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ABSTRACT 

1 examine trends in universities and continuhg education in Canada from 

the standpoint of a nonrnainstream student, and consider how shidents are defined 

in this context. 1 draw from standpoint, postmodern, and critical theories tu 

understand the social construction of knowledge and identity. 1 develop a praxis 

mode1 to expose hidden assumptions and dichotomies evident in literahire relating 

to educational policy and pedagogical theory and practice. 

Many universities state a cornmitment to provide lifelong leaming and 

community outreach. The efforts of adult educators and continuhg education 

departments can be hampered by institutional assumptions that continuhg education 

is inherently "second bat" to mainstream programmes. Continuhg education 

departments are now asked to become more efficient and profitable by designing 

programmes to make university education more relevant to labour market 

demands. 1 argue that this "corporate agenda" will have a negative effect on the 

quality of education nonmainstream students receive, and on the university's role 

in sustainable cornmunity development. 

Critical and ferninist pedagogies propose an education that is empowering 

at both the individual and collective levels. While 1 challenge some assumptions 

in these models, they offer the best hope to develop the critical ability of people 

to engage in social transformation at the local and global levels. 
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CHAPTER ONE: THE INIESSENTIAL STUDENTT 

Theones and goals of education don? matter a whit if you don? 
consider your students to be human beings. 

- Lou AM Walker 

In 1983,I began my university education by enrolling in an evening course. 

The experiences 1 shared with my cIassmaîes over the next severai years planted 

the seeds for this research. Our progress through an off-campus, part-tirne degree 

programme was shaped by both the satisfaction of excelling in university snidies 

and by the fnistration of being peripheral, or "inessential" to the university as we 

faced administrative barriers and negative attitudes about our cornmitment and 

ability as students. The impact of these attitudes crystallized when 1 W l y  earned 

my first degree, only to hear people Say, "but that's not a real degree, is it? " 

In this thesis, I reflect on academic programmes designed for 

nonmainstream students-those people who by choice or necessity do not attend 

full-the programmes on campus. My experiences as a nonmainstream snident 

provide a starting point from which I study the role and expectations of addt and 

continuhg education in the university, and what effects these have on the students 

who attend such programmes. Continuhg education programmes such as the one 

1 atîended grew from a vision of extending the university's knowledge to the 

community and a desire to promote "lifelong learning." 1 analyse these concepts 

and consider why, at the administrative Ievel, these programmes are rare1y Iinked 



2 

to the central activities of the academy, and why they are seen as a "second ba tw 

to on-campus offerings . 

This perceived inadequacy has facilitated a troubling trend in contiming 

education. As financial constraints in postsecondary education have risen, 

corporatist interests have become increasingly evident-what Newson and 

Buchbinder (1 988) cal1 the "new agenda". Within this corporate agenda, continuing 

education has been identified as an ideal site for profit generation. The "Smith 

Report" (S.L. Smith 1991), commissioned by the Association of Universities and 

Colleges in Canada, presents its recomrnendations for the future role of Canadian 

universities. Eager to see what role continuing education might have to play, 1 was 

dismayed to fmd that The Report promotes the idea of tramforming continuing 

education into " industry " programmes whereby corporate sponsors can purchase 

courses designed to suit their needs. This emphasis is counter to both the historical 

vision of lifelong learning and to the potential that 1 see for continuing education 

to participate in community development. Realizing that The Smith Report's 

recommendation reflected a growing "market approachn to continuing education, 

I decided to examine more thoroughly what I believe the future vision of 

continuing education should be. 
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l'El% CuIRRlENT CLIMATE AND FUTURE VISION 

My research focuses on the representation of students who are in the realm 

of contiming education programmes. This focus ranges fiom the effects existing 

policies have on students, to the potential roles students can have in designing and 

participating in programmes that reflect their own priorities. Within this student 

context, I examine the evolution of the field of adult education as a discipline and 

continuing education as a primary site of adult education. 1 argue that institutional 

attitudes about the role and status of adult and continuing education has had a 

direct impact upon the quality of education and services nonrnainstream students 

receive. These attitudes create dichotomies between rnainstrearn and 

nonrnainstream students and programmes, whereby nonmahstream programmes 

are seen as a second best to the ideal of on-campus programmes. Nonmainstream 

programmes that are viewed as inefficient, rnay be redesigned to become more 

profitable. This can lead to programmes being redesigned to reflect the interests 

of corporate clients at the expense of the needs of students. Critical and feminist 

theorists and educators have developed pedagogies that challenge dominant forms 

of knowledge construction and disseroination. They promote approaches to learning 

that respect and integrate students' interests and needs. However, these fields dso  

contain their own assumptions that can limit their potential to prornote sîudent- 

centred learning and social change. 
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hpired by the legacy of the historical involvernent of university extension 

workers in community development, such as the Antigonish Movementl, many 

adult educators are now calling for a revival of that spirit (Welton 1987, Lovett 

et al. 1983, Cruikshank 1991, l994a). These historical attempts at engaging in 

social change achieved varying degrees of success, and in retrospect may have had 

limited ernancipatory potentiai. Rather than deerning the vision of community 

development as irrelevant, much cm be learned from the models developed by 

critical and feminist pedagogical theorists that attempt to empower students to think 

critically about their identities, locations, and role in effecting social change. 

Supporting community development initiatives can assist these empowered students 

to utilize their education effectively . As Freire (1 989) asserts, emancipatory 

education is onfy effective if people actively engage in social transformation. 

ONE STUDENT'S STANDPOINT 

I was an extension student for several years and eamed my first 

undergraduate degree through extension and correspondence courses. My interest 

in this topic fi ows from a very personal understanding of continuing education. As 

1 began to conduct rny research, I b e w  that 1 did not want to separate my 

'As 1 will explain in Chapter 3, this movement, started by the Extension Department 
of St. Francis Xavier University in the 1 WOs, promoted education to support community 
development in economically depressed rural areas. 
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my academic work. 1 have adapted ideas from Dorothy 

Saxka Harding (1991) to develop an understanding of 

how 1 can use my "student standpoint" to examine the broader context of 

nonmainStream students and programmes, and to consider how students are defined 

within the educational models designed for them. To research from this standpoint, 

1 developed a theoretical h e w o r k  that draws from feminist standpoint theory, 

as well as critical and postmodem theories examining the social construction of 

experience and identity. The concept of praxis enables me to reflect upon and 

contextualize this experience and the construction of student identities. 

Feminist Standpoint Theory 

Feminist theorim cnticize mainstream social science practices of creating 

value-free or objective research. Al1 howledge is constructed in a social context 

which invariably has an effect on the information that is presented. Claims of 

objectivity merely hide the biases and hidden influences of the information. An 

open acknowledgement and examination of a researcher's standpoint helps to 

prevent hidden biases. More importantly, researching from the standpoint of an 

"outsider" or marginalized position, enables the researcher to see and analyse 

things that those who are in positions of power and privilege are often blinded 

fkom seeing (Smith 1987, Kirby and M c K e ~ a  1989). A person who discovers a 
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disjuncture between her or his everyday life and official knowiedge, cm use this 

gap as a "point of entryn into analysing formal knowledge construction that 

organises information in certain ways that include or exclude various perspectives. 

Text is a primary source of lcnowledge construction, organisation and sharing 

among the institutions that rde our society. Textual analysis from the standpoint 

of a person outside these institutions, can help to identify gaps, assumptions, and 

hidden biases within these official documents. They can also help one develop a 

better understanding of how the institutions operate (Smith 1990b). However, in 

order to research from a standpoint, one must have a reflexive awareness of what 

that standpoint is. As we study how lcnowledge is constnicted, we also leam about 

how Our identities are constructed. 

Social Constmction of Identity: the essentialkt vs. constructionist dichotomy 

As a nonmainStream student, 1 was angered by the stereotypes I confronted 

regarding continuing education. As 1 sought support in the literature of adult 

education and feminist pedagogy , 1 confronted yet more stereotypes . Some of these 

stereotypes were negative, others positive, but all arose from essentialized 

constmctions of "the student". It was at this point that 1 became interested in how 

such vastly different representaîions are created to describe the same institutions, 

the same people, the same society . 



7 

Contemporary theoretical debates surmunding essentialism and 

constructionism provide valuable insights into my objectives of understanding the 

defdtion and location of nonmainstrearn students in the university. Essentialism 

refers to the theoretical belief in the existence of an objective reality that can be 

discovered and recognized as irrefutably m e .  Constmctionism argues against such 

tnith daims, comtering that al1 reality is shaped by social relations so that any 

redity we see is framed by our perspective. 1 recognize how categones are 

socially constnicted, but 1 can see how they are "essentialized" in ways that 

promote or dismiss a particular standpoint-once they are constmcted they are 

acted upon as if they are fied and unchangeable. This interest has led me to 

examine the conscious and unconscious construction of dichotomies. It is too easy 

simply to dismiss these constructs as biased. 1 believe there is much to leam from 

an examination of essential identities and the dichotomies tbey create, both in 

"negative" (stereotyped) and "positive" (uniQing) ways . This exploration is, to 

me, a necessary step in the process of praxis-a reflexive loop of action and 

reflection that develops a deeper critical analysis (Freire 1989, Hope and Timmel 

1984). This praxis mode1 can help me to examine the dichotomies with a view to 

moving beyond them. 



The analysis I have developed of continuing education and nonmainstream 

students is ~rrprised of three major sections: student as "other", student as 

"human resource", and student as "resourceful human". 1 will describe the 

meaning of education in relation to the student in each of these sections. As I wiil 

show, the ways students are defïned in each of these approaches to continuing 

education, has a major impact on how programmhg is designed. 

Student as ItOthertt : This includes anyone who does not fit in the group 

that most universities identiw as their main clientele, Le., those who are not 

young, full-time, on-campus students. These "other" students begin from the 

position of being identifid as who they are not rather than who they are (Barton 

1992), and how their needs differ from the mainstream. Even as "other", there is 

a recognition of a need to provide students with some level of service. During this 

century, continuing education programmes have enabled the university to reach out 

to the community and share its wealth of knowledge. This commiûnent is driven, 

in part, by the belief in "lifelong learning" to give people the oppominity to grow 

intellectually and personally throughout their lives through access to education. 

