring to bear in the revision. 

ítcvised Course 

If yo u d1d not wnte the course ongmally, your task is practically the same 

as the ongmal course wnter 's, except that you ha ve a nucleus with wh1ch to 

ocgm. You are well advised to familianze yourself with the information in the 

;recedmg three chapters of these guidelmes. 

To improve the course markedly, reviswn may in vol ve changes even in 

."ormat. Remember that you are not bound to a pattern that is sacred. As a 

scholar you should feel free to make any changes that wlll enhance the course. 

l\.emember that you are producing the course for the benefit of the student. 
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The following appendices are mcluded as a guide for instructors and course 

writers new to Extension and, 1t is hoped, will provide new insights to those 

already iJ.mihar with correspondence instructwn. 

Append1x A contains sample pages from study guides of courses currently 

offered by Umversiry Extension, The University of Wisconsin. These pages 

illustrai:e po¡nts covered m the text and indicate the wide lá.titude that 1s possible 

in course design. 

Append1x B contains copies of letters requesting publishers' permission to 

quote. 

Ap¡:endix C is the roster of the National University Extension Association 

(NUEA) members for 1968-69. It is included to indicate the extent and range of 

o 

developruent of independent study in institutions of higher learning in the United Q 
States ar¡.d 

o 
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APPENDIX A 

SAMPLE PAGES FROM CURRENT STUDY GUIDES 

Sample Tltle Pages 

Sample Introduction 

Sample Assignments 

Commerce 

English 

French 

Civil Engineering 
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(Sample Mathematics T1tle Page) 

~íatnemat1cs H40 

PLAN E TRIGONOM ETR Y 

A H1gh School Credit Course • . . -k Unit 

.3y James D. Moore 
Teachmg Assistant m Mathematics 
Umversity Extens10n 
The Umversity of W1sconsin 

Critically reviewed by 
R1chard Y. C . Lee 
Teaching Assistant m Mathematics 
University Extension 

Umvers1ty Extension 
The · University of W1sconsin 
Independent Study 
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( (Sample }ú~tory · TÍ~ie Page) 

rüstory 201 

A\lERlCAN HISTORY, 1492-1865--THE ORIGIN AND. 
G~\.OWTH OF TI-IE UNITED STATES 

· P~ :CoÚege Course· . 3 · Cre'ditá 

BY'' Norm·an K. Rj sjord 
Associate Professor. of History 

7

., Tiie tJruversit:Y · ot wiscons1n- · 
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p~--~pared 'undei-" the{ supervision of 
' a' he.' Departme nt :of Hi story. · · 
[.Jm;vers.~ty , Exten_sion. . 
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(Sample Intr~duction) 

INTRODUCTION 

Not only in England, but in the rest of the Western world, the nine

teenth century is the Great Age of.the Novel. If the term celebrates the 

novel's triumph, it also reverberates with a wistful, elegaic echo: Th~n 

it's all over? Certainly now in our own day, amongst the critics at least, 

the burning questions s~em to be: Is the Novel dead? If so; who killed it? 

And their accusing fingers oftener th~n ·~o~.po:Í.:nt' str'aight at· those Vic

torians you will be reading in this course, who never suspected that in 

their heroic labors lay the seeds of the novel's decay and death. It is 

possible that what drives our own contemporaries to such a frenzy of depre

cation is, as much as anything else, the Victorian novel's monstrous self, 

row upon leatherbound row ~f it, quite secure in its achievement and not a 

little smug in its conviction of its own immortality. In t~e history of 

English literature, at least, only the great age of Elizabeth&n and Jacobean 

drama can make anything like a similar claim tó such · sup'er:iority, and even 
\ 

there such a claim owes a preponderant debt to just one man, Shakespeare, 

while the nineteenth-century novel is the accomplishment of many. 

The Victorian novel is irresistible, irresistible in a way that has 
\ 7 

never been satisfactoriely explained by even the most high-powered critics. 

The great novels of the twentieth century--Ulysses, The Rainbow, The Counter

feiters, The Magic Mountain, The Sound and the Fury--were, from the moment 

they appeared, anathema toa lot of.people, many of them highly intelligent 

and perceptive. But the greatest of the nineteenth-century novels have from 

the beginning been hailed as things to be praised--and loved. In their own 

day they were regarded first of all as marvelous ·entertainments, and, second 

and no less important, as embodiments of sound moral'instruction. As you 
·~ ' 

will find, the novels are as entertaining as ever, but for one reason or 

another the moral instruction is ju~t barely acceptable to us now. And 
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yet our afiection and ad~iration for these Victorians far outweigh the mo~en

t2~Y repug~ance we fecl for their occasionally smug authoritative air in mat

tcrs eüacal and moral. Actually, enough time has passed now for us to see 

wh~t the Victorians could not see themselves--that just like everyone else's 

w0rld theirs, too, was built on sand. The social, economic, political, and 

lit~rot")' historians have revealed to us the "other" Victorians in all their 

:·l'Crct :,l\,J:ne, .:md \ve are sad that thc truth is out--but not surprisecl. Sad, 

bccJuse thc world they dreamed of is still only a dream; not surprised, because 

the shadow of their misgivings about that dream is, if we look closely, there 

i 11 thc i1 nove ls for a ll to se e. Fi.no lly, more than anything e lse, we are 

touchcd t:hat they tried so hard to be both happy and good, scolding each other, 

lecturing, cajoling, filling volume after volume with their recipes for 

felicit:y. 

"Mok·~ 'em laugh, make 'em cry, make 'em wait!" Wilkie Collins advised 

Dickens, a shocking program for a serious novelist, we may think. And yet, 

as programs go, it is perhaps closer to the pattern that life itself takes 

than anything else you can manufacture and put into nine short words. What 

more do we ask of life, even now in this our own hard-bitten century, but 

t~at we b2 allowed to laugh a little, to cry--and to be given something to 

'-'óÍt for? 

TEXTS 

The book you are now reading is the Study Guide for English 460. It 

attempts to provlde the same type of help that a teacher would in a classroom. 

The only text that you are required to buy is Walter Allen's The English 

~ove.J: A s:1ort Critical Histo:ry (hereaftcr referred to as Allen, -English 

Nove~), a Dutton Everyman Paperback, D9. You may purchase this book from 

University Extension. 

Si~ce almost all the assigned novels (these are listed in the table of 

content~) are available in many different editions, both hard-cover and 
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paperback, no particular editions are suggested. All of them may, however, 

be borrowed from University Extension Library, should they not be available 

locdlly. When ordering, please enclose a check or money arder payable to 

University of Wisconsin Extension. 

Below is a suggested list of general readings about the novel, particu

larly the nineteenth-century English novel. In addition to this, a h~ghly 

selective list of suggested reading follows the study notes for each novel 

dnd nov.:: list. 

SUGGESTED READING 

As well as Walter Allen's The English Novel, which ~ou are asked to buy, 

the following books about the English novel are recommended to supplement the 

required reading. 

Baker, E. A. The History of the English Novel. 10 vols. New York, 1924-1938. 

The largest, most exhaustive, most unquestionably 11 standard 11 work on the 
nove l. 

Britis~ W~iters and Their WorK, Number 9. Lincoln, Nebraska, 1960. 

Includes essays and good bibliographies of Disraeli, Thackeray, Dickens, 
and Trollope. 

Cecil, Lord David. Early Victorian Novelists. New York, 1935. 

Inc ludes d iscuss ions of Dickens, Thackeray, the Bronte"s, Tro llape, and 
George Eliot. 

Cross, Wilbur L. The Development of the English Novel. New York, 1899. 

For many years the standard work on the novel. Since it is nearly as 
old as the novels it treats, it has a 11 contemporary 11 flavor--and that is 
now its main interest for us. 

lord, Boris, ed. From Dickens to Hardy. The Pelican Guide to English 
Literature, Vol. 6. London, 1958. 

An excellent, inexpensive volume which offers (l) notes on the Victorian 
scene, (2) notes on the literary stene, (3) full-length individual essays 
on the majar writers (including Dickens, Thackeray, Trollope, the Brontes 
George Eliot, and Hardy), and (4) a bibliographic appendix and suggested 
reading list. 

Forster, E. M. Aspects of the Novel. New York, 1927. 

A great novelist himself, Forster writes engagingly of other novelists. 
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¡\.<3ttl.c, Arnold. An I.:troduccior. to the English Novel. 2 vols. Lor.don, 
1951-1953. 

Leav1s, F. R. The Gre3t Tradition. New York, 1954. 

The "great traditíor;. '--says Leavis--includes Jane Austen, George Eliot, 
lk:wy James, and Joseph Conrad. The back of his hand to everyone e lse! 

Lubhock, Percy. The Craft of Fiction. New York, 1957; Compass Books. 

Originally published in 1929, this small volume created a big revolution 
in the tvay we look. at novels. 

Neill, S. Diana. A Short History of the English Novel. New York, 1951. 

To quote its own jacket: "A 1ive1y survey of how the English novel 
dev2loped, from its beginníngs to the works of Lawrence Durrel1 and 
Samuel Beckett." 

Thomso;>, P3tricia. The V_ictorian Heroine: A Changing Ideal, 1847-1873. 
N 2 '" '.\'h· ,( , 1 9.) 6 • ~"'-'-~='-;;..._,:=.;~..::.:..:~:__....::..:.....;::.;.;.;::~~;.t;;;_-=.:::_=..:::..,;~~~.t..,;_...!o.!:~ 

Tillotson, Kath1een. Novelists of the Eighteen-Forties. Oxford, 1954. 

Van c:1ent, Dorothy. The English Novel: Form and Function. New Yo'i:'k, 1953. 

Brilliant and stimulating (often perverse and occasiona1ly impenetrable) 
essays on eighteen novels. Among them are Great Expectations, Vanity 
Fcir, Huthering Heights. 

Wagenknecht, Edward. The Cavalcade of the English Novel. New York, 1954. 

In the literature, both primary and secondary, of the Victorian novel, 
Wagenknecht has read as widely as anyone living. 

NOTES ON PROCEDURE, ~{EPARATION, AND PRESENTATION 

The preparation of an assignment in this course consists of reading the 

material indicated under the heading "Readings"; studying the "Study Kotes"; 

and writing out a rcport according to the directions given under the heading 

"h'ritt0n Assignment" at the end of each assignment. This report should 

represent your best abi1ities in reading, thinking, and wríting. Besides 

con·recence in these respects, a good report shows the fo1lowing characteristics: 

l. T~e answers in discussion questions are always on the point designatcd 

by the written assignment. To write on the point, you should exDmine 

the written assignment carefully to make sure just what it calls ~or 

and then organize the ideas and facts pertinent to the subject into a 

coherent statement or discussion. 
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2. Gcncralizations are always supported by S?ecific evidence--citatio~, quota- e=) 
c~on or other demonstration. 

3. Quo~ed material is used chiefly for the purpose above; in discussio~ ques-

tions, quotation does not substitute for your own ideas and expression and 

should not occupy more than one third of the discussion. 

4. Direct quotations are always quoted accurately, enclosed in quotation 

morks, and acknowledged. That is, you should give the author's name, 

the title of the work, and the page on which the quoted passage occurs. 

5. Indirect quotations are similarly acknowledged but are not put into 

~uotation marks. The indirect quotation may not perhaps use the author's 

phrasing word for word, but it always expresses his idea accurately. 

6. The good report is neither too long nor too short. Too brief a report 

may make unexceptionable statements and yet be unsatisfactory because it 

Goes not reveal the extent of your understanding; however thoroughly you 

may have mastered the material, you cannot be given credit for your 

accomplishment unless you write fully enough to disclose it. Too long 

a report is generally one that is extended by useless repetition, ex

cessive quotation, or irrelevant issues. The good report is as long as 

is necessary for a well-substantiated, economically phrased coverage of 

tne written assignment. 

7. However good in the respects listed above and in content, a report that 

violates the conventions of literate writing by frequent misspellings, in

cntT•'CL ¡·,r·o~rrrrrr.rt·, tw¡•,lvl't o[ tiH• (:l,•nll:nl:-rry t:lll,•:: oC prrnC!II.rl Í•ltl, or 1.n

coherence resulting from the misuse of words or disorganizcd scntence 

structure has less merit than one written with the competence expected 

of a student with the prerequisites for this course, freshman English 

and six credits in introductory Jiterature. 
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P~I~~ED FIRST SHEETS 

Printed first sheets are supplicd by University Extension. One ihould 

be carefully filled i.n and used as the first page of each of your written 

assignments. Also furnished by University Extension are printed enveiqpes 

\Jhich should be used for mailing your written assignments. Use a separate 

envelope for each assignment._ o-_, 

j 

After you have received a grade on all the assignments, you may mail 

the request for final examination, which is included at th~ end of this Study 
~ .. ' ,_, .. J 

'i' " . ''-' 

any written assignmel}.t;,.,-the final 
' , • , -," , ~ '¿: JJ j A 

1 '~ •/ 

Guide¡.,¡~i_lf you have an' "incomplete" on 

exa,q1ina~~,ion will not be sent until- this deficiency has bee,? ¡r;~~e ';IP·, -1 . .),-1 

1 ~.' f 'f' .-,J.. :-; .~ l.t 

. ' • .. l¡ 

' ' ' 
·o . 