However, 1 argue that this "othemess" limits the potential for such programmes. 

The focus on differences between mainstream and nonmainstream reinforces 
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stereotypes and dichotomies between continuhg education and the ideal of on- 

campus education, or between highly motivated adults and disaffected youth. 

Such polarization loses sight of common or complementary aspects. The dismissal 

of adult and continuhg education as academically legitimate limits both the 

potentiai of these programmes and perpeniates the stereotypes restricting their 

students. 

Student as Human Resource: The "downsizingn of Canada's industrial 

sector and growth in the high technology and service sectors has led to an ever 

increasing demand for retraining. Education is promoted as the key to the 

country's future global competitiveness (S .L Smith 1991, Camevale 1992, NSCHE 

1994). This opinion is promoted not only by the corporate sector, but is supported 

by govemment, and increasingly by university administrations. Much rhetoric 

blames unernployment on the unemployed who lack marketable slglls to get jobs 

in the field of new technologies (Hart 1992, Menzies 1995, Noble 1995). Such a 

diagnosis rnasks the underlying economic problems that make so many people 

surplus to the econorny's needs. People are seen as "human resources" who hinder 

Canada's global competitiveness if they Iack the necessary skilis. Emphasis is on 

the quick and efficient transfer of knowledge to get these underutilized human 

resources back into the workforce. To challenge the ideal of lifelong learning as 
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articulatecl in adult education literature, education is no longer a foundation fkom 

which to grow, but a disposable product that requires replacement as prior 

information becurnes obsolete. 1 cal1 this a "revolving doorn approach to education. 

Of critical importance, in my opinion, is the fact that the education provided is 

often not placed in the context of the needs of the wmmunities and families within 

which students Iive. 

Student as Resourceful Human: Emancipatory critical and feminist 

pedagogies seek to reclaim the "human" by providing alternative models to the 

dehumanking practices that seek merely to inject set blocks of information into 

people's heads. This model emphasizes who adult learners are rather than who 

they are not, and what they have rather than what they lack. Efforts are made to 

integrate the social contexts of the learners within the design of education 

programmes. However, critical educators often tend to stereorype anyone in the 

mainstream as one who embraces the status quo or who eagerly supports corporate 

interests. Also, stereotypes regarding the students are still present, ranging from 

the ignorant oppressed who are in need of enlightenrnent to the critical thinkers 

craving a safe space to articulate their views and politicize their experience. 

Emphasizing the critical thinker is needed to challenge the capitalist, labour 

training approach, but may be too idealistic for the actual clientele. 1 will address 
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these limitations, but 1 continue to believe these models still provide the greatest 

potential for creating an empowering educational process for students, and for 

engaging people in social change. We are beginning to witness a revival of the 

historical cornmitment to cornmunity developrnent that is strengthened by the 

critical analysis of radical educators. 

The sign of a sick civilkation is the growth of an obscure, closed 
language that seeks to prevent commdcation. 

-John Ralston S a d  

In education literature, the same words in different contexts, can elicit a 

wide variety of interpretations. 1 believe it is necessary for me to clariQ the 

rneaning 1 attribute to the main concepts that wilI appear in this document. 

Nonmainstream Student : As 1 stated above, by " nomainstream" , 1 hclude 

those students who are acquiring an education through means other than the 

standard full-tirne, on-campus programmes. Marginalized people who are pwsing 

full-tirne studies may be identified as "nonmainstream" because they, too, are 

regularly discriminated against by the institutions. However, there is a growing 

body of critical and feminist Iiterature addressing the academic conditions faced 

by full-time students who represent marginalized groups based on such 

categorizations as race, gender, class, and ability. A student can appear to fit the 
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image of a mainstream student, yet be in a nonmainstream programme, as was the 

case with myself-a young person in an "adult" programme. The point to 

remember is that 1 was treated as a nonmainstream student. 1 was defined by my 

context rather than by my age. 

Adult and Continuhg Education: Adult Education, as 1 use the term, 

refers to the academic discipline that develops pedagogical theones and methods 

for teaching adults. Teaching rnodels are designed to facilitate learning for a wide 

range of adults, from basic literacy to distance university education. Most of the 

literature 1 have been reading from this discipline relates to University level adult 

education. Continuing Education is the sector of the university most actively 

involved in the education of adults, by providing programming for people who do 

not attend full-time programmes on-campus. 

Corporate Agenda: Primary goals of a corporate mode1 are to increase 

profits, cut costs, and remove barriers that restrict the flow of the global free 

market economy. Structural adjustment policies that have responded to this 

corporate agenda have led to an erosion of social programmes that are identified 

as an "unnaniral" impediment to capitalist market forces (Cmikshank 1996). Such 

impediments include labour and safety standards, health m e ,  wage scales, and 

other universal programmes. Many now argue that our country's performance in 
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the global economy is taking precedence over its care for its own citizens (Sad 

1995, Menzies 1996). When 1 speak of a corporate agenda, I am not speaking only 

of the private sector. I r i s  ideology exists in other institutions such as governent 

and, increasingly , education (Newson and Buchbinder 1988, 1990). 

Alternative Pedagogy: I will use the term "altemative pedagogies" when 

generally describing views that challenge dominant f o m  of knowledge 

construction and dissemination that reinforce the status quo. They are highly 

critical of traditional education practices that focus on a "one-way " transfer of 

information h m  tacher to student. Liberatory pedagogy has an explicit 

emancipatory agenda. Sometimes alternative pedagogies are not explicitiy 

described as critical or feminist. Many teachers scoff at the work of " feminists" 

who are developing "new", "radical" teaching methods. They respond that they 

have been applying such strategies for years, but have been ignored due to the 

marginalization of education as a serious academic discipline (Gore 1993). 

Nemiroff (1992) also describes historical precursors to current critical and feminist 

pedagogies, that sought alternatives to the oppressive dominant models they faced. 

Of course, 1 will specifjv critical and feminist when 1 am speaking of work that 

identifies itself as such-and it will be these tex& upon which 1 will be focusing 

most of my attention. 
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Critical Pedagogy: In traditional forms of education, the interests of the 

ruling class are reproduced, thereby excluding the interests and needs of 

rnarginalized groups in society-this is often referred to as "banking education" in 

that information is "deposited" into the minds of the students. Critical pedagogy, 

drawing much of its theoretical base from Marxist analyses, attempts to empower 

students to develop critical consciousness or conscientization-an understanding of 

the social causes of the oppression they suffer-as a step in developing ways to 

work toward hdamental social change (Freire 1989). "Praxis", as 1 have stated 

above, is the continuous cycle of reflection and action which is a cornerstone of 

critical pedagogy (Hope and Timmel 1984). Paulo Freire is widely recognized as 

one of the leading theorists in critical pedagogy. While there are many others now 

engaged in this field, I will continue to focus on Freire's work for the purposes of 

this research. 

Feminist Pedagogy: A recurring criticism against critical pedagogy is that 

by focusing on class inequality, other categories such as gender and race have 

often been overlooked. Feminist teaching methods have &sen alongside the 

development of feminist theones and women's studies programmes. Ferninist 

teachers realize uiat mainstream teaching methods needed to be changed to enable 

students to become critical thinkers. Many feminist scholars continue to fmd 
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Freire's concept of conscientkation usehil (Greene 1992) and have k e n  working 

to blend the most valuable concepts of critical and feminist approaches. Feminist 

pedagogy continues to be a pedagogy "in the makllig" (Greene 1992). Many 

feminist scholars are intent upon ensuring that this process is visible through their 

descriptions of their own classroom experiences both positive and, more 

importantly, negative. Some of the articles that have had the most impact upon me 

personaIly are those which have broken from the standard academic discourse 

(Stetson 1985, hooks 1994), as they seek new innovative ways to constnict 

academic imowledge. Feminist theory and pedagogy is intended to provide the 

academic space to encourage such innovation. 

Community: This is a difficult term to pin down, as we ail have our own 

ways of defining our social context in ternis of the "community" with whom we 

feel cornfortable and at home. When 1 refer to cornmunity and c o ~ ~ l i n d t y  

development, it is primarily a geographical interpretation-the nual communities 

with whom a university may be interacting, or at least the group of people in a 

larger community who are taking the initiative to engage in social change to ensure 

the socioeconomic survival of their region. Speaking fmm my rurai bias, 1 want 

to promote the potential for developing small, sustainable cornmunities where 

people can Iive and work. 
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SuMMARY 

To examine the various models of contiming education in te- of how 

bey impact upon nonmainStream students, 1 have constmcted three types of 

nonmainstream student: other, human resource, and resourceful human. The 

structure of my chapters reflect these categorizatiom. To summarize briefly, the 

organisation of the chapters as they will appear in this document is as follows: 

Chapter 2 will examine the role of expenence in theoretical work as 

developed by standpoint theorists like Smith (1987) and Harding (1991). To 

understand how identities and standpoints are constnicted, I will consider the 

theoreticai underpinnings of essentialisrn, constnictionism and the dichotomization 

that occurs in both. The exploration of dichotomies is centrai to my project, since 

1 beIieve they provide important insights into how knowledge is constnicted. 1 wiIl 

argue that a "praxis" model can be employed to bridge dichotomized perspectives. 

Chapter 3 will examine my understanding of the nomainStream student as 

"other". 1 will start fiom my own observations and expenences Iooking at the adult 

learner as "other". How this otherness is created, its purpose, its implications, wiU 

al1 be examined by drawing from the framework established in Chapter 2. 

Limitations of traditional programmes will be identifieci in order to facilitate an 

understanding of the pre-existing model that is being altered by both human 

resource development models and by critical and feminis t educators . 
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Chapter 4, will examine the nonmainstream student as a human resource. 

1 will examine the growing trend to identiq the adult leamer as an hadequate 

employee-someone who needs to be retrained to become a useful contributor to 

Canada's economy. h tead  of simply being a neglected wing of the academy, 

continuing education is now identifiai as a potential profit generator if it can 

address this market demand for a retrained workforce. 

Chapter 5 considers the liberatory potential of critical and feminist 

pedagogies in human development, as opposed to resource development. 

Impediments to this potential wili be explorecl-how nonmainstrearn students can 

be better sewed in this model, but how they are often misunderstood here as well. 

I will contextualize this analysis within the community, to see what future role 

continuing education can have in working with students to become active 

participants in community development strategies that refiect their own needs, 

rather than the interests of the corporate sector and neo-conservative govemment 

policies. 

Chapter 6 will summarize my key arguments and provide suggestions for 

further research, at a more action-oriented level. I would like to see how the 

fmdings of this exploration can be used in practice to set the stage for the action 

phase of the praxis loop. 
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1 want to state clearly that 1 do not intend to present a definitive explamtion 

of who students are and what opinions and needs they have, as these differ 

according to time and context. I uncover some of the issues that 1 hope will make 

further research in this field more effective. I begin this quest from the standpoint 

of a nonmahstream student to explore the contradictions, dichotomies, essences 

and concepts that surround continuhg education. 1 will examine the foundations 

of the values, the shortcomings, the threats and potentiais of enabling adults to 

engage in lifelong learning for personal growth and social change. 



CHAETER 2: CONSTRUCTING ESSENCES AND 
ESSENTXALIZING CONSTRUCTS 

If you can't change reality , change your perceptions of it. 
-Aucire Lorde 

The theoretical and methdological approach 1 use in my research has 

evolved through my interpretation and adaptation of a range of contemporary 

thought from critical, feminist and postmodern perspectives. I have stated from the 

outset that I am working from a "student standpoint". This requires an 

understanding of feminist standpoint theory and how experience is used in one's 

research as a valid source of data. 1 use the term "standpoint" cautiously, as 1 

aclmowledge both its potential and limitations. The process of using experience as 

a basis for broader social analysis has been cntiqued for its essentializing 

tendencies. Thus, my work integrates not only standpoint theory, but also other 

strategies of knowledge construction. Those whose work has assisted me the most 

include Dorothy Smith, Sandra Harding, bel1 hooks and Diana Fuss, in their 

analyses of standpoint, identity, essentialkm and const~ctionism. 

A key cornponent of my work is an analysis of the social construction of 

knowledge. Harding cites a wealth of recent research coSirming the recognition 

that "all scientific knowledge is always, in every respect, socidly situated" 

(199 1 : 1 1). Knowledge is invariably influenced by the people, t h e  and the social 
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context in which it is created. To know how knowledge is constnicted helps us to 

expose hidden assumptions that limit our understanding of the issues we study and 

the knowledge that we create ourselves. Disjunctures between experience and 

officiaily legitirnated reality can provide a "point of entry" into understanding how 

knowledge is socially constnicted (Smith 1987). A major site of the officia1 reality 

of ruling institutions is the texts that these institutions produce. Smith encourages 

us to examine these texts fiom our standpoints as a way to understand the ways in 

which they operate and organise knowledge (Smith 1990b). 

To work from a standpoint, requires the researcher to understand what that 

standpoint is and how it is inforrned by one's self-identification. Postmodem 

criticples of essentialism and "identity " sparked my interest in the dichotomy that 

has developed between essentialism and construcîionism. This has led me to 

become interested in the ways dichotomies are constructed. When competing views 

are placed in stark opposition, what information is suppressed to ensure the 

consistency of this opposition? Such dichotomies are not naturd occurrences, they 

are constructed, either unintentionally or with careh1 thought. 1 am interested in 

developing a greater understanding of this theory of opposition and the purposes 

these constructed oppositions serve. 

Since both education and research are involved in constructing and 

interpreting Imowledge, it is no surprise that theories of social research and 
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pedagogy are able to inform each other. My theoretical approach is influenced by 

pedagogid theorists such as Paulo Freire and feminist educators. Integral to my 

theoretical framework is the concept of "praxisn-the cyclical process of action and 

reflection-as it has been interpreted by Paulo Freire and others in the fields of 

critical and feminist pedagogy. 1 believe praxis is valuable in helping us see how 

identities and positions are created in opposition. 

This chapter has four main sections. 1 fkst clarify the meaning 1 am 

attributhg to the main terms and concepts used in this chapter. 1 examine 

standpoint theories in order to explain how my experiences are used as a "point 

of entry " @. Smith 1987) to snidy the broader social context in which texts are 

created. 1 summarize my methodology of textual analysis in t e m  of how 1 can 

apply it in this study. I conclude this section with a critique of standpoint theories. 

Having detennined the relevance of experience to my work, 1 next explore what 

I believe is a centrai tool to my analysis-the identification of dichotomies in the 

context of the essentialist versus constructionist debate. 1 explain my understanding 

of the purpose of dichotomies, and how they can be understood and surpassed 

through praxis. 1 will conclude the chapter with a brief description of the material 

I am using in my research within the context of my theoretical and methodological 

approach. 



KEY CONCEPTS 

Postmodemism is becoming increasingly difficult to defme as the term is 

used in a dazzling varie@ of contextsl. For my purposes, 1 use the term 

postmodern loosely to identiq the theoretical movement challenging modem 

rationalist theones that has developed since the Enlightenment (Foucault 1980, 

Hutcheon 1988, Lyotard 1984, Weedon 1987, Rorty 1989, Yeatman 1994). 1 wish 

only to focus on what postmodernism has to offer in tems of critiquing 

essentialism, dichotomies and identity . 

When 1 speak of critical theory and pedagogy, 1 am referring to those works 

that challenge structural power imbalances and provide an analysis of the social 

construction of howledge. Critical theory, according to Newman, "recognizes the 

influence of cultural values on people's reasoning and acting, and takes into 

account interaction, insight, feeling, intuition and other non-scientific ways of 

knowing .At  enables people to change the way they receive and generate 

knowledge about themselves and the world" (1994:44). Such a theory is action- 

oriented. The goal of critical work is not simply to describe existing social 

conditions, but to challenge dominant forms of knowledge and engage in radical 

social change of oppressive social structures. When Marx developed his critical 

'Postmodernism is evident in realms as diverse as fine art, architecture, literature, 
popular culture and social theory. 



23 

theories of oppression, he focused primarily on social class and the exploitation of 

labour (Harding 1991). The Fmkfim School built upon the works of Marx to 

develop more comprehensive critical theones whose goals were the construction 

of a reflexive lmowledge that would enable people to challenge ideologies that 

Iimit their emancipatory potential (Geuss 198 1). Today , we recognize the influence 

of politics, economics, culture, gender, race and other social factors that operate 

to favour some people over others (Collins 1995). 

EXPERIENCE AND A S r n E N T  STANDPOINT 

My experiences as a nonmainstream student form an integral part of my 

interest and understanding of this research topic. In traditional foms of social 

science, the experiences of the researcher is deemed to be irrelevant or dangerous, 

because the data would be tainted by the researcher's own biases. However, my 

desire to study this field was dnven, in part, by the general representation of 

continuhg educafon and nonmainstream students. This representation often did not 

reflect my own experiences or understanding of the issues-such as the perceived 

academic ioadequacy of continuhg education. 1 was not satisfied to pass myself 

off as a unique case, because 1 didn't see rny situation as being greatly different 

fiom those of my colleagues. 
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As 1 began reading feminist theories on the social organisation of 

knowledge, 1 came to realize that the gaps, or "disjunctures" (Smith 1987), can be 

used as a starting point for social scientific research. Known as "standpoint 

theory", the purpose of such enquiry is to enable people to look at their lives and 

experiences in ways that contextualizes their lives within social theories. It is 

recognized by many as valid source of data in sociological enquiry @orothy Smith 

1987, Kirby and McKenna 1989, Harding 1991) to analyse broader social relations 

and the construction of knowledge. 

1 have been studying standpoint theories to develop an understanding of how 

my experiences shape my analysis, and how they may enable me to provide 

insights that rnay othefwise be hidden. 1 am examining how I have corne to 

constnict the identity of a "nonmainstream" student and how this, in tum, can 

facilitate my analysis of continuing education both historically and within the 

context of curent changes in education. 1 wiLl begin rny explanation of how I use 

standpoint theory by describing how my identity as a nonmainstream student 

evolved. 
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My Student Standpoint 

I earned my fmt degree through evening courses in Pictou County, Nova 

Scotia provided by Saint Francis Xavier University's (St.F.X) Continuhg 

Education programme of the Extension Department, supplemented by 

correspondence courses from the University of Waterloo. In night schooi, 1 was 

a young person in the milieu of aduit students. 1 was treated the same as the older 

students, and grew to think like them in my assumptions about the university and 

what my role as a student was within this framework. We valued the opportunity 

to eam a university degree through part-the studies, but were frustrateci by 

negative attitudes about the perceived inferiority of part-tirne programmes, as well 

as administrative "red tape". The process of constmcting my identity as a 

nonmainstream student became evident when 1 later entered a mainstream fiill-time 

programme on-campus. My socialization as an "adult part-time student" did not 

prepare me for the experience of being among young mainstream undergraduates, 

many of whom had quite a different view of the education process than 1 had-such 

as the teacher-student relationship, social milieu and fiilfilment of course 

assignments. In this setting, 1 clung to my identity as an adult student, to validate 

what 1 had accomplished as a "part-timer" when 1 faced negative assumptions. I 

associated more closely with adult students and junior faculty than 1 did with the 

mainstream students who were, on average, only 5 years younger than rnyself. 
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1 began to research part-tirne education for rny undergraduate honours 

thesis. I wanted to dispel negative assumptions and raise awareness about the 

importance and pedagogical value of nonmainstream programmes. Initially , this 

work centred on the AUCC Report of the Commission of Inuuirv on Canadian 

Univers@ Education, known as the "Smith Reportn, after the Commission's chair, 

Sîuart L. Smith (1991). This report was designed to be the blueprint to guide 

university policy in the 1990s, and was published just at the t h e  1 was seeking a 

focus for my research. This research led to my appointment as a student 

representative on a newly fomed advisory board at St.F.X. The Board's role was 

to examine the current and potential role of the continuhg education programme 

in Pictou County. Since then, 1 have leamed more about the role of education in 

social development through my exposure to the programmes offered by the Coady 

International Institute at St.F.X. Community development practitioners from 

around the world study at the Coady Institute to develop participatory models of 

education and organisational planning. The goal of such programming is the 

empowerment of those people most marginalized by d i n g  institutions "to effect 

change in both local and global institutions and structures. "' 

2nCoady close-upn pamphlet produceci by the Institute. 
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As 1 researched continuing education, 1 found nonmainStream programmes 

treated as marginally in much of the academic literahire as I was persondy treated 

in the university. 1 found the validation 1 was seeking in adult education literature, 

but again, there were disconcerting assumptiom and generdisations about adult 

students. Also, there was little d y s i s  of gender and racial issues. I confrontai 

confiicting descriptions of nonmainstream programmes which did not reflect my 

experiences. In an attempt to understand these experiences, and the relevance of 

this informaiion to my interest in the topic, 1 was drawn to the work of Dorothy 

Smith (1987, 1990a), and other feminist theorists who show how experientid 

knowledge c m  be used as a valid source of research data. 