\j 
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(Sample Commerce Ass1gnment) 

Ass1gnment 6 

MA...1"\KETING AND THE ULTIMATE CONSUMER 

Marketmg, lt has been suggested, begins and ends with the ultim&te con

s.¡mer. Tlus assignment analyzes this ultunate consumer from a behavioral 

V1ewpo1nt, a11d m it you learn that ind1v1duals behave d1ffercr.tly, somet1mes 

mou vatcd lJy economic considerat1ons and sometimes by emotional ones. The 

~s~1gnment also examines the relatwn of demograpluc characteristics to consump-

Readmg Ass1gnment 

:\mericc.n Gusmess: Chapter 19, pages 401-422 

SupplemeJ~tary Reading: "The Challenge to Modern Marketing," Study Gmde 

Study :\D::e s 

Pa2,e 402, paragraph 2. '~ The class1flcation of buying motives as e1ther 

ranon~~i or emotiOnal 1s perhaps an unfortunate lüstorical development. There 

are n1a11y 111arket111g mer. who lJeheve tlus tr~.d1i:10nal and arb1trary classiüc:::.tion 

1s l:...rp,cly nuslead111g and maccurate. Sunply g1vmg thoughtful consideration to 

a 1 'ur .... ~wse 1S not a suf.L.c1ent cnterion to mclJ.cate a ratlonal buy1ng motive. 

\1oLvcs, it IS mamtamed, are responses to needs, and it is rational behavior to 

atten1 ;¡t ro sat1sfy them. Sorne of these needs are physical, so me psychological 

or emouonal, sorne economic, wlule sorne, probably most, are any combinatwn 

of pnys1cal, psycholog1cal, and economic. 'The d1 stinction, then, as to the 

nature oi thc buying monve 1s based on the need being responded to. 

"The f1rst complete paragraph on a page 1s paragraph l. 
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Ass1gr.rne;1t 6 

Consumer responses to phys1cal and psychological needs have largely been 

classed ..1s ernclional buyi_,g motives and consumer responses to econom1c needs 

as rat<Onal motives. In contrast to the emotional motives, ratwnal motives are 

~nm:1nly con cerned w1th makmg the most effective use of the customer' s scarce 

re sourc.cs. A prociuct which is easier to use or clearly lasts longer, at lower 

cost, ~1ccomp:1sl1es th1s purpose, 

P.:,,~e 406, paragrapll 3. It 1s nnportant to realize that price 1s only one 
--->·-'----

eleme~:t m. r.he marketing mlX. Grocenes, although they constltute a class of 

lo·.v-pnccd prodücts, are sold on the bas1s of convemence, selectwn, ease of 

prcp;_¡ r:· LlOn, quallty, and a pleasant purchase environment, as well as price. 

As products become more dependable, guarantees 

bcGome i-:.mch less 1mportant as an i11ducement ior consumers to bu y. For un

tricJ products and services, guarantees a.re important elements m the effort to 

~:_r_?._c~-.:~~íl,_J2nrngrnJ;()l 2. Tllc pat ronage motives JU st d1scussccl are s1mtlnr 

lO tile r~H:wnal motl 'v'CS for buymg products. The sclectlOn o[ a particular store 

may also be related to psychological dnves not yet fully understood. The Ch1cago 

TrJ..!:?~ study of social class m Clücago showed that people match their own values 

ami 2xp2ctatwns wnh the status of the store. .l\'ot all people want to shop at 

~L1•110l"l)l!S, ingh stJ.tus stores. A lower status customer k..'l.ows he will be 

pum:->hccl m subtle ways by clerks and other customers lf he goes to an exclus1ve 

store. The shoppcr does not wish to go to a store where she does not flt and 

1s apt ~o s-::ay away 1f the appeal 1s not clear-cut. 

TriE CHALLENGE TO MODERN MP~KETING'· 

By Arno K. Kle1menhagen and Chfford E. Lar son 

~o te: Two former marketmg practitio;J.ers, now servmg the pro
fessior. as .;c:ucators, oüer a thought-provokmg analys1s of the bas1c 

-F. e~::.·~,~·-("~ from Sales /\:z.:rketmv Teda y, the offlcial JOurnal of Séiles and i'via.rketing 
l::.-::.::üL\,..;s--L1~e.~.nc.c.c¡:;::l, ior ]une, l-967. 
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Ass1gnm..:nt 6 

-~.s'Jes .;_-;:u::;eci ~:,y m;1rk:enil.g's 11-..:reasmgly voclferous cnncs, callmg 
tl,eir rebuaal mJ..::-keG:lg's greacest challenge. Th1s, cl1ey emphas1ze, 
.:J.n oe accompllshed by focusmg our talents and energ1es on valld 
contnbuuons to soe1ery and the betterment of mankind everywhere. 

\V1th mcreasmg frequency, rnarketmg is commg under mtense critic1sm. 
Cn u;::s are questlorung lts relevance as a useful force m soc1ety, and, of 
course, contmue to engage m the perenmal quest1oning of lts ethlcs. To 
.so¡-:1e extent marketers have, through their wntings and pubhc statements, 
1:1v lted the attacks to wh1ch they now fmd themselves subj ected. 

3y focussing on problems of an mdiv1dual firm or mdustry, and often 
spe,.uung w1th an unfortunate choice of language, they have projected- -to 
many outsicle the profess1on- -an image wh1ch tends to attribute unethical, if 
not 1mmoral, motives and practlces to those engagmg in sales and market
m,;. 

~~-ne challenge that modern marKeting faces 1s the necess1::y to come 
to gnps w1th the bas1c 1ssues ra1sed by, its cntics. As a startmg pomt, 
lt 1s r.ecessary to re-examm;: the true s1gnificance of marketing. This 
sliould be done from the broadest of all poss1ble views- -the contnbution that 
tlle marketmg function makes to soc1ety. 

o 

Society's task is canng for the needs of people. Marketing, as an 
mi:cgnll part of society, shares thls task. Obvwusly then, the better Ü 
mal-kcang performs Hs funct1on, the better society 's goals are served. It 
1s well known-, -bucp-er-h-aps only to -those \vho engage in marketmg, that 
marketmg's focus 1s on service to the consumer. Th1s is true whether 
tl1e consumer is a firrn or an mdiVldual. Success in markenng is largely 
mcasurcd m tern•s of serv1ce. The better the quallty of serVlce, thc 
grc~ncr the sartsfacuon to the producer, as well as to the user. It 1s tl1e 
cni .• ,:.L.rng ..tiJ1llLy to produce sausfacnon::; that leads to proflts and survlVal 
111 a L'ee enterpnse soc1ety. 

The cntics of marketing mvanably attack marketmg on grounds of 
ethl es and reJevancy. ?\!Iarketmg 1s the alleged la1r of wheeler-clealers, 
con-men ancl shodcly-goods distnbutors. Paracled m profusion, and wlth 
g reat fanfare, are the expenences of those who ha ve been proclded into 
purchasmg unneeded Items by these people. 

Marketing m en recogmze the realltles of the world. To cleny the 
existence of such. md1v1duals wouJd be iolly and most certainly untrue. But 
to transfer the motiVes of such md1v1duals to the goals of the ent1re pro
fess10li 1s to pror.1ote an 1mage wh1ch 1s anythmg but deserved. By focus
smg on marketing' s contnbutwn to soc1ety, one is left Wlth llttle doubt that 
devotmg one 's llfe to th1s task 1s m the h1ghest tradltions of mankind. 

Marketmg 1s also accused of being respons1ble for t.'le divers10n cf 
scarce resources mto proclucnon of goods for fnvolous consumpnon. To 
cast marketmg m thJs role of a satan whose goal 1s mankmd's moral 
dcstrucuon ;.,; ce::.::La1nly unfau- and most cc..:tamly credlts m.1rketmg WLth 
grcu.ter pO\vers tn.1n It now possesse.s. Marketmg doe.s ~ot devclop 
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c'--~·h;uques cal culated to pL.sh unw~:1ted goods on Ui1ml:crested md1V1duds. 
;;_ c:;:;·,el· tbe lOCUS, dS SUf,gested by tlle marketing concept, lS tO' _dev:~op 
good.,; to better s::;.usfy the needs of the soc1ety 1t serves. 

Ivbny marketmg cntlcs obvwusly bemoan the gradual cha.nge m wants 
b\· ~arge r.umbers 111 our soclety. Ind1v1dual wealth has perm::.tted thc 
:.;·,,- .vid-..l3l m eyer greate::.· numbe:;:s w indulge lumself, and the crHlcs lool--. 
.. : ::< ~p:eat drsfavor on hls cho1ces. 

1vlar.ketmg, by servmg the mmv1dual, Is accused oi seoü.cmg tl'.e mdl
v .. .:.!clal .:J.nd sepa·caung hnn from greater responsibillnes. Curiously, by 
::.·2:::.;;:::mdl:1.g ;:o the '"'':si-les of the consumer, marketmg 1s supposedly gullty 

:.~..:.:-::2: __ :i_;. L:- ;'::o~er-·l~- cc:..~c:.,-eé, is 2. fw ..... ~crlVll \·.-G..!.CJ.~! r::usc ~"')2 :·2:·
:-.:~_::::..;;:: r_.:; a.il a.genc1es v:lLhm a soc1ety, no[ o.aly by Lhe proflt-;-;;;_<i.--:~::g 

r:· .. .:>1nesses 111 the world's more affluent soc1et1es. Included, too, must be 
ti1e f~nction' as lt could also be performed by soc1ety's non-profit ·orgamza
nons .if resources are to go lnto solvmg the problems of econom1c develop
ment, urbé!-n renewal and racial conflict. 

hCJW 

lt is with th1s expauded concept that marketing can answer its critics 
at tl"Jc same nme, solve its ow11 pers1sting and perplexing problem: 

to aLt:cQct promislng and capable people to it. 

o Elaborq.te &urveys are not nc·eded to venfy that ni.J.rkénng'::; 1.1~age 
W!Lh many young people toclay 1s not one wllh wh1ch they can 1denufy. If 
mark~tlng men CJ.ll sell themselves and the signiflcance Of má1·ketmg tO 
tl;; s aud1ence they will accomplish two 1mponant tasks. First anc most 
1r..qortant, they wlll fmd mcreasing progress in recrmting lugh-quahty 
future business leadersh1p. Secondly, they wlll sllence the1r cnucs by 
rc~noving the basis Ior theu cnnc1sm. 

The challenge placed befare marketmg is clearly defined. MarJ.(e::ti"ig 
must broaden it:s operatmg philosophy. Marketmg men can no lor;_ger focus 
n<~lTowly on products, customers, pnces, promotwn and sales, but rather 
must focus on their concern for the individual and mankmd. They must 
assure that efüc1ent performance of the marketmg .functlon goes far beyond 
tile p:;:oüt motive. 

The growing complexlty of the producnon process leads inevltaoly to 
the r1eed for better marketing and better marketing tools. If marketmg 1s 
ti-;e ))usmess of canng for the needs of people, to what nobler act1v1ty 
co'Jlcl one cevote a life. 

Self-Test Ques¡_w~s 

1. Wnat 1s mea.1t by the st.J.tement, "The customer 1s king"? 

2. WhJ.t are "buy111g IJ.~otlves"? 

U :l. ¡,, l; l:llH,rwn;_¡ 1 buylll!:; l1lotlvcs llTatlonal motlVC~o>? Expla1n. 
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4. What are patronage mouves? 

5. In what ways 1s mcome related to consumptwn? 

ó. Wllat is the relationsh1p of populatwn to consumption? 

7. Wl1at is meant by "bro.J.nd loyalty"? 

Wntten Assignment 

l. List four majar trends in U .S. populatwn--for example, "a gTovnng segment 

of the populatwn is over 65 years of age." Then explain how each of the 

following types of retall stores might be influenced by each of the trends: 
a. Supermarket 

b. Hardware store 
e. Drug~tore 

d. Department store 

e. Drive-in theater 

2. What is the bas¡c difference between rational and emotional buy¡ng motives? 

ls any use served by class1fying monves in these two cata;;orics? 

3. Read the Business Chro;:ucle, "Dec1síon: \YhJt retail outlets c...in bese handle 

a new product?" page 421, and answer question 3 at the end of che case. 
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(Sample Englisn Assignment) 

ASSIGNMENTS 12 ANO 13 

l\.EADlf.iGS 

Emily Br0nt~, Wuthering.Heights. 

A¡ ~·,·n, i-:ti•' lish Novel, pages· 223-229 

.ST!JDY r.;OTES 

lt appears a wild fancy indeed to suggest that Wuthering Heights has 

anything in common with Pickv1ick Papers. Yet the t~-10 novels are alike in 

this: ·f;.:om the standpoint of criticism and explication they are both very 

hard -nuts to crack. They offer themselves to all the modern critical ap

para tus, his torical-psychoana lyt ica 1-mythica 1-semantica 1, but when the opera

tion is over, there they stand quite untouched by alr these attempts to ex

plain.them •. 

This is: p~rticularly true o~·wu~herin~ Heights. In his Aspects of the 

Novel E.M. Forster élassifies that novel as "prophetic, 11 because in it, he 

says,' '~ •• the emotions of Heathcliff a~d Catherine Earnshaw function differently 

to other emoÜons in fi~tion. Instead of inhabiting the characters, 'they 

surround them like thunder clouds, and generate the explosions that fill the 

novel from' the moment when Lockwood dreams of the hand at the window down 

'to the moment when Heathcliff, with the same window open, is discovered dead. 11 

In ~~he Grea t Trad ition F. R: Le avis announces in the first sentence of tha t· 

... thorrty volume, "The great English novelists are Jane Austen, George Eliot, 

· Úcnry James, and .Josep_h Conrad. 11 But even he cannot cast Emily Bronté. into 

outer darkn¿ss · without a· ~o1ord.' He aclcnowledges her to have been a genius, 

'-'b'ut, he says~ ''I have said nothing about Wuthering Heights because that 

astonishing ~-1ork seems to me a kind of sport! 11 (The exclamation point is 

_mine.) Herb~rt Read, in comparing Charlotte and Emily Bront'¿, finds "the 

psycholog:y: of Emily is at once less complex and more profound ly hidden. She 
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is one of the strangest geniuses in o~r l~terature, ¿nd her kinsh~p is with 

Baud.oL~ire and Poe." In an ess<:y which attempts to domesticate or v::.ctori

anize the Bront~ sisters, Richard Chase rather goes out on a 1imb and then 

saws 1t off, when after quoting Read's remark about 'tne amazing quality of 

innocence" in the Bronte's, especially Emily, he says, "And it is true t:hat 

they do not always seem to be fully aware of what is going on in their own 

nov.o:ls." 

Such a sampling of critical op~nion about Wuthering Heights does suggest 

pe::haps not so much confusion in the minds of the critics, although it does 

suggest that, but rather a kind of awe--and bafflement. But, as you will 

d iscover, the bafflement comes only after you ha ve finished the nove l. While 

you are reading it, it does not occur to you to question anything. 

There are strong mythic elements in Wuthering Heights: the Yorkshire 

setting, in which the principal cnaracters of the drama are isolated from 

the rest of the world; the clase blood-relationship of the protagonists in 

the novel; the motifs of blood revenge and thwarted passion acted out with 

violence, both physical and emotional; the sense, from the start of the novel, 

o 

of a ''house'' (in the Greek sense of the word) with a curse upon it; and Ü 
finally, of course, the superhero Heathcliff--a combination of sadistic demi

devil, Teutonic war-god and Niebelung, Byronic lover, and shrewd hardbitten 

Yorkshireman. Mythic though it appears to be, at the same time Huthering 

!1eights is perhaps the most intimate novel of the nineteenth century, for 

no other novel goes so far in presenting a relationship so deep and so 

ne.1rJy unfathomnble a'l that between llc:Jthclíff :.1nd Cntherine. The gre.1t 

~..11111·1< Líe ::cc11c in ClulpLc¡· Fi flccn, .Jli:,L llc(orc C.:1l:l1el"inc die~:, i:. ;¡ pro-

jectíon into human language and human image of a kind of paroxysm of feeling 

between two people, preternatural yet almost infinitely complex and subtle, 

that 1s quite outside the experience of most of us--and, we know, of Emily 

Bront~ herself. Yet it is, for us, encompassable, because it was for her. 

Hould it have been so if she had not been "fully aware of wnat was going on'' 

Íi1 her novel? 

This intimacy is present partly because the author has anchored her 

narrative firmly in the person of Nelly Dean, a Yorkshire woman who now, 

63 
o 



() 

o 

o 

.::,e \~ut::·:..'r-Lng Hcights anci ~hrusncross Grange since the parentless ''gip-sy" 

c•":ilc;, licdthcliff appeared at \.JL;thering Heights many years befare. Eut she 

ts :--.ot L2lling her storv to us--as Jane Eyre did--but to i-1r. Loci<woocl, a 

s~ntlcrnn11 hailing not from the North country, but from the sophisticatcd 

~;u11::h of Engl,Jnd, nnd whose interest in the fortunes of the Earnshaws and the 

Ll~it:ons is finally onc of not much more than intense curíosity. As the new 

te~ant oi Thrushc1oss Grange, which as t~e story opens Heathclí~f now owns, 

Lo1.:::wooC: ¡)ays a visit to Wuthering Heights and is forced to spend the night 

thc;.·c. Ei3 ex¡Jer::.cnce then leads him to find out from Nelly Dean, nmv 

h.:n.~:..:k.-.~l-'er at Thrushc:;.:oas, Lhe story of what has led up to the appall..lng 

situ<Jti_o,1 he found at Hu.::hering Heights that day and night. As in a proper 

epic, t:1cn, 1-Juthe::~n~ Beights begins i:c nwGias res, with Lockwood's account 

of this night. Then, with Catherine's Jccount of he~ own and Heathcliff's 

cllilJhoud th.:Jt Loclnvood fi¡,ds .i.n the B::.ble in the bedroom in which he spends 

~he nigl¡t a~ Wuthering HeightG, with Nelly Dean's continuing narrative, with 

Isabella Linton's lette~ to Nelly, with the verbatim reco~d of the young 

Catheríne Linton's experiences at Wuthering Heights when she visits young 

Lü1ton tlle.ce, 1t1iti1 \vhat Lockwood finds upon his last visit--with all of th:;._s 

the circ1e is complc-etc:d, the circles, really, which have moved outw<Jrd con

centric~lly and relentlessly from the stone dropped inco the center of the 

scill ?Ool at the start when Mr. Lock\wod with such brighc irony has pro

nounced t:he moors in which he finds hirnself "a beautiful country! ••• A 

¡;erfect misanthropist's hcaven." 

itc~., tn.rtt.t¡>,('J t:u sLJ·.Lkl· tlw ilvl:c u[ uuUtctd:icjLy tlu:uut,ll !Jcr n~1rr<1tor0, " g.tr

rulous o:d m<Jid with almost total recall and a racher tiresomely, self-sufficient 

"foreigncr," who is hi.•1self nota little spinsterish. Since they are telling 

the ~ale, the author can, as it were,~tay out of ít. We feel that the novel, 

as critics have suggested time and again, seems to have written itself, and 

tnis feeling we have .:Jbout it is reflected in our own uncertainty about our 

:eJctio~s to it: at one and the same t:irne ic seerns to have nothing to do 

witn us--and eve.cyth:;._ng! 
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For example, Nel~y's s¡mpie-hca~tcd concer~ abou: Heathc~iff's f1~ness 

for heaven throws into s~or? rel1ef what she Cd~l¿, as she des~ribes his last 

¡,oul.·s, :1is "goddless indd'::erence." Her remarl< sends us unerringly back to 

th3t moment at the beginn1ng of the book (but acutally, as the time sequence 

1s orgonized, only a few monchs earlier) when after Mr. Lockwood had told him 

~lf l1is dream of a ghost E·-athcllff cried out, "Oh! my heart's darling; hear 

r.1e t.1is time, C<Jtherine, <Jt last!" Witha shook '\ve recognize our m-m indif-

f0re~cc now to tradit1onal patter~s of religious feeling and thought, our own 

1ndiiicrence to anyonc's f1tness for heaven. What this pair were and are to 

cach ot~er is all that matters. 

:Sut, then, '>Jhác 2-..·e t:hese two? They are those element;:;l forces, i:orces 

or vc:ue in the human condition, which cannot be destroyed--unless t~cy 

choose co destroy t.nemselves. Which, of course, th.::y do. In thc per{ection 

of their relation to the moors which they love so, in the glory of their 

rebcllion both against the effcte lusnness of upper-class life at Thrushcross 

Gr~ngc (as they pccr through the window <Jt it) ond against the vindicLive 

:,.JVclg¡c:ry of the sCJdistic Hindli.:y, in tllC splendor of thcir mockcry oC ,1 

socicty which would control them, in their very oneness, they have Zound the 

key to the universe. The world is theirs. And they throw it away. Like 

Shakespeare's Antony and Cleopatra. But unlike Antony and Cleopatra, they 

allow themselves to be separated not by war or sorne kind of cosm1c catastrophe, 

but by economics and social status. Heathcliff has neither money 

Eu;;ar Llnton has both; Cathy chooses Linton. And hcr dccis1on destroys her 

.Jnd, '~,o.11chow wo1se, c.iestroys lleothcliif, transformin:; llim in the cnd 1nto, 

1n Nelly Dean's word,s, "a savagc sarco:otic foce." lf all trélgecly communicates, 

if not!nng else, a desolat::.ng sense of waste, then VJuthe1·in-:; Heights is a 

tragedy. 

Before closing these two strang~ novels, we cannot do better than quote 

sorne remarks of the poet Swinburne about them. While no more successful tnan 

the next one at explaining hmv they did it, he cioes in a rather grandly 

rhetorical paragraph come close to assessing what it was that the remarkable 

Bronce sisters did. 
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The gift of whicn I would spcak, is that of a power to make us 
fccl in every nerve, ~t every step forward w~ich our imagination is 
cor.1pc lled to take under t:~e guidance of another 's, tha t thus and ;-,oc 

otherwisc, but in all things altogether even as we are told and shown, 
~t \vas <:lnd it mc:st ha ,re been with figures set befare us in their action 
and thcir suffering; that chus and not otherwise they absolutely must 
ana would have felt and thought and spoken under the proposed conditions.7 

SUGGESTSD READING 

h.cttle, Arnold. "Emily Bronte: Huthering H<?ights," in An Introduction to 
L:1c E.1t;l ish Novel, Vol. l. New York, 1960. 

\'a,1 Ghent, Dorothy. "Oa Huthering Heights," in The English Novel: Form and 
FuncLion. ~ew York, 1953. 

Por other books about Emily Bront~, see the list of suggested reading 
rq_ 1 • • which follows the study notes on ~~~arLotte Bronte. 

\vRITTEN ;~SSIGNHE!'.'T 

l. lf Janc Aust~n had lived to read Wutherins Heights, what do you think 

she <:i.ight have said about it? (It will add sorne spice to your answer if 

you are tempteJ to make it sound as if Jane Austen had written it!) 

2. Using the following as a definition, discuss Wuthering Heights as a 

tr<>f:,edy. 

Tragedy is that in which life and death, the exclusive fulfill
mcnt of passion and the self-destruction which inevitably ac
companies.it, are inextricably fused. 

3. A Harxist critic i1as found the drivL1g force .i.n Huthering Heip;hts to be 

thc struggle for wealth and for thc power that accompanies wealth. In 

interpreting this novel, how for do you think one can go in granting 

this to be its central theme? 

4. ~~ you were required to give a prize to one or the other of the two 

n0vels--Jane Evre or Wuthering Heights--to which would you give it? And why? 

7
;,.lgernon Charles Swinburne, A 1\ote on Cr.arlotte Br-onte (London, 1894), p. 13. 
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LESSON 6 

I. GRi\rl.'IAR 

In Chapter 4 of Par les grands auteurs, study I-IV inclusive, pages 

37-46. First go over the granunar points; then do the exercises. 

NOTES: 

A. Compare the present indicative of avoir with the endings of the 

future: 

j'ai (-ai) 

tu as (-as) 

il ~ (-a) 

nous av~ (-ons) 

vous avez (-ez) 

ils ont ( -ont) 

B. The future translates 11 shall" or "will" plus the meaning of the 

verb, bu;: 11 Shall" is used or.ly when the subject is "I" or 11we." 

C. Similéirly the future perfect translates 11 shall have" or "will have" 

plus the meaning ..:f the main verb, but "shall have 11 is used only 

when the subject is "I" or "we." 

D. Be sure to read carefully 2) and 3) on page 240. 

E. In connection with the position of adjectives (AP.Dcndice 8d), you 

will note that sorne adjectives have one meaning when they precede 

the noun and quite another when they follow. '.:he rule is this: 

When an adjective nas both a literal and a fi~urative meaning, it 

is placed after the noun for the literal mean~ng, and before the 

noun for the figurative. Study the examples under 4) on pages 

220-221. 
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F. Under Revision de verbes (page 43), observe the very common idiom 

venir de plus infinitive. This idiom is used only in the present 

and in the imperfect, thusly: 

J;l vient de parler.--"He~has just spol(en." (Lit'erally, "He is 

coming from speaking" and tr1erefore he has just done so.) 

Il venait de parler.--"He had just spoken." (Literally, "He was 

coming from ,speaking" and therefore had jus t ~qn~ so.) 

} , J ... 

II. RL::ADING 

In Par les grands auteurs, read Femmes de París, pages 47-.4-8. 

N~:es on Readin~: 

Page 48, line 5: humeurs--"moods'' 

8: 

9: 

22: 

l'art de se faire respecter--"the art of commandi,~g 

respect" 

toute--"any" (Ha ve yo u noticed the ',Yélrious meanings 

of ~?) 

es,prit--"wit" (Ha ve yo u noticed the various meanings 

of this word ?) 

WRITTEN ASSIGNMENT 

l. 
• '~',. J, 

In Par 'les grands a.ui:eurs, do the odd-numbered sentences of I-.LV, pa,ges 

37-46. (top). 

2. Ans¡.¡er the even-numbered, questions of VIII, pages 48-49. (You may 

refer to the text for this exercise.) 
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Ass1gnment 3 

TlUANGULATION (CONTINUED) 

R~.:JClmg Ass1gnment 

Artlcles 10-29 through 10-40 in the text 

St'"'civ Notes 

Approximate AdJUSlment of a QuadLlateral. The approximate metbod of 

adJustment of a quadrllateral 1s the method that 1s covered m this course. 

subject is quite thoroughly explamed m A.rucle 10-30 of the text and in the 

exam.ple problem on j)Jge 323. You shculd study this carefully. 

This 

Computation of Lengths and Plane Coordmates. You should study carefully 

A.:racles 10-31 and 10-32 of the text, paymg parncular attention to the example 

p:roble;ns. 