Feminist Standpoint Theory 

Smith's theoretical and methodological mode1 evolves from a critique of 

traditional sociological practices of scientific inqujr  . Dominant forms of 

knowledge production, Smith argues, are designed to reflect the interests of those 

with the most power-traditionally white males in modem Western society. 

Objectified research attempts to separate the researcher from the research, 

promothg the concept of "value neutrality". In other words, the work a researcher 

produces, if conducted in a scientific m e r ,  should not be tainted by the 

researcher's personai values and interests. 
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Feminist researchers respond that such processes mereiy mask values and 

biases by obscuring the researcher's role and intent (Smith 1987, Kirby and 

McKenna 1989). Objectified or abstracted theory is biased against women because, 

historically, women's knowledge has been labelleci as subjective or biased, while 

the knowledge of men in positions of power has been defined as objective (Code 

1991). People invariably bring to their work their own beliefs-their subjective 

selves. These feminists argue that to create objective research is to aclmowledge 

openly this subjective self and examine its effect on the research. "Knowledge is 

neither value-free nor value-neutral; the processes that produce it are themselves 

value-laden; and these values are open to evaluation" (Code 1991 :7O). 

Proponents of ferninist standpoint theory argue that starting from women's 

standpoints can provide a wellspring of new knowledge (Harding 1986). The value 

of researching " from the margins" (Kirby and McKenna 1989) is that someone 

outside of an institution can see things that those who are irnmersed within may 

be unable to see. "When people speak from opposite sides of power relations, the 

perspective from the lives of the less powerful cm provide a more objective view 

than the perspective from the lives of the more powerfd" (Harding 199 1 :2?0). 

Both Smith (1987) and Harding (1991) recall the Hegelian mode1 of the master and 

servant to show that theorizing from the standpoint of a rnarginalized location can 

provide a perspective lacking in the dominant discourse. The oppressed mut  
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present this alternative standpoint in a way that can be heard by dominant forces. 

"It is only possible to see how the whole thing is put together from a standpoint 

outside the ruling class and in that class whose part in the overall division of 

labour is to produce the conditions of its own niling and the existence of a niling 

class" (Smith 1987:80). "Dominant groups can, of course, leam to see how race, 

gender, and class privilege structure social relations, but they do so through 

analysis and observation, not simply fkom the conditions of their own experience" 

(Anderson 1993 :348). Standpoint theory draws a great deal from Marxist theory, 

in terms of utilizing the position of the oppressed to critique domination-a concept 

that Freire has also adopted. 

Smith (1987) identifies a disjuncnire, or line of fault, that divides what is 

officially presented and what we experience-when our actual experiences do not 

coincide with official discourse. This disjuncture provides a "point of entry" into 

an examination of the social relations thaî inform both everyday experiences and 

official discourse. The insidedoutsider dichotomy can be transcended by studying 

the fault line that separates the two. Researchhg from this outsider standpoint is 

a starting point fiom which to develop a deeper analysis of the social context in 

which both dominant structures and personal experiences exist. Not only do 

women leam to theorize their own experiences, they can leam to examine the 

institutions in our society that shape these experiences in certain ways. Experience 
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becomes a "problematicn in that it becomes a subject of hquiry to understand the 

social context of everyday events. "For a further politicization my experience must 

be recounted within a broader socio-historical and cdhual  framework that signals 

the larger social erg-tion and f o m  which contain and shape our lives" 

(Bannerji 1995:83). For example, Bannerji notes the individual acts of racism that 

she experiences can provide the seeds for an analysis of slavery and colonialism 

that can explain some motivations behind racist action and thought. 

As women researching within the academy, we have the benefit of looking 

at our institution from the perspective of an outsider within. "It is when one works 

on both sides that there emerges the possibility of seeing the relation between 

dominant activities and beliefs and those that arise on the 'outside'" (Harding 

199 1 : 132). 1 believe that researching from the marginalized perspective of a 

nonmainstream student can contribute to a fidler analysis of university education. 

Menzies (1996) reminds us that those of us who work within institutions make a 

conscious act by "daring to stay outside. " It is easy to become CO-opted within the 

ideology of the institution, thereby losing the advantage of this critical perspective. 

1 am cautious about setting up the dichotomy of the oppressed student, and 

the oppressor institution, as it is a bit excessive to label a university student as 

oppressed in the wider social context regionally, nationally and globally. This 

dichotomy hides the complexities of power relations. People who have access to 
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university education, no matter how tenuous, still hold a privileged position over 

those against whom the gates of the academy are firdy locked, such as the poor, 

and people who contend with physical or mental challenges that are not adequately 

addressed and accommodateci in the university. 

An important concept in such an analysis is an understanding of the 

"relations of niling" whereby institutions work with each other for their mutual 

interests (Smith 1987). This niling apparatus is "a complex of organized practices, 

including government, law, business and financial management, professional 

organization, and educational institutions as well as the discourses in texts that 

interpenetrate the multiple sites of power" (Smith 1987:3). Working from a 

marginal standpoint enables the articulation of the perspectives of those excluded 

from the processes conducted by the institutions whereby certain interests are 

promoted at the expense of those who have no Say. I am studyhg the 

cornmodification of education and knowledge that reflects corporate demands of 

human resource development. Therefore, my focus is on those institutions most 

directly involved-universities, the corporate sector and government. 

As Smith (1987) argues for the inclusion of the "standpoint of women" in 

social science research, I believe there is room for the standpoint of the 

nonmainstream student in both socioiogical and pedagogical research. In fact, it 

is a critical element, since many policies and pedagogical decisions are being made 



that are intended to be in the interests of these students. 1 am not arguing that my 

experiences as a nonrnainstrearn student are a representative reflection of aii 

students' experiences. Yet, 1 think that looking at my experience can be useful in 

identiwing disjunctures between experiential and fomal laiowiedge (Smith 1987). 

Standpoints and Textual Anaiysis 

A major source of the disjunctures I encouter as a nonmainstrearn student, 

corne from the various forms of literature that discuss education. Documents from 

the instihitions and their critics are often created in ways that reflect assumptions, 

both implicit and explicit that have consepences for the people discussed. As an 

outsider to the ruling apparatus, 1 am marginal to their processes of knowledge 

construction. My point of entry is to try to understand them through their 

documentation. Smith (1990b) argues that much can be leamed about an institution 

by studying the documents it creates. Texts are a primary fom of communication 

within and between the institutions that form the ruling apparatus. This is 

increasingly evident in the university. The transformation of decision making 

processes, "has consisted in a shift from oral contestation to textual manipulation 

and interpretation as a central tool for accomplishing the task of management in 

the universities of the 1990s" (Newson 1992:233, dso Ashforth 1990). Newson 

and Buchbinder add, "Although academics and established collegial bodies may be 
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in approving these documents, the process of drafting them and of 

and integrating the submissions of academic uni& takes place 

b ' I . 

l 

through a more centrdly controlled process-one which is les  accessible and thus, 

less easy to develop a strategy for reshaping or defeating their intentn (1 99 1 : 15). 

Newson argues the processes of creating these documents are obscured. 

Documents are created by different sectors of the university, and are then 

"shuffled from cornmittee to cornmittee" (1992234). Each sector makes its own 

interpretations and recommendations, which c m  affect the intent and meanhg of 

the document, without a clear acknowledgement of how this shift has occwed. 

Texts enter what Dorothy Smith (1990b) calls "textual t h e " .  When text is cut 

from the context and the people involved in its creation, it is read without a full 

understanding of this context and how it has shaped the information. "Obscuring 

the decision-making process also rnakes it difficult to know where or how to apply 

political pressure" (Newson 1992:234). 

Another consideration in deding with text, is the issue of using documents 

for purposes other than for which they are created (Smith, 1990b). For example, 

teachers frequently use comments from student evaluation forms to explain what 

the students thought of the course or programme described in the research. In 

Chapter 5,1 will explain my concem with these course evaluations being used as 

primary sources of data to represent students. 
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Through the "disjuncture" between my experiences as an extension student 

and texts on the university or adult education literature 1 read as an undergraduate 

student, 1 came to realize that the experiences of nonmainstream sîudents like 

myself were often not represented at dl, or were represented in ways that 1 did not 

always agree with. I learned that this misrepresentation was not simply an 

oversight, or that my experiences were tnily unique. In fact, many of my 

experiences were quite predictable in the context of a broader understanding of 

university continuhg education. My standpoint as a nonmains tream student can 

help me to see assumptions that may be invisible from the perspective of the 

authors; that reflect certain interests and ways of consîructing knowledge that 

either knowingly or unknowingly exclude other perspectives without explicit 

recognition of this exclusion. 1 believe that it is important to use a student 

standpoint when reading documents that have a direct impact on students. 