Reduc::10n of S:wpe D1stance by Stanon Elevat10ns. ReductiOn of slope 

d1stances to sea level 1s ex;Jlained m Art1cles 10-36 and 10-37 of the text. The 

following problem 1l~nstrates the method used wben the station elevations a_re 

k.r:.own. 

lllustratlvc Problem 

Trllateratwn statlon A is at elevatwn 1080 feet above mean sea level and 

stanon B 1s at elevatwn 37.50 feet. The dl.st;::.nce between the two statwns was 

n--.easured electron1cally and found to be lS, 728.50 meters. The lme hes in 

lat1tude 4.5° approx1mately, wbel-e tbe eá.rtb' s ra.dms 1s 6, 378, 240 rneters. Reduce 

the slope d1stance to mean sea level. 
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o Assignment 3 

.. {...: . .::r to F1g. 8 below. 

r~1cilsurcd dist. 
15,728.50 meters~ 

o 
Figure 8 

Solution: 

By EqL..; tion 2-3 of the text (rev1sed ~quation 10-24 to include" .. second term): 

CD 
t.h2- .ó.h4 

= 2G + 8G:r 

(
3750 - 1080)2 (3750 - 1080)4 

3.2308 3.2808 
CD = 2(15, 728. 50) + 8(1'5, 728. 50)3 

CD = 21.053 + .014 = 21.067 meters 

;\.B' = 15,728.50 21.07 -= 15, 7Ó7:43 approximate 

By EqúatlOn 10-19: 

8 AB' 15,707.43 81•1 I = 2R = 2(6,378,240) = · 0012313 

By Equai:1cn 10-25: 

o í:.'C = ~h-Sm -2° = (3750 
-

1080
) 0012313 = 1.002 meters 3.2808 . 
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_. ,,._ .... , 

.\3' = 15,728.50 - 1.00 - 21.067 = 15,706.43 rne~ers. 

i\I::'Guc:~g A3' to the sea -level l2ngth MN, 

k':, ::::c¡'..:J.tl0:1 lo -22: 

( ~ l 080 l 
'1 3 2803 el = 15,706.43 \,ó 37s 24o·l 
( L- ' ' J 

ci = 0.811 metcrs 

FHially, 

\ 

r 1oso 2 : J 

! DSOif i ~ 
1 76 378 2~J \ L\' ,.':t.vr) 

MN = 15, 706.43 - O. 81 = 15,705.62 meters, which is the sea -level length 

of the measured llne AB. (Note: There are 3. 2808 feet per meter.) 

Wntter: AssH:;nm;::.ni: 

l. In the quadrilateral represented m F1g. 9 on the followbg page, áll angles 

w-2re measured wlth the same degree of prec1sion and rhe results were as 

fc.:~ows: 

Angle Value Angle Valuc: 

1 5(>0 2:~ '10. ()" S 25°1("'( .... 0 J.). 0 

2 .33°53 '35. O" 6 58°54'57.5" 

3 62°03 '27. 6" 7 37°02'04 .4" 

4 58°44 '39 .0" 8 27°38'46.5" 

AdjUSt the quadnlateral by the approximate method d1scussed in Article 

10-30 of tJ-.e text. * 

o 

o 

'~lt 1s adv1s,- n1e to u:-;e 7 -place logs Cor ¡-¡1C log::~nthraJc corrcctlOn J [ you hcwe 
rhem. 1 fowevcr 1t w1ll he acceptabJe to use the 6 -pbce logs m the text but 
extreme care m mterpolatwn wlll be necessary. Ad]ust the angles only to tt.e Q 
nearest tenth of a second. 
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\) 
Assignment 3 

Figure 9 

2. Ia the quadrilateral of problem 1 aboye, the plane coordinates of A are 

X i:.. = 1, 524, 4 7 2. 25 feet and Y A = 624, 502.34 feet, and the plane coordi-

n.:.tes of B are XB = 1, 510, 235.70 feet and Y B = 627, 355.52 feet. Compute 

Ü the length and azimuth of AB. Then sol ve the triangle DAB. Finally, 

compute the plane coordinates of D by a double -position computation. 

o 

3. J.~nlateration station A is at elevation 1360 feet above mean sea leve! and 

station B is at elevation 4980 feet. The distance from A to B, as measured 

by a geodimeter, is 28 ,_545. 60 meters. The line lies in latitude 45° 

a?¿roximately. Reduce this measured slope distance to the mean sea-level 
distance. 
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APPE!\TDIX B 

SAMPLE LETTERS REQUESTING PERMISSION TO QUOTE 

o 

o 

73 

1 
1 

. 1 



o 
1 

~;L ,\uuer~ A. K,'.vesh, Secretary·Treasurer 
T:1c _]._;,;rncü of P1na1~ce 
Gr\.~\..1.1.3\c ~chcoi oL: J:.~slness 
~'"2\V \"e):.~:, lJn_jvc:A·slty 
lOO J.'n:;;t.y Plc.ce 
Ncw Yo..._·;~. New York lG006 

Dea;- \1.-. Kavesl1: 

y 

U;•lv,::rs~L:i i-:;-xtcr:.sw,-. of 'The Umvers1ty of W1sconsin is preparmg a correspondence 
CülJ:'"St.1 2:1::1~~ed "C:o:::-porat1or1 FJ.nance o'' 

W e wcu:d llke to q~_;o::e tbe following art1cles ln the1r entirety frorn your, journal 
Jn ~:10 ~ou.:~e stl:t.:; g~11de. 

l. "Le?cTage a11d tl1e Cost of Capital" 
by 2¿;:;._-a Solor:~o:n (May, 1963), pages 273-279. 

2. "':'he S . .3. C. Sr'ecial Stt1dy and the Exchange Markets" 
iJy Dav1d K. Sue.:-nan (May, 196ó), pages 311-323. 

Q \Ve Wúll}d dso llke to quote the followmg: 

C) 

'"J'l-:e S tze and Matunry of D1rect Placement Loans" 
by ~\.,'Jbert M. Solde:i:sky (March, 1960), lines 7 to 
29 en ~age 32. 

j\k.1y we have your perm1ssw"1 to reproduce tlle above materials m the stucy 
gu.G.e? f.bcll~ 150 copies Wül 0e pnnted for distnbution to students. 

We hope th,:;.:: OLJT stc.a1s as a state-supported, nonprofü edl:cational mstitu~J.or. wlll 
perrm;: you to grant tb1s rec~uest Wlthout cllarge. Your JO'unlal derives bcnefits, 
howcver, fro rL1 exposure to students in this course who will be tomorrow 's leaders 
and "-·uture subscn.Ders. 

~f yo¡_, have a partlcular form for use m acknowledging permisswn, we shall, of 
course, De happy to use 1t. 

SE1cerely, 
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T;1c Sccretary 
~:1L:1onal Association of Real Estate Boards 
155 East Supenor Street 
Clucago, Illmois 

Dcar Su: 

Svme ye::-:Ts ago yvur Assoc1at10n grwted perm1ss1on to u::: to reproduce your 
code oí ethics m our co1·respondence cou.cse m business etlucs. 

The code is presented to the student as a practlcal example of one of the realities 
m busi:Liess ethics. Many students ha ve undoubtedly benefited from exposure to 
your code. 

Because we believe the code fulfills a llighly useful purpose to students we 'd like 

o 

o 

to have your permission to reproduce 1t m our revised course. l'd appreciate Q 
rece1ving a letter from you g1ving this permission. 

If your code has been revised, I 'd be pleased tQ_have a revlsion. 

Smcerely, 

o 
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APPEl\TDIX C 

NÁ TIONAL UNIVERSITY EXTENSION ASSOCIA TION MEMBERS 

~. 1' _, '~ ft 1.' . ' 

o ~.'' 

<" ' . ' . 

',•, 

o 
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THE NATIONAL UNIVERSITY EXTENSION ASSOCIATION 

Umvers1ty of Alabama 

Auburn University 

Umvers~~y ·_of Alaská) o; 

Umversity of A~izona 

University of Arkansas 

University of California 

Umversity of Colorado 

Home Study Institute 

University of Florida 

Umversity of Georgia 

U m versity of Idaho 

Umversity of Illino1s 

Loyola University 

Roosevelt University 

Ball State University 

Indiana University 

Indiana State University 

Umversity of Iowa 

University of Northern Iowa 

Umvers1ty of Kansas 

ME:MbERSHIP 1968-69 

University of Kentuclcy 

Louisiana State, Uniy_e,rsity 
' ' 

Massachusetts Department of Education 

University of M1chigan 

Central :t:v1ichig~n University 

Eastern Michigan University 

Northern Michigan Uni versity 

Western Mich1gan U ni versity 

Michigan State University 

University of Miilllesota 

University of Mississippi 

University of Southern Mississippi 

Mississippi State University 

University of M.issouri 

University of Nebraska 

University of Nevada 

University of New Mexico 

State University of New York 

University of North Carolina 

North Carolina State Umversity 
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Texas Technolog1cal College 

:\orth Dc ... ~o~a D1vision of Superv1sed St.udy Univers1ty of Utah 

O.•w C;uversity 

UmvcrsEy of Oklahoma 

0 . .;.1J.hon-.~ State Umversity 

01·\::.:;orr Si:~:::~ System of Higher Education 

Pen.nsylv<ll::a State Umversity 

ü;uve:;_·;:;lty of South Carolma 

J.' he ür1.1 \·ersity of South Dakota 

The Unive:.:-sity of Tennessee 

The Ur.1versity of Texas 

Southern ::-.1ethodist Un.iversity 

Utah State Universlty 

3:::igham Young U ni versity 

University of Virginia 

Cn.iversity of Wasl1mgton 

V.f ashington S tate U m vers1ty 

Central Washington Staí:e College 

Western Washington S tate College 

The Un.i verslty of Wisconsin 

University of Wyoming 

CANADIAN UNlVERSITIES 

Acad1a U;uvcrsity 

TJ:e Univers1ty of Bntish Columbia 

Tb.e Unive.;.:sity of Mamtoba 

U11iversite ce Montreal 
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University of Ottawa 

Queen's Univers1ty 

U ni versity of Saskatchewan 

The Un.iverslty of Western Ontar.io 
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DIRECTORIO DE ASISTENTES AL CURSO DE ENSEÑANZA POR CORRESPONDENCIA 
. ."0 O E L 1 4 a 1 2 5 de J u 1 i 2.._ de l 9 7 5 • 

o 

NOMBRE Y DIRECCION 

JOSE LUIS AGUILAR LUGO 
Pr6longacfón Paseo ~e la RefoL 
ma # 668-103 -
Unidad Nonoalto Tlatelolco 
5 29 _. 3 1 -89. . : ' . 

' '. 
. ' . 

ROSA MARIA BElTRAN DE GZLZ. 
José Ma. Rico# 719-401 
Col. del Vallé 
1"1éx i co 1 2, D. F • 

FRANCISCO A. BELTRAN l. 
Cerro cubitos # 40 
Col. Romero de Terreros 

J. ANDRES BUSTOS AGUILAR 
Quintana Roo# 49 Bis 
Col. Roma Sur · 
564-70-39 

ABEL CAMACHO GALVAN 
Retorno14 del Rio Churubusco 
# 495-B 
Col. Unidad Modelo . 

' r '~ - ,e 

MARCO ANTONIO-CASTRO TELLEZ G. 
Av. Unidad Modelo·# 20 
Col. Unidad Modelo 
582-93-35 

ROSARIO COLINDE VICENC~O 
Sur 20 # 195 
Col. Oriental Z.P. 9 
558--28-03 

VIRGILIO A. CORNU CABRERO 
Co 1 . A 1 amos· 
Toledo# 111 Dpto. 4 
México 13, D. F. 

ING. JORGE H. DE ALBA CASTAÑEDA 

RENE DIAZ ORTIZ 
Retorno 37 # 35 
Col. Avante 
544-80-59 

EMPRESA Y DIRECCION> " 

ESCUELA TECN I·CA ;MODELO, 
Czda. Tlalpan #450 y 464 
Col. Viaducto Piedad 
Méx ¡ co 1 3, o·.- F. 
530-98-04 

CEMPAE 
Insurgentes Sur # 1480 
z. p. 1 2 
5 2·4-86 -81 

SRIA. OBRAS PUBLICAS 
Xola # 1755 
519-88-46 ) '1'( • 

SRIA. OBRAS. PUBLICAS 
Av. Xola y Universidad 
Col. Narvarte 
519-88-46 

DIVISION DE EST. SUPERIORES 
F. 1 . , UNAM. 
Ciudad Universitaria 
548-58-77'-' ,: -

INST. POLITECNICO NAL 
Zacatenco, Unidad Prbf. 
586-95-71 1 

SERVICIO NACIONAL ARMOu~ 
Czda. Azcapotza 1 co. ·1 a8 \ 
Vi 11 a # 209, Z. P. 16 
561;.55-00· 

SR·IA. OBRAS PUBLICAS 
Miguel Laurent # 840~5o~ ~~ 
Co 1 . de 1 V al 1 e: 
575-69-75 ' 

GRUPO l •. C. A. de C. V; 
Minerta # 145 · 
516-04-60- ext. 320 

CENTRO DE EDUCA(ION. CONTINUA 
Tacuba # 5-1er. piso 
513-27-95 



VICTOR DOMINGUEZ V!LLALOBOS 
ELHJt?nia 115-6 
Col. dei Va1le 

SERGiO GERARD BERTRAND 
Martin Mendalde # 833 
Col. del Valle 
575-07-84 

GEORGINA GONZALEZ DE VEGA 
Cerro Sn Andr(s # 138 
Col. Campestre Churubusco 
544--29-90 

CONSTANTINO GUTIERREZ PALACIOS 
Sur 115 A# 225 
Col. Escuadrón 201 
581-25-82 

RAUL HARO VELEZ 
Euler # i28 Opto 301 
Col. Polanco 
531-86-16 

DANIEL LEON GARCIA 
Progreso 55-301 
Col. Escandon 
z. p. 18 

JOSE C. LOPEZ LOPEZ 
Parque Ma. Luisa 7-2 
Col. Industrial 
781-14-57 

ALEJANDRO MARTINEZ ROORIGUEZ 
Toledo 37-17 
Col. Juáre:z 
514-47-32 

RAUL MENA GARCIA 
Circunvalación Ote. 65 
Cd. Satel ite, Naucalpan 
562-13-95 . 

OSCAR M. MUNGUIA PEREZ 
Av. 547 -/1 106 
Unidad Aragon 
551-20-84 

FERNANOO FAVELA LOZOYA 

. . k:\, 

u-D/~Pr 

R 2 :·o r ;;,¿¡ lf 9 5 ~ ') 2 1 
i . i' . L+ 
564-85-40 

DIV. ESTUDIOS SUPERiORES 
~-. 1. UN/~M. 

Ciudad Universicat"ia 
5i+8-97 .. 9Lt 

FACUL T/\D DE-" i t~GF1'\ l t~i-~ 1 :~ 
Sist. Universidad Abierta 
Tacuba # 5 
Palacio de M1ner ia 

C~RU?·J l. C.,\. de~~- \1. 
ri i 1 1 e r i o F 1 4 r; 
Cul. Escandon 
516-04--60 ext. 31Ó 

BUFETE JUF\ID:CO 
Av. Morelos # 110-006 
Col. ,Juá(ez 
535-62-93 

SICAF;TSA 
Amsterd~J¡J\ 77-4o, piso 
Col. Condes.::¡ 
553-00-76 

iNST. MEXICANO DEL PEr~JLEO 

Av. oe :os 100 ml.s F 1)2 
567-66-00 e~r 2100 
Móx i co 1 L¡., O' F, 

C! 1\. ED 1 TOí~A Ll\ Oe 1 ¡~:e~~~, S./\. 
Paseo de la Pr:m~ver~ 100-3 
C d • S a -::: e 1 ¡ t e . N a ~ ¡ e él i :: ,-, n 
572-03-01 

BODEGAS RURALES CONASUPO 
R e p u 0 1 i e o d e A r ~~e 1 l t . na ;.',! 1 2 
542-65-00 ext. 173 

GRUPO l.C.~. d~ C. V. 
Minería 145 
516-04-60 ext. 365 

o 

o 

o 
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DIRECTORIO DE ASISTENTES AL CURSO DE ENSEÑANZA POR CORRESPONDENCIA 
DEL 14 al 25 de Julio de 1975. 

NOMBRE Y DIRECCION 

LUZ. MA. OROPEZA MENDOZA 
Petin # 270 
Col. Narvarte 
523-68-86 

JUAN MANUEL OROZCO Y OROZCO 
Geranios 21 
Col. Jardines de la Florida 
572-24-47 

RAFAEL OVIEDO GALINDO 
Nueva York 33A int. 221 
Col. Nápol es 
523-33-31 

CLEMENTINA PEÑALOZA SANTILLAN 
Prol. Paseo de la Reforma nCm. 
668-103 
529-31-89 

ALEJANDRO PHELTS RODRIGUEZ 

ING. ROBERTO RANGEL V. 
Ave. Malpaso # 114 
Co 1. 1 s 1 a de Echegaray. 
560-22-56 

MA. TERESA ROMERO NOGUERON 
Odessa 730 
Col. Portales 
532-77-20 

SALVADOR VEGA RAMIREZ 
Victor Hugo # 36-2 
Col. Moderna 
590-76-14 

ENRIQUE VELAZQUEZ ORTIZ 
El cantare 7 casa 18-2 
Col. Villa Coapa 
z. p. 22 

' 

EMPRESA Y DIRECCION 

SRIA. RECURSOS HIDRAULICOS 
CII~CCA 
Paseo de la Reforma 107 
566-96-26 

U. AUTONOMA METROPOLITANA 
San Pablo s/n 
Col. Azcapotzalco 

CENTRO EDUC. CONTINUA 
Tacuba # 5 ler piso 
Palacio de MinerTa 
512-31-23 

SECUNDARIA TEC. MODELO 
Czda. Tlalpan 450-464 
Col. Viaduc. Piedad 
530-28-35 

SRIA. RECURSOS HIDRAULICOS 
Reforma# 69-11o. piso 
546-70-56 

COLEGIO DE BACHILLERES 
Sistema de Ens. Abierta 
Luisiana 59, 
Co 1 . , Nápo 1 es 
523-66-88 

BODEGAS RURALES CONASUPO 
REP. de Argentina 12 
542-65-00 ext. 172 

SRIA. OBRAS PUBLICAS 
Miguel Laurent 840-5o. piso 
Col. Narvarte 
575-69-22 

í 
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54 ORGANIZATION OF A CORRESPONI:?ENCE SCHOOL 

a greater volume to handlc when the next day's mail arrives, 
and possibly still 'more letters unanswered •at thc end of the 
second day. So from day to day the accumulation grows until 
mail is unanswered for so long that anxious applicants write a 
second time to follow up th:eir first unanswered enquiries. This 
only adds to the del ay by creating more work, since the follow
up letters have to be opened, read and attached to the previous 
correspondence td find out what action has been taken. Thus 
delay in reply to letters not only frustrates students, but adds to 
the wo~k o(the correspondence school. 

A golden rule for every correspondence school is that in 

Flow of communication between 

student and correspondence school 

¡ Enquiry 
,. 1 

Information 'e 

j Application for 

1 enrolmcnt Registration 

. Study o{ lesson and 
t 

Dispatch of lesson 
dispatch of material 
assignment Correction of assignment 
Continued study of and return 
lessons and dispatch 
of assignments Continued correction of 

assignments and return 
Sending of further 

Completion of course lessons as required 
with sending of last 
assignment Correction and return 

with arrangements for 
examination if course 
té'rminates with 

Examination supervised cxamination 
and paper rcturned by 
supervisor Correction of examination 

and sending of result . 
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No me 

THE UNIVERSITY OF WISCONSIN 

UNIVERSITY EXTENSION 

Co"espondcnce lnstruct•on 

Pront Your Nomc ond Addross. Fold Sheots woth 
Thos ¡;>ortoon Showong on Outsodc. 

Strcet or R. f. O. 

Cotv Zono Soata 

o 

o 

Rcgu.trollon No 

Courso No ' 

Couno Noma 

No, of Tlu• A.u•gnmont 

00·~,.---------------------

Begln yout written nssignment on thts sheet, Use 
pnper of this size íor additional pages. 
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' ~ ' ! ... 1 

1~ 1 ·t 

LE:A~E PNJ NT YOU R NA. M li: ANO AOOH.E:O iJI 

~rcct Addrcss r\' • -·'--/ ·~: _________ _ 

1!}'---_._~-
/\ ·:.. i 1 

at Í ,l, :'• ·-· ·-----Zlp Codc ( / -1/ l 

/_ 1 ( í 1stration No-~.:...:.-..:._c::.._ _______ _ 

N J ?o..T / , /f 1 /; J 
rsc , ame a:t "o_¿_;__.:._._:__~.:-.---

' . (' ... , • - í :jnn1cnt No. _ _:_ _ _¡_ _________ _ 

__ .., 
~: :, ~J :-· ~~ ,r: <r,- ~~-

1. ... '..- '-- ·~, !...-_ ~- ~ ' ......... 

~:,~\.. ~:-~~·~t..' ·.- " .,,.. 
1 -

[ u~!'!, \..,'~:; 
·e 

1 

", :: ¡; ~ :, i .~ !( ;- .~ ·~. - ;;· ·,J 
J' '.'1· 1" " ... 

!..,_;[.\:¡;...., ~¡':11"-,_.u ~u 

\ 

... .:.:.._:~.-_,.· ""', 1:' l , ... ' 

-- }---;-'"< ~.:: ~ ' -~ -~-

',.. • .., - ~ .' .. J., '.._' . ~ -

o 

I
~ADE 

DATE 

REC'D JUN 2 3 1975 

/ DATE RETURNED 

/ 1 
1 

1 
! --·-- - .._ ---.:....J 

UNIVERSITY OF WISCONSIN-EXTENSION 

Independent Study 

432 NORTH LAKE STREET 

lVIADISON, \VISCONSIN 53706 

o 



o 

o 

Independent Stuoy 
227 Exten~1on BuildinG 

' . {,: .. 
R E Q U E S T. ·~T ··O D R O P 

____ Letter· Date 

_1,Jálk In Course 

Reg. Date 
(8 . 

trame 
----~------~~--------------------------~~---

Current Address·· ---------------------------------------------------
, L ... ~. ~ -'· 

Send Refund to ; ~·-l '\ ..... :, ' J '·"" 

'. 
~ e ; _1 • 

Reason for Dropping 
------------------------------------------~~~ 

THE UNIVERSITY OF WISCONSIN 
EXTENSION DIVISION B-7 EXTENSION EOOKSTORE .Course 

··Re'gfs·t.r-a";'"ti";'"o-n--:D:::-a-:t-e---------

Refun0 requeGt for bQoks and supplies to: 
·Reiistra·t'ion No. 

[: Room 227 Indepen~ent Instruction Name ---------------------------------

[] Room B-1 I. B. M. Dept. 

Date 

===::;:::===:;:=o;;="·=======:::==¡=· .'l '· 

O Transfer 

[] Student dropping 

[] Lessons returned also 

[J Uncertain as to the reason for 
returning 

The books and supplies above have been 

[] Student ccmpleted 
... TOTAL 

course books in new condition 

[] Student has text from prior course 

O Book hard to obtain. ·.¿·Instructor '.;anted 
students to return. 

received in acceptable condition for 
refund --------

-- ~ov+.books are not in acceptable condition. 



Student 's Name: 

UNIVERSITY OF 'tllSCONSI!\-EXTENSION 
Ir.deper.dent Study 

227 Ex~ension Building 

EXTill$ION REQUEST 

---------------------------Course: -----------------------------
Registration Date: 

----------------------------~Assignments to be Completed: 

If you wish to examine the student's file, it is 
u .,d. Pl available in 227 ~xtension 
uu~~ lng. ease return letter, indicating your decision. r 

I~STRUCTORilS 
EXT&1SION REQUEST APPROVED REFUSED 

-----~ _____ INITIA!.S DATE 
-------~ --------

Suggestion regarding time allowance: 

3 mo. , ó mo. 9 mo • 1 year --- ___ , ·---· ---

Student' s Name: 

Thank you, 

P~u 7.;y-~ 
D.F. Kaiser 
Director 

UNIVLRSITY OF WISCONSIN-EXTENSION 
Independent Stuüy 

227 Extension Building 

REINSTATEHENT REQUEST 

--------------------------------------------------------------------
Cours, =----------------·-------------------------------------------------------------
Registration Date: ________________________ Assignments to be Complete~=--------------

Please return letter indicatíng your decision. 

REINSTAJ:'EHENT REQUEST APPROVED _____ REYuSED ______ INSTRUCTORS INITIALS __ _ 

If ~pproved, suggested time allowance to be figured upon receipt of the $5.00 

rcin.statcrnent fce: 

3 mo. __________ , 6 rno. __________ , 9 mo. ___________ , 1 year ________ __ 

Thank You, 

B . :::¡ . t(t.<~/t. 

D.F.Kaiser 

o 

o 



.. .......,. 

o 

o 

o 

~3-

REQUEST FOR FINAL EXAMINATiOl>; 

Pica~c rcturn tllls form to Un¡versJty Extcns1on a~ ~oon as you have !:>ubnuttt:d the last a!:>s 1gnm..:nt. 

:-.:..tn><.: ,)f Studcnt __ _ -----------Date -----------

Stícct Addres~ or P. O Box Number ------------------·------------

[¡¡y ------------------Sta te _ ----------- ZIP Code ____ _ 

Ct,ur~..: m '' 1111.::h ex a mm ation I5 de:, 1red ------------------------------

Purr•>~c tor wh1ch coursc was taken---:::~·---- ---,-----,------,---,--,..--,-----------
<Unlvers•tY cred1r, teacher certlf1cate cr<"dtt, h1gh school cred1t, no cred11) 

!Lne '''U ~ubm1tted all of thc a~~Ignments? OYes 0No 

~¡¡gge~tcd namt.:~ of ~upt.:rv.-or o! f¡n,d t.:XJllli11.tllon (..,t.:e 1tem 2, f¡r~t page o! d~rectiOn~) (B..: cert,¡Jn 
¡,, lli.i~c ,¡¡r •• n¡;emcnl~ Wilh lile- ~upe-rv1~or hdorc ~uhJnlllJllg thi'-. form.) 