Standpoint Theory Critiqued 

Feminist standpoint theory is often charged with the accusation that it is too 

" essentialist" , that it does not sufficiently contextualize experience, causing it to 

become "reality" in and of itself. While Harding defends ferninist standpoint 

epistemology, she openly acknowledges its imperfections. In the process of 

promoting the validity of experience in research, critics argue that experiences can 



become "essentializedw by becoming statements of truth that take precedence over 

other f o m  of knowledge. Too great an emphasis on the need for experïential data 

c m  lead to a scenario where only those who have personai experience are 

vdidated as understanding an issue and those who do not feel silenceci. This is a 

concem I have with the work of Kirby and M c K e ~ a  (1989). While they do not 

state this expiicitly, they do little to dispeI the feeling that only the oppressed have 

the right to conduct research on their oppression. I do wonder how many people 

in situations of real oppression have the opportunity to gain access to the university 

where they could have the t h e  and resources to conduct this vital research. Those 

of us who are forhinate enough to gain entry into the "sacred groven must be able 

to have some role to piay in forwarding the cause of those who are denied access. 

Harding asks what role is possible for people in positions of privilege who 

support the emancipatory goals of oppressed groups: 

How can we actively study and l e m  about our dominant group 
selves and Our culture without either replicating the conventional 
ethnocentric perspectives that rely on our spontaneous consciousness 
of the experiences in our lives, or inappropriately appropriating the 
experience of those Others whose voices have led us to see the need 
to rethink Our views of ourselves? We have not had their experiences 
and do not live their lives (Harding 199 1 :270). 

These are not despairing questions, but ones which encourage us to fmd ways to 

avoid such pitfaiis. There is a difference between an outsider coming in and doing 
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research on a topic--which produced the need for an epistemology that enables 

people to write their own views-and the work that Harding proposes, when she 

describes how men c m  do feminist work, and white, straight, middle class women 

can do work that attempts to integrate the interests of non-white, lesbian, poor 

women. Harding emphasizes that people in positions of pnvilege need to examine 

their privilege and dismantle the power imbalance from within. However, they 

must remain aware that they are assistants to the struggle of oppressed groups, not 

central to it. 

This continues to be a hotly debated issue. It can be extremely difficult for 

marginalized groups to stmggle to earn legitimacy only to see people in positions 

of privilege easily proclâim themselves to be "male feminists " or " heterosexuals 

against heterosexism." These attempts may corne from very genuine expressions 

of support, but may be misguided or may highlight a person's privilege by one's 

ability to take a stand without fear of serious retnbution, or lost status. One can 

understand when sorneone in a rnarginalized group questions the motives of a 

person in a priviieged position who assumes their stniggle. 

However, Harding wams that Our other option, to remain silent, makes us 

complicit in oppression by not chdenging it. Praxis is a valuable concept here: 

to evaluate and reevaluate why it is you are doing what you are doing, whose 
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interests you are reaily serving, and to what extent you are wiiaborating with the 

people you wish to assist. As privileged people, "we can leam to experience the 

race and class relations in which we participate" (Harding 1991 : 284). We can use 

o u  experiences of privilege to understand the social relations that ensure our 

privilege at the expense of others. 

Bannerji also addresses this issue, citing the divisions that exist within the 

feminist movement regàrding racism: "My emphasis is on the concept "social", 

which allows many or al1 to speak about the same problem or redity without 

saying the same thing" (1995:84). A diversity of perspectives gives a broader 

picture-all contribute pieces to the whole puzzle, since no one alone has the whole 

"truth" . Harding argues that we must remain clear that experiences alone are not 

what is important-we must move beyond the experiences to look at "the view 

from women's Iives" (Harding 1991 :269). 

Harding calls for a balance that enables us to determine the legitimacy of 

a statement beyond simply who said it, but we cannot discount the importance of 

tirne, place, and speaker. To expose the partisan stance of one side of a debate. 

does not ensure irnpartiality of the opposing side. "Understanding Our experience 

is a cmcial but initial step in creating a 'revolutionary knowledge' that seeks to 

understand social organisation and how we can change it to make it more inclusive 



38 

and egalitanan. Analysis of experience moves beyond description to an active 

process of understanding the relations of ruling " (Bannerji 199 1 :98). 

Harding also wams that "our achial erperiences often lead to distorted 

perspectives and understandings because a male supremacist social order arranges 

our lives in ways that hide their real nature and causes" (Harding 1991 :282), such 

as the ways people corne to believe the validity of the dominant discourse taught 

to them. Freire (1989) explains how oppressed people ofien aspire to the role of 

oppressor, since that is what is rewarded in society-this is the model of 

achievement presented to them. They see no alternative model that offers a social 

order that removes hierarchies of oppression. Those in power shape our 

perceptions of what is desirable and valuable, until we are able to critique these 

perceptions and recognize whose interests they realiy reflect. 

To conclude, it is worth repeating that examinine experience is not an end 

in itself, it provides a clue, a "point of entry" into understanding wider social 

processes. For example, a recently divorced woman discovers that her bank 

refuses to give her a loan, despite the fact she was a valued customer for years 

when she was married3. This experience can reveal a complex web of relations 

and assumptions-for whom institutions are designed, assumptions about the ability 

'Thanks to Katherine Win10 for this example. 
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or inability of divorced women to maintain economic security now that the 

"breadwinner" is gone. Although they dealt with the bank as a couple, the good 

credit rating was attributed to the man. The banker, no doubt, is aware of the 

statistia showing that a large percentage of women experience a lower standard 

of living following divorce. This, in tuni, invites an examination of women's 

economic position in Canada. A wealth of information and analysis is found when 

one moves beyond the initial frustration the woman experiences in dealing with an 

uncooperative banker . 

MueUer (1995) reminds us that standpoint research is not about people as 

objects of study . The focus is on social relations that organise those peoples lives 

in certain ways. In my opinion, to create "objective" work is to acknowledge the 

limitations of that objectivity-to understand the biases and standpoints of the 

wnter, and to develop a greater sensitivity to being aware of who is excluded. One 

researcher carmot include every perspective, thus, it is better to be honest about 

these limitations. Researching from the standpoint of a nonmainstrearn student, 1 

cannot provide dl the information there is to know about how continuing education 

programmes operate. 1 am not invited to the meetings of the university Board of 

Govemors, nor the cabinet of the federal government. However, 1 can provide a 

perspective that those in positions of power are normally unable to see. 
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ANALYSIS OF DICaOTOliMIES AND ESSENTIALIST CONSTRUCTS 

In reading the documents related to universities, siudents and pedagogy , 1 

have become intngued with the ways people and concepts are presented. Often, 

dichotomies have been set up in these documents that are based on an imposed 

opposition, in that the rigid division that is presented begins to unrave1 under 

closer examination. In the chapters that follow 1 will identiQ a number of such 

dichotomies such as liberal arts versus vocational models of ducation, and 

liberatory versus traditional pedagogies. The dichotomy between essentialist and 

constmctionist understandings of knowledge masks the extent to which each side 

shares common characteristics. I am examining contemporary debates on 

constmctionism and essentialism to understand the functions of such oppositions 

rather than to dismiss them sirnply as "biased". One function is to emphasize 

major characteris tics to simpliw an argument-to develop an understanding of one's 

own view by providing a critique of what is perceived to be the opposing view. 

Apparently essentialist identities are frequently revised, thus revealing that they are 

inevitably socially constructed. 
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EssentiaIism versus Comtructionism 

Although the common understanding of essentialism is the quest for one 

truth, the tenn itself does not have a single, "me" definition. Fuss (1989) 

identifies two generai categories. "Real" essentialism is the belief in the existence 

of a tnie essence of something that exists naturally. The "nominal" form of 

essentialism recognizes thaî an ideatity or concept is socially constnicted, but once 

defineci it is acted upon as an essentialist or fmed category (Fuss 1989, Calhoun 

1994). When 1 speak of essentialisrn, 1 am prirnady speaking of this latter form. 

Constructionism asserts that all knowledge is socially created. Critics of 

dominant Western forms of knowledge have rejected Enlightenment rationality-the 

search for one "truth" . Thus, real essentialism has been largely dismissed by 

postmodemists, because it produces a narrow but objectified view of society, 

promoting a reality that is illusory. Postmodernists argue that the belief in 

objectivity-the abiiity to separate reason from its social and historical context is 

outdated (Nicholson 1990). 

Hartsock (1990), citing such theorists as Foucault, Demda, Rorty and 

Lyotard, explains that the postmodern response to universalistic themes is to 

promote context-based, pluralistic themes-identities are always fragmented and 

fluid, making it impossible to clah a fixed identity. The danger of such a 

conclusion is that political agency can be undexmineci when the focus is on 
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difference and fragmentation rather than on collective interests (Harding 1991, 

hooks 1994, Di Stephano l9W). Hartsock (1990) believes it is no coincidence that 

at the time rnarginalized groups are discovering the power of the "subject", the 

concept is being discredited theoretically. "Just when we are forming our own 

theories about the world, uncertainty emerges about whether the world c m  be 

theorized" (Hartsock 1990: 163-164). This leaves no UniQing categories left around 

which to organize. Hartsock criticizes the reluctance of postmodemists to offer 

aIternafves for marginalized people seeking theories to understand their society 

and to engage in social change. 