~trcct Addre'-.!> or P. O Box Number ___ _ 

(_ 1 ty _____________________ State ________ z¡p Code 

Titlc or Rank 

:. rcct Addrc'-.!> or P. O Box i\.umbcr _____________ _ 

e .ty _______________________________________ State ________________ z¡p Codc --------

i 1dc or Rdnh. ------------------------------------------ --- ---- -------- - - - -- --

1'\0TE. fh1.., form ~~ to be dctachcd dnd mallcd d1rcctly to lndcpcndent Study, ·lhc Ll111ver~Jty of \\'¡.,. 
co11~111, UnJvcr~Jty b,te11'-.Ion, 432 North Lah.c Strect, Mddi~on, WI~cons111 5370ó, ~o that 1t 
may recc1ve prompl .!ltenllon. lt ~~ nol to be mcluded WJth an ass1gnmcnt. 
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has satisfactori.ly com:;leted 
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Chanc811or, Un¡vers1ty Extens10n ., Date 
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IJ._,)~;, :1·.: ·~\ o! Engir.ccr1ng l - j 
l"rl ((,(';-.)202-2061 Deccmber 17, 1971f 

í'•·ofcssor Nonnan R. Braton 
71·7 /',cchanicnl EngineerinsJ Building 
Univcrsity of Wisconsin-Mddison 
~ladison, \·/isconsin 53706 

\·.'e are interestcd in developing a correspondencc course in welding, one 
thct would be as practica] as possible andas complete as possible and one that 
vr;.ild be suité1ble for persons with a high school education. In previous meet-
¡,,~s with our /1¡r, Gritzmacher and t11r. ~/ortley you have expressed an intcrest and 
~vailabil ity todo this course. This 1etter wil 1 serve as a contract for this 
work. 

The v~ork to be perforrned by you include~, prcpuring a Study Guide (typed 
011c side, double spaced, "artisL-rcady" sketches), Solutions to Hritten 
Assign'Tients, Exams, Altcrnate Exa1ns, and Exam Keys. 

S~ecifical ly the course, which wi l 1 be three credits, wi 11 be developed 
aroL:nd the second edition of \~elding Technology, by Giachino, ~/eeks, él11d 
Joh:1son. 

\-lork to be pcrformecl by our· Department wi 11 inclucle promptly rcvicvJÍn~J 

your manuscript, providing editorial c;ervices, obtaining credit if appl icable, 
h.:.ndling all rqnocluctions for course distribution, and arranging for suitab1e 
~nnou~ccmcnts and publ icity. Professor Donald Gritzmacher of our Department 
v•: l 1 be your 1 iaison and wi 11 provide advice and assistance to you as necessary. 

Addition~l ly, we will provide space in 
;>·:,·iocl that you wi 11 be doing the wri ting. 
provide typing assistance. 

our offices for you during the 
Al so, if you would 1 ike, we can 

As we wi 11 be v1orking on a pub1 ici ty effort i:it the same time you are 
cJ.:::vclopin9 the course, time of co;npletion will be irnportant. \·le undcrstand 
th~t you wil 1 be available todo this work beginning about the fi rst of June. 
~!..e: \lüuld like to have all r·equired materials delivered to us not 1aler than 
ALI~ji.'St 15, 19/5. 

'v/(: have cli":>cussecl tvJo n1ethods of compens<Hing you for· this wo:·k, One 
v.<HJ!d be by a c.onlract sum ancl the other vJOulcl be by appointmcnl for a pe;ico 
of tinoC' this summcr. You hove .Jdvised th;Jt you \•Jould do somc prclimin<Jry 
v!o:k in orclcr t.o estimate the total v10rk required. ~/e will subscqucntly 



o 

~:,-;,1'1:1!1 R. Br·aLon 
f' ,'l.(' 2 
G,·,·c,,ibcr· 17, 19Ji: 

n,:')CJtiOl~ with yo11 thc t:Jmounl of \'Jork ancl Lhc b<:~sis for compensalion. 
ll>c- .·!o.1c ¿¡s 0n illl<Jchmenl lo Lhis lcller. 

Th i s wi 11 

You ¿¡grcc l 1lélt Lhe copyright and i.lll othcr rights per-taining to Lhe v1ork, 
Ír'c..:ucling uny mya1ties o¡· fees that may accrue, shal1 belong lo the Regcnts 
0f thc Universily of \·/i sconsin Sy~tem. 

1 f thc <:1bovc mcels with your ap¡nova1, kind1y .indicate your acceplonce 
belo'l and relu1·n one copy to us. Wc vvould 1ike lo have your estímate of lhc 
11ork ,-equired justa? soon as possib1e. He look forward to working with you 
on this project. 

ACCi::?TED: 

Vecyj/i'i1~ yours, 
John ~· K1us, Chairman 
Depél¡·¡ment of Engineering, 

~1tynematics and App1 ied 
Sciences 

19 

o 

o 

o 
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cc.__..-.¡SE C .. ~:JIT STATUS: 

c,adu::te--:-:." .:;tudent has undertaken the gradu~lle leve! requ1rements of th1s course. lf the stuoen~ has 
be,· .. aom1tted toa U.W. Graduate School and \:18 course 1s an appropr1ate part of h1s c~mculum, 
thc~.,; credJts w1ll norrnally be appl¡cable toward a degree from the Un1verslly of W¡scons,n. 

U:ldergréldu:~~,;-Tile student has undertaken the undergraduate requ1rcrnents of th1s course. lf the student 
hZls ::een adm1tted to the Un1vers1ty of W1scons1n and the course 1S appropnate to hJs cum
culL.,~l, these cred1ts wlil normally bo appl1caole toward a degree frorn the Un1vers1ty ot W1s-

H.~:~ .Scnoo:-1: the student has obU11ned h:s pr:nc1pal's approval, these cred1ts w:ll norrnaliy be appl¡cable 
t01n~cJ e; h1gh school diploma. 

Cc~.r .. -,l.lí.g cc.~:cJ.tlon-Acade,n¡c work dppl¡cable, wheil part of the reqwrements, toward a certlf¡cate, 
c,p.c,;,3, or otner form ot recogn1\10n granted by Un1vers1ty of W1scons,;:-Extens10n. 

Aud:t-lhe s,,,aent has taken th1s course for rev1ew. NO degree cred1ts have been earned. 

Scmvster Cr.::Jii-Measures value of col iege-level (Bélchelor or Master) courses. 

Ccnt1:~u.n:=; C:,:ucat1on Un1t (CEU)-Measures value of cont 1nu1ng eoucat10n courses and degree creo:t 
co~ .. :c:s L.::;ed as part of a cont1nu:ng educat10n program. 

U'/i-E:xtens:on's CEU efTOrt .s oart of a nat1onal effort to recogn1ze self-ennchment and salf
doveloprnent through a program of cont1nu1ng educat,on. Programs hav1ng a CEU value cz-.n be 
ch;:,ncter:zed as organ1zed educat10nal expenences supported by well-def:ned learn1ng ODJeC
\iVc'S, capable d1rect10n, ar.d quai1f1ed lnstruct,on. 

One CEU IS equ1valent to ten hours spenl 1n class 1nstruct10n, or ten huurs on work ass¡gn
ments outs1de of class, ora comb1nat1on of the two. 

lhose part1cipants who have rece:ved cont1nu1ng educ;:¡t¡on hours (CEH's) 1n prev10us pro
f¡rams can compute CEU's earned by s1mply d1v1ding total CEH's by ten. 

H1gh School Cred1t-Measures value of h1gh school level courses 1n Carneg¡e un1ts . 
. 50 = 'h year or 'h Carneg1e un1t .75 = 3/. year or% Carneg1e un1t 

= 1 year or 1 Carneg1e un1t 

G., -.OE OPTiONS: 

\Student Accom¡Jiishment Measured by Exarn¡nat1on 
j A Excelleilt S Sat1sfac:ory (Pass) 
1 B Good U Unsat1stactory (Fail) 

¡l, g ~~~~age p ~~~~~:~~te 
F Fa11 

----------------------------~ 

1 Studen: Accompl1shment Unexarn1ned 
1 X Attenoance requ1rernent only 
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.132 ~·!ort il L ,>k e St1 eet 
r.~~·t .. IISl~rl, V/Jsconsln 53706 

OFFJCJ;\L fRf,i'JSCRIPT 

- -----~ ------ ---- ------------ ----------- --------------- _________ Do.t8 ______________ _ 

--------------------- -----------

Remarks ------------------------------- -------------------· o o 
Tr,11lScr1pt dcflnl\lons O'! rcve1 se s1de. 
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Do not wnte here UNIVERSITY OF WISCONSIN-EXTENSION 

Applicotion for Enrollment in lndependent Study Reg. No. ____________ ___ 

PRINT INFORMATION INCOMPLETE APPLICATION WILL BE RETURNEO 
Date _______________________ ___ 

Course Fe e --------------------
Texts and Matenals ___________ _ 

Mr. 
Mrs. 
MISS lost nomo frrst name mrddle rnrtral morden nomo Serv1 ce Chargc 1.00 

Mad Address· srreet crty u ate 

Permanent Address: strect crty stote 

z.rp codo county 

county 

Part1al Payment Fee ----------

Regrstrotron Fee -----------

A .M. Les son s ------------

A.M. Matenols ---------

Total -------------------
Check 1f you w1 sh to purchase texts from lndependent Study Cost of texts not ln
cluded 1n course fee Consult Bulletm for pr~ces. Amount Rece1ved ---------

Check 1f you want or~g1nal matenals sent AIR MAIL. Student wdl be bdled sepa
rately for th1s serv1ce. 

Bol. Due ___________________ __ 

(Student) (Un,v. Ext.) 

Check 1f you want your corrected as.s1gnments returned AIR MAIL. Consult Bullet1n 
for charges and 1nclude w1th rem1ttance. 

lnstr. Approval & Date--------

COURSE· 
deportment (c.g. Englrsh) course number course trtle number of credrts 

PREREQUISITES· What courses (h1gh school, vocat1onal school, ar college) hove you completed that are d.rect preparat1on for 

the course for wh1ch you are now applymg? (Stud~nts applymg for courses 1n mathemat1cs or engmeermg must l1st ALL prev1ous 
tra1n1ng 1n mathemat1cs and sc1ence.) 

neme of course grade rec'd sem. 1n h1gh school sem. 1n college other 

1 (C.rcle last year of school completed) 
' HIGH SCHOOL 7 8 9 10 11 12 
COLLEGE 1 2 3 4 5 6 

Socrol Securrty No. 

VOCATIONAL SCHOOL Yes __ No-- Yeor of B.rth 

~1 
Occupatron 

.---------------------------------------------------------------------------------------------¡ 
C.rcle the stalement wh1ch most accurately descnbes your reason for engag1ng 1n lndependenl Study at 1h1s t1me. 
(0) Profe~'Jonal or vocallonal odvancemcnt (Noncrcd11) (6) Dcfcrrcd Un1v. of W1sconsm Crcd11 (Crcd1t lo be granlcd 

(1) T•·oclu~1·s Ccr11f1COic aftcr sludcnl has bccn occcptcd for aJn1'~~~on lo 
(2) U111v. of W,cons1n-- Ex1ens1on Cert.f1cate rcs1dcnce work by 1hc Off1cc of Adm,ss1ons.) 

(3) H1gh School cred1t (7) Cred1t at another college ----------------
(4) 
(5) 

Co llege entran ce requ1rement 
Un1v. of W1sconsm cred1t (anly far students who hove 

been adm1tted to the Un1v. af W1scons1n) 

lf yau ore meet1ng a cred1t deodl1ne, please g1ve deadl1ne date 

(name and loca;•on) 

(8) Other (Piease spec.fy) __ 

Hove you prev1ously enralled 1n a Un1vers1ty af W1sconsm carrespondence course 7 ( ) Yes ( ) No 
HIGH SCHOOL STUDENTS Please 1gnore the remo1nder of th1s s1de ond complete the reverse s1de of th1s form 

Other enrollees complete th1s s1de only. 
Are you 1n good stand1ng at the College ar Un1vers11y you last attended? ( ) Yes ( ) No 

Hove you attended any of the Un1vcrs1ty of W1scons1n System campuses? ( ) Yes ( ) No 
Hove you prev1ously enrolled 1n a Un1vers1ty af W1scons1n-Extens1on Class·~ ( ) Ycs ( ) No 

SCHOOL ATTENDED (h1gh sr:hool, vocat1anal schaol, college) 
name lacat1on fram to d1pl~ma ar degree 

19 19 
19 19 
19 19 

In s1gn.ng th1s appl1cal1on 1 agree to ab1de by the rules ond regulat1ons af lndependent Study as set down 1n the current bulletm. 

date s•gnoture 

ATTACH YOUR CHECK OR MONEY ORDER ANO MAIL TO: Unrversity ot Wisconsrn-Extensron, 227 Extension Bulldmg, 
432 North Lake Street, Madrson, Wisconsrn 53706. (Make checks payable lo Univers•ty of Wisconsln-Extension.) 



FOR HIGH SCHOOL ENROLLEES ONLY 

Nome ond oddress of H1gh School m wh1ch cred1t 15 to be eorned. 

To the H1gh School Pr1nc1pol 

l. ls the 5tudcnt's correspondence work to be superv1sed by the prmc1pol or 
by o member of the schooi foculty? 

2. Wdl th1s course be o port of the 16 un1ts requ~red for groduat1on? 

3. Do you w1sh to hove textbooks suppl1ed by UW-Extenston? 

4. T o whom should motenoi be sent? 

5. lf the student 15 mect1ng o cred1t deodlme, pleose g1ve deodl,ne dote. 

6. The followmg •nformot•on would be helpful 1n obtaín1ng deportmental approval. 

Pleose g1ve oll doto ovodoble. 

IQ ___ Percent1le Closs ron k ___ Grade Average __ _ 

7. Spec1ol remorks· 

Approved for bi 1 ltng by Board of Educot1on Approved for cred 1! 

School 

Y es 

Y es 

Y es 

H• gh School Pronc1pal 

S,gnoture 
Pun., Supl., or Du. 

Dote 

Mod !o 

UNIVERSITY OF WISCONSIN-EXTENSION 
227 Extens1on Budd1ng 
432 No;th Loke Street 

Mad1 son, W 1scansm 53706 

No 

No 

No 

o 

o 

o 
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THE UNIVERSITY OF WISCOi\íSlN 
UNIVERSITY EXTENSION D!V:SIO~ 

CORRESPONDENCE R~TRUCTIOX PROGRAM 

DIRECTIONS FOR FINAL EXAMINATIONS 

' 1 .'\ 

¡\A •1¡ _,.·:.J ', ...,,l 

1" ,1 ,-, 

! ' 1 "':{ 
l' ., 1 

l. A final examination in a course is required whenever a student wishes the University Extension 
Division to issue a certificate of completion or an official transcript. This applies to university 
courses, vocational-technical courses, and high school courses. Students who are not sure whether 
they will re¡;uest the University Extension Division to issue a statement regarding their work at 
sorne future date are urged to take the final examination. 

2. The exa~ination m~y be ta~en under the following regulations: 
'p 1 )~ 

-~.: ' ; .. - ) "' 

(a) · A :stud~n't ·~ay t~ke the examination at the central office of the University .Ex~ension Division 
ai: !lt.{di~~n, ~t 'MÚwa~kee, or atan Extension Center. 

(b) 
- ~ ' J 

A student working for high school credit may take the examination under the .supervis'ion of the 
prin~i~l ,o(the high school where he hopes to apply the credit, or of sorne person specially des
ignated·- for that purpose by the principal. The pnncipal's designation, múst_.be; in writing. 

" ' ' t. 1' ~ ' 

(e) A. ~t;¡dent working for teacher certilicate credit may ta!<e thP examination under the supervision 
of the city or county superintendent, or of sorne person specially designated by the city or 
col!nty superintendent for that purpose. The superintendent's designation must be in writing. 

(d) A student working for state college credit, or credit at any college or university other than 
The University of Wisconsin, should take the examination under the supervis10n of the registrar 
of the instituti3n where he hopes to apply the credit. lf it is not possible for him todo so, he 
may take the examination under the conditions set forth for students working for University of 
Wisconsin credit. SEE 2(e). 

(e) A student working for University of Wisconsin credit may take the eKarntnatwn under the super
vision of a city superintendent, a county superintendent, a senior high school principal, a vo
cationa1 school director, or the registrar of a recognized college or univers1ty. 

(f) A student in vocational-technical courses who desires a University Extension certificate, and 
who cannot take the examinatio!l at one of the offices listed in 2(a) above, may take it under the 
supervision of sorne responsible person who will agree to conduct it accmding to the regula
tions of the University Extension Division. He should submit a list of two or more names-pref
erably as suggested in {b), (e), or (e). The Extension Division reserves the right to reject the 
name of any person suggested and to requile another selection, or to make its own selection. 

(g) A student in the armed forces of the United States may take the final examination under his su
penar commissioned ofhcer, his lníormation and Education Officer, or his personnel officer. 
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DíRECTIONS fOR FINAL EXAMINATIONS 

3. The University makes no prov¡sion for payment for the services of an exam1ner. 

4. The fi:1al examination should be requesred after the return of the last corrected assignment, and 
before the expHation date of the course. It should be taken w1thin 30 days thereafter. 

S. The student wdl be notiÍ!ed when the examination has been sent to his proctor or is ready at the 
Correspondence lnstruct10n office. He should not appear to write h1s exam~nation until he has re
ceived th1s notlflcation. The examinat10n questions, and also the paper upon which the examination 

-_ 1'- .. 

1s written, will be supplied by the Extension D1vision through the superv1sor of the ~exammahon. 
T j ~ > -

,., 
:'!:.'· l. t 1 

- ¡ y- :; { ~... • ' 

A student who is taking a course for college, universlty, or teacher Ct:rtiflcaté c~cdit, may re-
quest the Extens10n Oivis10n to issue a transcript at any t1me after thc course 1s compl<7t.e~d ... T\an
scupts for h1gh school cred1ts are automatlcally sent to the prwc1pul of the h1gh schóq_l. w_cre thc 

, cred1t 1s to be ápphed, and students seek1ng such credit nceú not rcqucst a transcnpf. · 

A certlf1cate of complet10n will be 1ssued, upon rcquest, for courses not involving cfe_dlt: Certif
_lcates oí comp!et¡on are NOT issued for courses tal<en for high school or college cred1t. 

Students who wish to have a tn1nscript sent, or a certificate of completion issued at the successful 
complet1on of the final examination, should fill in page 4. '"· 

o 

1' 

:> \' • ... 

... 

o 

o 

o 
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REQUEST FOR FINAL EXArJINATION 

1 
P!ease return to the Umverslty Extension DIViswn as soon as the last assígnment has been sub-

'! mitted. 
1 

1 

·¡ Na~e of Student ---------------------- Date -----------

: Streetand_~um~~ -----------------------------------~

City --~----------------------------------State --------------------------

Course in w hichexamina tion is desired -------------------------:---------
_.. ~ -J ll.~- t: ' 

Purpose for which course was taken ----:-----------------------------:---._~-.,_, 
(UnJversil).• credft, teacher cerhf1cate crea,¡~,~. high &chool ~redit.i no ... c'red1t)' 

' Have you s·ubriütted all of the assignments? OYes QNo--

Suggested namés of supervisor of f1nal examinatwn: 

Name -----------------------------------------------------------------------------

Street and Number -------------------------------------------
' ' > 

I!1 

City ___________ ·__,_·.__.:.._··----------------------------Sta te -----------------------
-,_ 1 ' 

Title or Ronk ------------------------------------- ___ _ 

Name -------------------------------------------------

Street and N umber -----------------------------

Cíty -------------------------------------------
State __ _ 

Tit-le"or 'RariF_---------------------------------------------

NOTE: This form IS to be detached and mailed directly to The Umvers1ty_ of_ Wisconsin, Extension 
Division, Correspondence Instruction Program, 432 North Lake Street, Madison 6, Wisconsin, 
so that it may rece1ve prompt attention. It is not to be included wíth an ass1gnment. 



,1 

(To be detached and ma1led to The Umvcrs¡ty o{ Wisconsin, 
Extenswn Division, Correspondence /nstruct10n Program, 

432 North Lake Street, Madi.son 6, IV1sconsm 

REQUEST FOR TRANSCRlPT OF CREDlTS l 

-4-

1 College credits earned will be transferred e1ther to the Ofhce of Reg1stration and Records-of The 
'LU11ivers1ty of· \V¡scónSin or to other educatwnal InstltutiOns, upon complet10n of the follow¡ng form. 
: Transcnpts of h1gh school credits are automat¡cally sent to the pnncipal of the h1gh school where the 
; credlt 1s to be applied. Students earning such credit nced not fill in this form. 1 

IName -·------------------------------------------------------------- Date ----------------
1 

ÍAddress ------------------------------------------------------------------------------
1 

1 Corres pondence Course ------------------------------
1 

1 Date5 of enrollment and completwn of course ------------------------------------
! 

! TranscnpL tó bé' sent to 
1 

1 

Address ---~~---------------------------------------~--------

· $1 00 wdl be charged for al! additional transcnpts. 

1
In ordc>r to have cred¡ts earned dunng a summer or vacatwn penod transferred to lhe Offíce of Rcg-

1 IStratwn <Jnd Reé:ords of The Un1vers1ty of \V¡scon5u1 1n time for reg¡stratíon, the student must complete 
j h1s work

1
IncludJng the examJnation, at least two weeks preced1ng the opening of a semester. In maklng 

¡ out semester programs, students whose credits have not been transferred may ask theu 'advisors to 
telephone the Recorder of the Extension DlVlSÍon to venfy course complet10ns. 

REQUEST FOR CERTIFICA TE OF COMPLETION 
-, ''' 

Certificates of completion are íssued upon request for successfully completed courses not carrying 
h:,;h school or university credit. Persons desiring such a certiflcate should complete and .re~urn ·: 

thc following form: 

Name ----------------------- Date--------------

Address --------'-----------

Correspondcnce ~ourse -------------

Dates of cnrollment and completion of course 

CertiÍlcate to be sent to --------------------------------------

Address ---------------------------------------------------------------------------

$1.00 wlll be chargeá for al! addit10nal certihcates. 

---~ -- _ __... ... ~--~--- ------

'"' .. ·-:... 

o 

o 

o 
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FROM 

TO 

V 

UNIVERSITY EXTENSION 

THE UNiVERSITY OF WISCONSIN 
INQEPENDENT 5TJ DY 

432 NDRTH LAr<E STREET 

MADISON WISCONSIN 53706 

RETURN PO!»TAGE GUARANTEED 

Mr. John A. Doe 
123 South Fírst Street 
Madíson, WI 53702 

UNIVERSITY EXTENSION 

THE UNIVERSITY OF WISCONSIN 
INDEPENDENT SluDY 

432 NDRTH LAKE STREET 

MADISON WISCONSIN 53706 

.u.LOu..;.;.E+• ____.¡_.I~oJ.J.hJ.J.n___,j;¡A..._. ______ ----,-....~.:8u2...:3u7_:;9L____:3u5 0~=---1I,J0':!:-.2'Ó-::-::-3.)JC._.:rr::....._. _lLl~/.;¡_3¡..../ ~72 : 
LAST NA,.H REGISTRATION DEPARTMENT COURSE DATE 1 

FROM 

TO 

CHARGES 

AMT 
REC'D 

NUMBER NUMBf:.R NUMBER 

BOOK S ANO OTHER 
MATERIALS FElS 

17.00 "il ')0 

17.00 51.50 

STUDENT RECEIPT 

l'U'Jlf.::::."Y{ 

TOTAL 

flR "iO 

68.50 --
BALAf'.ICE OR 

REFU•D DUE (CR) 

UNIVERSITY OF WISCONSIN. EXTENSION 
INIIII'I NIJ.LNI t_,IUOY 

432 NOilTH LAKE STI<HT 

MADISON WISCO~ISIN 53706 

RETURN POSTAGE GUARANTEEO 

1 

1 
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CU F\ RSr·~T 
ADuRESS 

REG. NO. 

DE P-;-. 

82379 
350 COURSE 102 

DAF ll-3-72 
-=.;~1 --);-, r-¡; 1-SS--,. 1

1 ! l) !i<cr'd 
' ; 

' 1 
1 

1 1 i 1 

1 1 i 

¡ 

1 

11 1 

12 ¡ --¡;¡¡ 
--¡---¡-- f---

1 J i 13 

1 
14 .¡ 1 

! 5 15 1 

6 
1 

16 

7 l 7 

! 8 18 

1 
9 119 

j lO í 20 

DOE JOllN A 
123 SOUTH FIRST ST 
MADISON, WI 53702 

1 

¡ l 
1 

: 21 

22 

1 23 

24 

25 

26 

27 

1 
28 

1 29 

30 

1 

31 
1 

32 

33 

34 

35 

36 

37 

38 

39 

40 

DOE, JOH1'1 /,. 
123 SOUTd FIRST STREET 
MADISON, HI 53705 

COMMENTS 

-:¡ 1:'R_ 

Purpose UNTV WT r.R 

Year of Borth 1951 

Occupot10n STUDENT 
Prep, 
School 

College 

Course 
F1nol Av. Grade 

V_____..........._.... ___ _ 

'oRM uw uzrzn 

SOC SEC NO 123-45-6789 

UNIV WIS CREDIT 

PERMANENT ADDRESS 

Lno 1 '"" 
1
1 1 ~:ss il 1 

SENT ;;reo GoAD<iRrrolt 14 28 10-15-72 Permit on file. 
1 

1 1 ! -~~~~-j-~-r--1---~~r-2-91---r--4---T~1~1~-~3~-~7J2~L~e~s~s~o~n~s~6~a~n~d~9~-a-r_e __ o_p_t_i_o_n_a_l __ . ____________ _ 

2 ¡! 16 1 ,1 30 

1 1 

¡[ --t----t--+---lt-------t-+--+----tt------------
3 ' !i j -, 31 

_4 __ l_j~'=1r~-e --t--t----+---H-----32--+---+---+-tt------------------

*+
i i 1 :

1¡ l9 i 1 33 -_- -¡- (,~-¡-- ----- r--;:;-
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CODE OF ETHICS FOR THE CEC 

&:VROPEAN COUNCIL FOR EDUCATION BY CORRESPONDENCE) 

As epprcved by the general meeting in Barcelona, June 1967. 