Calhoun argues that we need to reclaim identities from being thrown away 

as " essentialist " . Rather than accepting categories uncritical1 y, there are both 

political and intellectual purposes in reclaiming a shared identity that has been 

" repressed, delegitimated or devalued in dominant discourses " in order to "daim 

value for all those labeued by that category, thus implicitly invoking it in an 

essentialist way" (Calhoun 1994: 17). 1 recognize the value of maintainhg essential 

identities when engaging in political stmggle. Schuman (1993) sees the 

possibilities offered by a rejection of modernist assumptions, but argues against 

theorists becoming caught in a modem-postmodem dichotomy. 
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Calhoun sees the potential of bridging the essentialist/constnictionist 

dichotomy: "To essentialist reason we add constnictionism and to this dualism we 

add the possibilities of both deconstnicting and claiming identities" (Calhoun 

1994:19). However, Calhoun warns that the deconstruction of universalizing 

terms, like "woman" and replacing it with "black women, lesbians, etc." cm 

simply replace one fixed identity with "more specific quasi-essentialism categories" 

(1994: 18). Referring to the sh- alliance between feminism and postmodernism, 

Nicholson (1990) States that both challenge universalizing and objectified claims, 

and that postmodernism can help feminism overcome its own universalizing 

tendencies. However, Di Stephano (1990) notes that feminist theory depends upon 

that uniQing concept "women", a concept that has no credibility to 

postmodernism. Hartsock (1990) argues that essentialist or "universalist" 

assumptions continue to persist within postrnodern thought. Fuss believes that 

essentiafism lays the groundwork for constructionism. In mm, constructionism is 

often quite essentialist. Harding argues that feminism stands "on Enlightenrnent 

ground" (1991 : 186). Those who criticize Enlightenment theories of reason and 

essentialism commonly carry many of the same assumptions in their o w n  work. 

If these assumptions are not acknowledged, there is a danger of perpetuating the 

problems one is attempting to overcome. Nicholson w m  that some feminist 
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scholars tend to " replicate the problematic, universalizing tendencies of academic 

scholarship in generaln (1990: l), by not recugnizing many of the assumptions 

rooted in these theones, citing Marxist-feminism as an example. 

Comcious use of some assumptions and concepts may be viewed much the 

same way as using the language of the oppressor to challenge that oppression, as 

is articulated in Adrienne Rich's poem, me Burnhg of Paper Inrtead of Children: 

"This is the oppressor's language yet 1 need it to talk to you" (Rich 1993:41). This 

process involves fighting objectified essentialism with a conscious use of 

essentialism. Essentialism can be a problem-imposed and objectified; or it can be 

a problematic, consciously used to create identity in a stniggle. The danger occurs 

when it is forgotten that these identities have been constmcted with specific 

purposes in mind that may change as the process evolves. It is important to 

understand the distinction between the use of essential categories as a t001 of 

oppression versus its use as a tool of the oppressed, by taking into consideration 

the very legitimate criticisms of essentialisrn. 

Praxis 

Understanding the purpose and function of dichotomies like essentialism 

versus constructionism can be achieved through praxis. Simply stated, praxis 

describes the cyclical process of reflection and action in developing critical 
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wnsciousness. It is a cornerstone of Freire's pedagogy, however this concept was 

already developed in Marx's writings-an example of Marx's influence on Freire's 

work (Freire and Macedo 1993). The Marxist usage describes the process of 

understanding the social construction of institutions to be more effective in 

changing them. The Freirean conceptualization of praxis is more broad-based, in 

that it enables us to analyse our own knowledge as well as our understanding of 

our social context both at the local and institutional levefs. 

Praxis can assist us to understand the construction of identities in the context 

of political struggle. Groups defme their situation and goals, act upon this 

information, then reflect upon the results, enabling redefdtion and new strategies 

for future action. This process can be visualized as a series of progressive loops: 

-design adàpted from Hope and TNnmel (I985) 
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Young (1990) argues that in the process of emphasizing unity within a 

wmmunity , differences within that community are repressed. This does not take 

into consideration the negotiation process (praxis) that the people in the community 

engage in to find a balance between difference and commonality. Emphasis on 

dichotomies, such as individual versus group, does not facilitate negotiation. Praxis 

enables the conscious use of uniQing principles, through a negotiation process of 

weighing the pros and cons of how the group's priorities are definecl. Individu& 

defme comnunity. 1, as an individual, have some Say in defining the corrynunity 

in which I choose to parîicipate-the ways in which 1 want to interact with others 

to effect change, or to set aside some of my own goals that appear at odds with 

the greater good at this particuiar moment. But 1 need to stay in one place for a 

whiie-both physically and rnentally--to be effecihe. 1 hope that praxis can offer 

a balance by enabling stability, but resisting d o p a .  While "one truth" is 

restrictive and domineering, "infinite tniths" are too fragmented when many 

codicting voices are fighting to be heard. By bridging these dichotomies, we can 

hope to fmd the potential of collectivity, while not ignoring the diversity within. 

Mohanty (1 99 l), in describing "communities of resistance" , explains how 

oppressed groups forge links by focusing on commonalities. The breakdown of an 

essentialist barrier can pave the way for the building of a shared link. Although 

constmcted, it is acted upon as "real" . An "imagined community" suggests 
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political rather than biologicai or cultural bases for alliances. It is not colour or sex 

that defines, but the ways we think of colour and sex. A community of resistance 

is a political definition, not an essentialkt one. Perhaps this is a way to reclaim the 

political against the fragmentation of deconstnictionism. 

Through praxis, 1 am exposing stereotypes and dichotomies, not to throw 

them out but to understand why they were wnstructed in the first place. For 

example, in some feminist pedagogy literature, 1 am wary of what 1 cal1 "rosy 

representations "-enthusiastic descriptions of liberatory classroorn experiences that 

do not explicitly ackmowledge problems that may have occurred. Glossing over 

problems presents the illusion that the process of teaching is linear and 

unproblematic. Those who try the mode1 without success rnay blame themselves, 

thinking they did not do it "right" , unaware îhat the authors may have experienced 

similar problems but chose not to write about thern. In contrast, "gloomy 

representations" focus on the negative points of the opposing viewpoint without 

identifj4ng the aspects that might be beneficial. This can force people to "reinvent 

the wheel" by not adapting the work achieved before them to suit their needs. 

As much as I rnay be suspiciou of rosy and gloomy representations, I can 

see their purpose. An identity is constructeci within the context of the situation, 

who the intended audience is, and the stage of development the participants in this 

process have reached. Rosy representations can be an important tool of the 
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oppressed or margidized to validate their own experiences or objectives. These 

may chalienge negative stereotypes, and strengthen a group identity thar is needed 

for solidarity and political action. If the intendeci purpose of the document is to 

"name" oppression, there may be examples of "gloomy " representations of the 

situation faced; i.e. the negative, oppressive features of the dominant group wodd 

be highlighted and cntiqued. At times in my research, 1 have created an "ideal" 

extension student, who exhibits what I only half-jokingly cal1 the "part-timer work 

ethic"-the hard working, eager, adult student with an insatiable thirst for 

knowledge. While this was an unconscious act at first, 1 came to realize that this 

was, for me, a response to the institutional dismissal of nonmainstream 

programmes based on their inability to provide a "real" university education, and 

thus "real" scholars. 1 could only cornplain about the bad thhgs to people involveci 

in the system who already knew the value of this method. 

It is necessary to reflect on the rosy and gloomy representations that have 

been constructeci. Possible beneficial traits of the opposing side might be 

acknowledged, and problems within one's own side might be recognized and 

examined. If the group is engaged in an interna1 debate to define priorities and 

formulate strategies, then simplistic rosy or gloomy generaiizations can be an 

impediment. If these consûucted dichotomies are not examined critically on a 

recurrîng bais, there is the danger of a political standpoint becoming so dogmatic 
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that it no longer reflects thc needs of the people who created it. Or it may fail to 

encompass multiple sites of oppression-a criticism many Third World feminists 

have made of Western feminism (Johnson-Odim 1991). 1 found that, in my early 

research, 1 tended to avoid dealing with the recreaîional student-those who 

aîtended classes purely for the interest of the topic and inteilecaial challenge with 

no academic goals of earning a degree. I was afraid of perpetuating the stereotype 

that nonmainstream students are not senous or Iegitimate. Were I to persist in 

overlooking the recreational extension student, 1 could be in danger of reinforcing 

rather than challenging the market-driven mode1 of extension education by 

dismissing the intrinsic value of learnuig . 

The creation of the initial dichotomy may have a crucial role in activating 

a political struggle, to empower people to c l a h  an identity and articulate their 

priorities. The oppressed gain a voice amongst themeIves by sharing experiences 

and theorizing to see how they have been constructed as the "other" by dominant 

knowledge producers. Their goal is to challenge the labels assigned to them which 

they had no Say in defining. When it is tirne to bring their collective voice to those 

with power, it c m  appear that the only way to be heard is to create another 

essentiai identity to offer as a replacement for the stereotyped identity they have 

decunstnicted. There needs to be a recognition of diversity, in a way that does not 

threaten the cohesion of unity . Essential categories that constnict dichotomies have 
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the potential both to educate and to repress, depending upon the level of mediation 

employed to re-evaluate these categories . 

RESEARCEING IFROM MY STUDENT STANDPOINT 

This research has developed from an interest in theorizing my own 

experiences as a nonmainStream student. These experiences have been studied 

within the context of a broad range of literature that 1 have found useful in my 

andysis. To develop a better understanding of the institutional context of the 

current climate, 1 will analyse a number of documents created by universities and 

by government. Also, 1 wiil look at research done upon universities and their links 

to other ruling institutions in our society. 1 have read extensively from the 

literature of adult education to develop an understanding of this field's history , 

purpose and future goals. 

The bais  of my vision for the future of adult education is drawn from the 

literature of what I am cdling "alternative pedagogies". By this 1 mean primarily 

Freirean critical and feminist pedagogies as well as some material related to 

education in the context of community development. Some of the literature, 1 

think, would not explicitly define itself as feminist or critical, but it is also reacting 

against what is seen to be negative trends in universities. I am not suggesting that 

these are the only sources of alternative visions for education, but these are the 
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areas 1 have chosen for my focus. 1 am interested in the literature that explicitly 

daims to be more immediately responsive to students than the overalI university . 

However, 1 argue that students' representations are still Ntered through academic 

discourse in these texts, and this can produce a stereotyped student, reproducing 

oppressive models rather than breakhg them dom. Thus, critical analysis of these 

tex& is vital. 

1 will. at times. refer to interviews 1 conducted for my honours thesis, and 

the results of a questio~aire 1 circulated in 1993 while 1 was a member of an 

advisory board at St.F.X. for continuing education in Pictou County. This 

questionnaire was administered by myself and the extension officer on my request, 

to elicit input from students that 1 could present to the advisory board. Although 

the sample was limited, 1 use them here because of the illustrative support they 

provide. 



My goal is to deconstmct oppositions that 1 have experienced personally and 

that 1 have identified in the institutional and pedagogical literature. The ability to 

see and understand these dichotomies is enhanced by my standpoint as a 

nonmainstream student. Some of the major dichotomies 1 will examine include: 

mainstream versus nonmainStream students and programmes, liberal arts versus 

vocational education, academic excellence versus conimunity outreach, critical and 

feminist pedagogy versus traditional pedagogy, and individual versus collective 

goals. Instead of simply breaking them dom, 1 am interested in why they are 

created in the first place and what are the consequences of their deconstruction. 

Sometimes these oppositions are vitally important to a cause, while other times 

they perpetuate stereotypes and mask a wealth of information lurking within the 

disjuncture. 



CHAPTER THREE: STUDENT AS "OTHERn 

The values of learning, while persondy profitable, are not narrowly 
selfish. Both knowledge and the continuing growth of the mind are 
essential to society as well as to the individual. 

-Cyd O. Houle 

1 have entitled this chapter, "Siudent as Other" to emphasize the fact that 

al1 continuing education programmes, whether paternalistic or liberatory , start 

fkom the recognition that there is a clientele to be reached requiring programmes 

and services beyond the standard programming designed for full-time, on-campus 

students. This distinction has resulted in the creation of a dichotomy between 

mainstream and nonmainstream, both in ternis of programmes and individual 

students. The assumptions that underlie this dichotomy affect the quality and 

content of such programmes. Nonmainstream students are primarily defuied in 

terms of who they are not, rather than who they are. 

Over the past century, a clearly stated cornmitment by universities to 

community outreach has co-existed with a marginalization of those sectors of the 

university most directly engaged with the community. 1 argue that this 

margindisation has undermined the efforts of community outreach to promote the 

importance of sharing the university's knowledge with a wider clientele and 

support the intrinsic value of learning for self-development and social participation. 
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To understand the University's cornmitment to nonmainstream programmes, 

I will provide a bnef overview of the historical development of adult education in 

this century specifically as it relates to community outreach and the concept of 

lifelong learning itself. I wili describe my experiences and observations as an 

extension student, not to provide a definitive picture of who an extension student 

is, but rather to provide a glimpse of the diversity-to show that there is no such 

thing as the definitive student. How my identity as a nonmainstream student 

emerged over the years is reflected in the broader context of continuing education. 

My identity was shaped by the students with whom 1 attended courses, by the 

negative attitudes about continuing education we faced, and by my growing 

awareness of the role of continuing education in our society . 1 have interspersed 

my own observations with relevant literature including the fmdings of Patricia 

Campbell (1 994) who interviewed mature female students returning to University. 

Most of those women are full-tirne students, but they share many of the 

experiences of the nonmainstrearn students I am describing. Also included are 

recommendations made by the Canadian Association for University Contiming 

Education (CAUCE) in their submission to the Smith Report (CAUCE 1991). 

1 WU examine the development and consequences of the dichotomies 

affecting nonrnainstream students and programmes by their designation as " other " 



from the mainstream. The dichotomy 1 identiQ between the university's objectives 

of outreach versus academic excellence is examinecl in terms of how this split 

delegitimizes addt education as a discipline which, in tum, delegitimizes a primary 

site of adult learning in the university-continukg education programmes. 1 argue 

that this delegitimization affects the quaiity of education and services available to 

nonmaimtream students. 

In order to improve the status of the students, it is necessary to reform the 

reputation of aduIt l e h g  approaches within the university context. To facilitate 

this reform, it is necessary to understand the guiding vision behind the 

development of these programmes in the past, to help us fmd a vision for the 

future. 

EIIST0RICA.L CONTEXT OF LIFELONG LEARNING AND EDUCATION 
FOR SOCIAL CEANGE 

The purpose of this section is to examine the historical development of key 

concepts and assumptions in university continuing education, and to consider why 

continuing education has been marginalized within the liberai arts mode1 of the 

academy despite the apparent promotion of "lifelong learning" and c o m u i t y  

outreach. Lifelong learning is a concept that has been expressed throughout this 

cenhiry by educators such as John Dewey, Malcolm Knowles, J.R. Kidd, and 

St.F.X.3 own group of educators and extension workers involved in the 
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Antigonish Movementl. It continues to be identifiecl as a key aspect of human 

social life. At Confintea V, the UNESCO conference on adult education held in 

Hambwg in 1997, the importance of lifelong learning was reinforced through the 

adoption of the proposa1 of "One Hour a Day". In recognizing that access to 

education is a human right, all adults should be entitled to a daily opportunity to 

set aside an h o u  "dedicated to one's own intellectual and educational fulfilment" 

(TCAE 1997). The goal of such a proposa1 is to enhance opportunities fcx social 

transformation. 

Dewey, although primady concerned with the education of youth, was a 

fm believer in the concept of lifelong education. Leamhg is an integral part of 

a person's entire life, not simply an activity linited to certain blocks of time in 

one's lifespan (Cross-Durrant 199 1). The education a child receives should 

facilitate that person's capacity and desire to learn throughout adulthood. Equality 

of access should be ensured throughout life to facilitate the realization of this 

potential. Dewey believed that developing one's capacity to learn was of far 

greater importance than the transmission of "encyclopaedic" content (Cross- 

Durrant 1991). 

'For the purposes of this research, 1 am focussing on North American educators. 
There is a long and rich historical tradition in Europe which is worth exploring for those 
interested in the history of this field. 



Knowles is a key contributor 

made a clear distinction between 
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to adult learning theories and practices. He 

pedagogy, the teaching of children, and 

andragogy, the teachhg of adults (Jarvis 1991). The term andragogy has been 

somewhat controversial over the years (Welton 1987) and appears to have f a e n  

out of regular usage in much current adult education literature. Some cite the 

development of "andragogy" as part of adult educatiods move towards 

professionalisation and away from its role as a social movement (Collins 1995). 

By creating such a distinct theoretical and methodological category, 1 think 

Knowles is in danger of contradicting Dewey's conviction that leaming forms a 

continuum throughout life. Certain strategies will work better with children than 

adults, but many people have also studied the pedagogical variations that exist by 

ethnicity, gender, and social class. 1 suggest that the age differences should be 

thought of in ways similar to these other categorizations. The arbitrary 

classification of education by age may inhibit the sharing of theories that could 

span age groups . For example, Brookes' (1 992) employs pedagogical practices in 

her university teaching based on strategies developed by Sylvia Ashton Warner, 

a New Zealand educator who worked with very young Maori children. Knowles 

did a great deal to raise awareness of the existence and needs of adult leamers. He 

also emphasized that education must go beyond the transmission of skills and 

information, to assist in the development of critical thinkers (Jarvis 1991) - 
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Eduard Lindeman promoted the potential for social change that wuld be 

realized through adult education, by educating adults for democratic participation 

(Brookfïeld 1991). However, other educators such as Thorndike took a very 

individualistic approach, drawing heavily from the emerging field of psychology 

in their development of adult leaming theones (W.A. Smith 1991). This trend 

tended to support the individualization process of adult education as it became 

professionalized and decontextualized from its social roots. 

J.R. Kidd had a strong influence on adult education in Canada and was 

instrumental in promoting its role in international development through such 

vehicles as UNESCO and the International Council for Adult Education (ICAE) 

(Thomas 1991). He worked to break down myths that adults are hard to teach by 

encouraging adults' abilities and willingness to leam. Kidd looked beyond teaching 

individuais, by promoting the socio-economic potential of education in a nation's 

development. He emphasized the social significance of learning in that, "it will 

always be felt in al1 of the social, political and ewnomic affairs of mankindn (Kidd 

in Thomas 1991:201). Adult education should forrn an integral part of wmmdty 

and national development strategies. The ICAE (1997) continues to promote the 

vital role education plays to empower citizens to engage in transfomative social 

change and democratic participation. 
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Much of my personal understanding and experience of adult education has 

evolved from my exposure to St.F.X. 's Extension Department and the Coady 

International Institute that both evolved out of the Antigonish Movement (Coady 

1939, Laidlaw 1961, Lotz 1973, Grace 1995, Alexander 1997). The Antigonish 

Movement arose in the 1920s to provide education, resources and, above Al, 

motivation to enable people to work together towards ensuring economic viability 

in their commmities. Two priests are recognized as the leaders of the Movement: 

Dr. James Tornpkins and Dr. Moses M. Coady. The Movement initiated the 

developrnent of credit unions and CO-operatives for the fishing and agricdtural 

communities, craft producers and consumers. Adult education was seen to be the 

key to the success of the Movement. Tompkins began the "People's School" in the 

1920s which offered people in rural communities courses ranging from agriculture 

to liberal arts. The concept was based on participatory humanistic learning 

practices designed to develop group awareness and social change (Grace 1995). 

The Antigonish Movement was considered radical in its day. Rather than 

simply educating individuals, it promoted the concept of collective action to 

address local problems . Tompkins helped raise people's awareness of their 

conditions to enable them to find solutions to their problems. This was an early 

form of conscientbation without the M h s t  analysis evident in Freire's work. 

However, it has been criticized for sticking too closely to the local community 
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level, lacking a structural anaiysis at the provincial level and beyond to promote 

social and politicai change. It was promoted as an "alternative to communism" 

(Lotz 1973)' which is hardly surprishg given the influence of the Catholic Church, 

and the growing clhate  of fear surroundhg the spread of communism in the 

1930s (Lm 1973). This, no doubt, contributeci to its reformist emphasis-enabling 

people to adjust to the economic conditions of the t h e ,  rather than challenging the 

economic infrastructure and political policies. 