1. The school's advertlsing must be truthful, lnformative and in ~ccord
ance with the dignlty of educatlon. 

2. The school shall not, ln lts publlcity material or durlng personal con
~;ultr.tions, hold out to prospective students promises of prtze~ or 
iinancial rewards of any kind, or of individual success, or any other 
lntproper inducements. :, 

3. The scho~l sball not employ representatlves, bowever deslgnated. 
Gn a commlssion basls. 

1 

. 
4. The sch;Jol shall fully inform students before tbey enrol for any 

course of: 
a. tbe exact amount of the fee. 
b. tbe exact terms of payment. 
c. the services included ln the fee, , 
d. the possib!llties of terminatlng a course or transferring to ~other. 

1 

5. The school shall allow students to suspend the stuqy of their co~rses 
for a reasr.nable length of time and subsequently to continue on ~he 
original terma. 

6. The school shall allow students to terminate their courses befor~ 
completion in the case of illness, unemployment, or for any oth~r 
adequate reason. 

":. The school shall exercise thc utmost care not to endanger public1 

goodwill by legal proceedings for the collection of fees. · 

3. If a school offers a gu~:~.rantee of further tuition until success ls 
gaineu at an examination, tbe guarantee conditions must: 
a. be clearly stated in their promotional literature; 
b. be fully and honestly implemented. 

) . Tbe schoo! shallinform !ts students, before they enrol, of: 
a. the: scopc :md extent of the course; 
b. any ret:;.tAlrements of previous knowledge; , 

1 

c. the prc.sp.,cts of undergoing officlal or other examinations, ob~-
ing ~ertüi cates, diplomas, etc.; 

d. the name and quallflcations of course writers wbere practicable; 
(;. tte .1ame and qua11f1cations of tutora where practicable. 239 

o 
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a number o ttion of the course. 
tests based on tbe expos 

1 hall supervise lts students' progresa and a hall en-
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or imply that any suc d d by a recognised exam 
a degree or to a certiflcate a:n,~~s \ased on indisputable docu-
body unless any such statem 240 

merted [acts. 



WHERE TO GET HELP IN MARKETING RESEARCH 

Whether you are gathering factual data or simply seeking ideas for new 
programs, there are many sources you can use. Usted below are sorne of the 
organizations, publications, and media you can use as a research basis. 

e U.S. Department of Commerce - Census Reports 

Census of Population 
Census of Retail Establishments 
Census of Wholesale Establishments 
Census of lndustry 

o County Business Patterns 

Number of industries 
Kind of mdustries by SIC (Standard Industrial Classification) and 

number of employees 
Size, of payroil 

e Bu re a u of Labor Statistics 

Employment 
Average weekly earnings 
Type of business 

o County and City Data Book (issued every five years) 

Population, taxes, forms, business establishments 

• Chamber of Commerce- local and state 

Names of members 
Types of industries 

a Manufacturers Associations 

Names of members 

o State Economic or Commerce Departments 

Various reports on industrial development, new laws, and general pro
file data 

e Sales Management Magazines Survey of Buying Power 

Population, income, spending power, retail sales, sales by majar category
by county and majar metropolitan area. This manual is issued annually 
and generally provides special segments on growth areas, race, and age of 
local population. 
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THE ROLE OF ADVERTISING ANO PROMOTION IN MARKETING 

As consumers we are all aware of the intensive use of advertising in the 
marketing of today's products. Practically all organizations engaged in the mass 
distribution of products use sorne form of advertising, and in the course of a 
single day we may be exposed to hundreds of rnessages. 

With newspapers, TV, radio, magazines, direct mail, and billboards all com· 
peting for attention, it is necessary for the administrator to carefully plan the pro4 
motional approach best suited to his organization product and clientele. 

Before designing a brochure, writing any copy, or choosing the media, the 
administrator should have a thoro_ugh unJerstanding of the objectives and pur· 
poses of advertising. í, 

The general objectives of advertising include the following: 

o Produce direct and immediate action, such as registering for a course or 
sending for a brochure. 

o Create awareness on the part of the reader or listener regarding your orga
nization, its objectives or philosophy, and the educational product. 

o Create or change the concept of your institution or program. 

In addition to these general objectives, the reader should consider sorne of the 
specific purposes of advertising: 

~ lncrease the use of the service by increasing the units of purchase (take 
two courses) or increase the length of the buying season (attend summer 
school). 

o Attract a new age group to your service. 

0 Make known the organization and what it stands for. 

0 Dispel wrong impressions. 

e Help render a public service or support a public cause. 

o Reach a person who influences the user or purchaser. 

® lncrease the strength of the entire field of education. 

o Acquaint the public with all the serv1ces provided by your organization. 

o Secure acceptance for subordinate programs or services. 

o Counteract the use of programs or courses that may be viewed as substitutes. 
35 



THE ADVERTISING ANO PROMOTION BUDGET 

In conversations with advertising and marketing managers, you will be 
exposed to numerous philosophies regarding the methods of budgeting for the 
promotional program. Some organ1zations simply take a flat percentage of their 
total departmental budget while others add a percentage to whatever they spent 
last year. Still others might attempt to copy what other institutions spend. 

The ideal method of determining the budget size is to relate it to the promo
tional task or actual marketing objectives you wish to achieve. By following this 
ni'ethod, all activities will be tied directly to actual costs and the administrator 
will be in a position to perform a cost analysis on all programs. 

A second advantage to following the task method is that it forces the admin
istrator to plan the marketing program in more detail and for a longer period of 
time. The benef1ts to this planning effort are that all programs are placed in 
proper perspective and by planning far in advance, the administrator avoids man
aging the department by crisis. 

Obviously, this approach is more efficient since the administrator knows pre
cisely what the objectives of the organization are, and then allocates only those 
dollars and human resources that are needed to meet those objectives. 

In arder to follow the method proposed above, you should do the following: 

1. Determine the cost, step-by-step, of attaining a fully operational adver-
tising performance, and on this basis make budget recommendations; you must 
know what you want your advertismg program to do. 

:> 2. Consider the return you can expect on your advertising expenditures. 
In other words, you can develop a revenue/expenditure ratio that can be used as 
a measure of performance eff1ciency. 

;- 3. Consider how much pioneering effort you must do in your advertising. 
How well does the consumer know the ~nstitution and its programs? How well 
established is the organizat1on in the minds of the potential user? 

4. Consider the cost of the media you must use to reach your customers. 
Whether it be radio, newspaper, brochures, or direct mail, determine in advance 
what you will need in arder to fulfill the objectives as originally stated. 

37 

o 

o 

o 



o 

o 

o 

WHAT AFFECTS THE READERSHIP OF AN ADVERTISEMENT 

' ··Asan advertiser.1 you·have no·doubt been amazed at the "puliing power'" Qf 
sorne ads while some.of your real masterpieces r.ever created a stir: · ·

1
- , •. 

._! 1 ~ i . • 
~ ~. . ' - ~ , ~ -

The readership of an advertisement is affected by many factors. The sarn~ 
ad in a different publication, or used ata different· time, rna"y not'be as effectlve 
as its initial run. Outlined below are sorne of the factors that affect readership:. 
'' ·~ . 

,. ,, -¡1, .. ,' 

-o type of product or service·being offered . ,. 

e amount of space in the ad 

o amount of white' space used in the ad · 
- ' ( ~ 1 ' J 

o use of color and the•.kinds of colors used 

o copy used in the ad 

o general layout of the ad'. 

o illustrations used 

o :headline-words, length, and type·face 

Q believability of the ad 

o. competitiva ads'.in the·same.medium· · · 

0 actual media or·publication chosen ,1 

" understanding of the message ·' 
' \. . '' '· -, 

o reader's interest in the·message · --- · · 

o location of the advertisement in the publication-

.e· ease in which the.reader can respond to'the ad. ,. '" 
\,, r 1 :· ' , ' 

There has been much study qn the readership of advertisements. Howev~r, 
dueto the' large number.of variables 'Ít- is difficult to determine'the "exact reasons 
for high readership on any one ad. 
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THE ESSENTIAL ELEMENTS OF PROMOTJONAL PIECES 
AND ADVERTISEMENTS 

What should promotional literature do for your organization? lf you could 
write the ideal ad or develop the most effective brochure, what results or objectives 
would you hope to achieve? 

All successful promotional literature attempts todo five things: 

The first job of all promotional literature 1s to get the reader's attention. 
Since the average person is constantly bombarded with advertisements, the writer 
finds himself in a highly competitive situation whenever he publishes an ad or mails 
a brochure. 

The most frequently used methods of getting attention are throu!:J:l the use of 
a "catchy" headline oran interesting illustration including art work and photogra
phy. Studies have shown that readership goes up with the use of color and the 
liberal use of white space. 

The second majar concern of effective promotional literature is to create 
interest in the subject. Having caught the reader's attention, the ad must now 
create enough interest in the reader's mind to encourage him to read the entire 
message. 

The)third objective is to' arouse desire in the mind of the reader. As he 
reads the message, he should feel the service or product will fill some need or lead 
to sorne sat1sfaction. 

The fourth ob¡ective of effective prornotional l1terature is to create con
viction in the rnind of the reader that the advertisernent will indeed perforrn the 
service or deliver the satisfaction prornised in the rnessage. 

The final ob¡ective of the ad should be to spur action on the part of the 
reader. After reading the ad, the reader should be encouraged to take sorne expl1c1t 
action which might be to enroll in a course, fill out a coupon, or call for additional 
information. In other words, this is the step that actually moves the reader todo 
what you want hirn todo. 

In arder to achieve these objectives, the promotional writer has six majar 
elements with which to work. They are: 

The headline - This is the idea or main thought of interest to the 
reader. 

Amplification of headline - The verbal vehicle that carries the reader's 
interest frorn the main thought (the headlme) to the prograrn you're promoting. 
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Explanation oi ber.efits otfered or claims made- Through the use of 
the copy, the writer expl.;ins why the reader should be interested in the offering 
being made. 

Proof of any claims - The evidence or support of any claim or benefit 
offered. 

Additional advantages from the program - Having shown the main ad
vantages of the program being offercd, the writer now offers additional advantages 
in support of the program. This appears to be a bonus in the eyes of the reader. 

The closing- This is probably the most important element of the six, 
because it is here the reader ís offered a suggestion as to how he can obtain the 
suggested satisfactlon by taking some specific action. 
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11 ENSEÑANZA POR CORRESPONDcNCIA 11 

OBJETIVOS 

la. y 2a. Sesión 

l. Modificar la conducta de profesionistas adultos aplicando una teoría que permita 
aumentar el conocimiento y modificar 1 a conducta. 

2. Cómo afectan las experiencias previas positiva y negativamente a próposito de la 
educación. 

3. Conocer diferentes teorías acerca de los variables qu·e afectan el aprendizaje en 
general y el aprendizaje de los adultos en particula~·· 

4. Diferenciar los elementos que intervienen en la educación para adultos y en la 
de no adultos. 

5. Distinguir la necesidad de hacer que la gente aplique lo aprendido como un so 
tisfactor de sus demandas reales. 

6. Hacer entender que los cursos por correspondencia se dirigen a los adultos y co-
nocer los problemas de diseño de los mismos. 

7. La retroalimentación como medio de autoevaluación. 

8. Conocer la forma de motivar y convencer a los adultos, trabajando en cambiar
su forma de conducta por n:edio de los cursos por correspondencia. 

9. Anal izar las distintas actitudes entre quienes estudian cursos por correspondencia 
buscando grado académico y quienes no lo buscan. 

10. Sensibilizarnos sobre las condiciones del aprendizaje. 

11. lntro ducción a los cursos por correspondencia y establecer un aviso o llamado de 
atención, sobre el deseo de estudiar y estudiar efectivamente. 

12. Señalar la importancia de la motivación. definir objetivos y métodos de ense -
ñanza. 

13. Deshacer la actitud del adulto ante estos cursos: Resistencia. Encontrar lama 
nera de motivar. 

14. Establecer metodología sobre la función del aprendizaje en los cursos por co
rrespondencia. 

15. Conocer los problemas del aprendizaje en los adultos y como solucionarlos. 



2. 

16. Provocar la discusión sobre los conceptos presentados y otros no tratados con re~ 
ción a los mismos. Ü 

17. 1 mportancia de la motivación cuando lo que se en.;eña se puede poner en prácti .. 
ca. 

18. Analizar les mecánicas utilizadas en cursos por correspondencia para adultos y
jóvenes y obtener los mejores resultados. 

19. Establecer que actualmente no puede ser satisfecha la necesidad de aprender -
normalmente y que los cursos por correspondencia pueden ser la solución. 

20. Objetivos para la primera parte del curso: 

20.1 Estcbl ecer la diferencia entre la forma de aprendizaje del adulto y la -
del niño. 

20.2 Determinar los posibles cambios conductuales en el adulto según sus dif~ 
rentes campos de acti'-'<1idad. 

20.3 Estcbl ecer los cambios conductuales deseables en el adulto. 

20.4 Plantear las conquistas hacia las cuales tienden los programas en este 
campo. 

20.5 Describir las condiciones básicas para el aprendizaje. 

21. Objetivos finales: 

21.1 Visión panorámica del curso. 

21.2 Esbozo de una teoría de la enseñ onza para adu 1 tos. 

21.3 Problemática de la enseñanza para adultos. 

21. 4 La enseñanza del adulto como una necesidad 

21.5 Vías de acción para satisfacer esa necesidad. 

21.6 Requerimientos específicos para los maestros por corresponC.:encia. 

21.7 Requerimientos para los adiestrados por correspondencia. 

21.8 Tesis de Miller 

21.9 Tesis de Getsel 

21 .lO Integración en grupos de los asistentes. 
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