The Movement achieved international renom, prompting the establishment 

of the Coady International Institute which continues to bring together community 

development practitioners from around the world to study participatory 

development models and to share in the analysis of the global context of Iocal 

issues. Over the years the Movement's reputation reached almost mythical 

proportions. Alexander Laidlaw, a chronicler of the Movement, cited this 

phenornenon in 1961. Even today, criticisms of it are rare in Canadian adult 

education literanire. St.F.X. cites the Antigonish Movement as evidence of its 

cornmitment to community development in the region. The Extension Department's 

mission statement promotes the values and principles of the Movement by 

engaging in social change to create sustainable communities. "Given the challenges 

of the global economy, we are turning our thoughts and energies again to how the 

University c m  most M y  serve the community " (W.F.X. 1996). 
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The decline of the Antigonish Movement was partly blamed on the process 

of academic legitimisation. Despite the pride evident at St. F.X. for the Movement, 

Laidlaw (1961) argues it was always marginalized by the University. Lovett et al. 

charge that by institutionalising the Movement within the Coady Intemational 

Institute, the university essentialiy tunieci its back to the local level, "remaining 

somewhat aloof fkom the continuhg problems of poverty and injustice in its own 

region" (1983:6, see also Lotz 1973 and David Smith 19%). Laidlaw believed that 

"the professionalisation had robbed adult education of 'its spirit and destroyed half 

its value for society.' Adult education had died as a movement only to be rebom 

in the Academyn (in Welton 1987:48). This is relevant to adult education as a 

whole. The focus on teaching methodologies at an individual level (e.g. Knowles 

and Thorndike) distanced the field of adult education from its social wntext. 

1 do not want to suggest that St.F.X. has severed ail ties with its historical 

cornmitment to comrnunity development. The Extension Department provides a 

continuhg education programme, organises workshops and conferences, and 

employs a staff of fieldworkers who are activeiy involved in projects throughout 

the region. Even Tompkins' "People's Schooln has been resurrected to teach 

community economic development. However, the problem rernains that the work 

done by the Extension Department and Coady Institute is st i l l  not widely 

recognized by the rest of the University. 



Outreach: B ~ g i n g  the University to the People 

I will now look more closely at the motivation driving the uni ver si^'^ 

desire to reach out to the commdty and provide opportunïties to people who 

would not have access to university education in a mainStream format. Why is 

such an endeavour held up a s  a source of pride by the university, yet marginaiized 

at the same time? I d l  reflect on my own participation in continuing education, 

contextualizing my experiences within relevant Iiterature. 

M e n  1 first enrolled in an evening course, 1 saw extension as an 

opportunity to get a taste for university studies without rnoving away and 

committing myself to a full-the programme, and al l  the expenses that entaileci. 

The simple pleasure of l e d g  somethùig new also attracted me. I chose courses 

that sounded interesthg rather than those that might have provided a readily 

marketable skilI; thus, I began my university career by studying "The Canadian 

Noveln rather than business administration. The legitimacy of taking a university 

course was also appealing. 1 doubt 1 would have gone if a similar course was 

offered from a local high school. Many of my classrnates attended extension for 

reasons simiiar to my own. Most had other challenges, such as families and jobs 

that prevented them from studying full-time, or even from fmding t h e  to 

commute to the campus for evening courses. The convenience of extension ensured 

that there was not a large sacrifice of t h e  from farnily and community. It was also 
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a "second chance" for those who attended University years ago, but due to 

marnage, financial constraints, or Iack of interest, had dropped out. Others were 

unable to attend University when they were young. 

People who may be intimidatecl by the university campus itself often 

appreciate the opportunity to take courses in their own community (Wilkinson and 

Heyworth 1985). Classes offered in a local school or community college escape 

the trappings of the "ivory tower", and help break d o m  the University's mystique. 

Several students 1 know admitted feeling a bit overwhelrned by the campus and 

were reluctant to go to the university library. Some felt self conscious about their 

age-that they were too old to be there. They wanted to feel like they were part of 

the University "family ", but often did not feel like they had been extended such an 

invitation on campus. 

Robinson (1994) notes the reticence among the mal women she interviewed 

to relocate to an urban centre to pursue smdies. Many of the women Campbell 

(1994) interviewed suffered low self-esteem due to years at home away from an 

educational setting or due to lack of educational success when they were young. 

Knights (1995) cites a study of women attending a college in Australia who were 

driven by a lifelong desire to retum to school. They sought to redress past 

educational barriers. "Often this ambition was related to the feeling that they had 

not been given a chance to Mfil their intellectual potential at school" (Knights 
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1995 :22 1). Much research has been produced exposing institutional barriers that 

have limitai wornen's academic potential in the past (Culley and Portuges 1985, 

Spender 1981). I can see that programmes such as the one Knights describes 

provide important oppomuiities for older women who have suffered educatiod 

discrimination. While Campbell's interviewees did rnake the leap into a full-time 

programme, 1 suspect many others would find such a move too much of a risk. A 

part-tirne route provides an opportunity to explore options and check out different 

disciplines before committing to a programme. It was not until 1 had acquired 

several credits that the prospect of earning a degree appeared to be a tangible goal. 

Students enrolled in credit courses may or may not be working toward a 

degree, but they like the idea of having a stnictured leamhg environment that 

challenges them and rewards them for their efforts (P. Campbell 1994). Taking a 

University course provides legitimacy to this endeavour, and opens the door for the 

future pursuit of a degree when the opportunity arises. When 1 enrolled in my first 

university course, 1 had little idea that 1 wodd eventually graduate with more than 

one degree. While most of the married classrnates 1 kmw had supportive families, 

many women are less fortunate. Knights (1995) identifies the lack of family 

support as a major barrier women returning to school face, padcularly among 

lower class women. This lack of support is compounded by the women's own 
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feelings of guilt about doing something for themselves. Women who are in 

situations of domestic abuse have few opportunities to escape if they lack the 

education needed to secure a job. There are many stories of husbands sabotaging 

women's efforts to leam. 1 recall a letter in the University of Waterloo distance 

programme newsletter in which a woman described the abuse she endured, and the 

actions her husband took to impede her progress, such as burning her books and 

assignments. She W y  left him and graduated, thanking the university's distance 

programme for providing her with an escape route. Such stones serve as a vivid 

reminder that people seeking the oppominities provided by continuing education 

are not al1 simply seeking recreation or professional upgrading. 

Bowl (1992) believes that it is crucial for the university to provide access 

to university education to those who were denied such oppominities in youth, due 

to such constraints as poverty, war and gender role stereotypes. By enrollhg in 

university courses as "mature students" they have a chance to grasp oppominities 

that were denied them in their youth. For some, it is a testing ground to see if they 

have the ability to study at the university level. The emphasis is on personal 

development to rebuild confidence in their intellect. It dispels the myth that 

University is beyond the grasp of the average person. Continuhg education takes 

the high value people place on leaming and extends it beyond the domain of youth. 



The Intrinsîc Value of Learning 

Many people enroll in continuhg education courses sirnply because a 

particular course interests them, or they feel the need to challenge themselves 

intellectually. I used to downplay the intrinsic value of leamhg in my work 

because 1 fwred that it would reinforce the belief that this is just a leisure activity 

for the middle class "bored housewife". But if 1 am arguing that there is more to 

learning than economic value, this point must be considered and vaiidated. 

The driving force behind continuing and distance education programmes in 

the 1950s and 60s was to bring the diversity of liberal arts University programmes 

to people in the community who could not go to the university (Elias and M e m m  

1995). Calls to make university education more directly relevant to the job market 

challenge this diversity, as  will be discussed further in Chapter 4. A central 

motivation to continuing programmes such as the one 1 attended is the belief that 

the university has something to offer tu people outside its traditional clientele. This 

mirrors mainsiream liberal arts education that attempts to expose young minds to 

a wide range of disciplines for intellectual and cultural development. 

I was always amazed at the broad course selection offered through the 

University of Waterloo's correspondence programme-that they would believe 

strongly enough in this Liberd arts ideal to develop such a wide range of courses. 

Thus, a woman on a farm in Nova Scotia could leam about pdaeontology, Latin 
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and early music history. One of my most cherished courses was that history of 

early music, and 1 still recall the strong sense of achievement 1 felt. 1 spent hours 

studying the texts and tapes, and it was one of my highest grades as an 

undergraduate. WU knowing how to read Gregorian plainchant notation ever help 

me in finding a job? Not Iikely, but this is, for me, a very personal example of the 

intrinsic value of such educationd opportunities. The women Campbell (1994) 

interviewed May initially see university as something to get through, but often the 

personal development they experience once emolled is as important as any job 

training they receive. They see this as a time to do someiliing for themselves 

instead of continudly setting aside their own goals to support others. 

During my years at extension, there were a few elderly women who 

completed degrees. They were greauy admired by the rest of us for pushing 

themselves to work so hard for a purely personal reward. When 1 spoke of these 

women to people not involved in extension, some would ask why were they 

bothering, or worse, accuse them of being intellechial show offs-if there is no 

obvious job-related reason for getting a degree, then their motives were suspect. 

One woman 1 interviewed told me she faced such suspicious attitudes, adding, 

"they think you are nuts." When people wonder why the older women are doing 
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it, she responds, "1 lmow what these people are about. It is stimulating, active. "' 
Among the women 1 have spoken with, the potentid benefit for their 

families is defineci as an important aspect of their educational experience. They see 

this primarily as something for themselves, but are quick to identiw the positive 

effects for their families. One married woman joked that when she graduates her 

husband should get a degree too since she shared with him all that she learned in 

her classes. Another woman hoped she was a good role mode1 to her children, to 

show them study s u s ,  and that they have a range of educational options if they, 

like herself, are not ready for university at 18. This was expressed by one woman 

interviewed by Campbell, who said that she enjoys doing homework together with 

her daughter-sharing this expenence is bringing them closer together. 

1 recognize and stmggle with the fact that there is a class bias evident when 

promoting the intrinsic value of leaniing. University education is still seen as a 

status symbol. There is a middle class expectation of attending university. Also, 

one needs an income secure enough to pay for the tuition. Among those in the 

lower class, where university is held in high esteem, it is seen as a ticket out of 

low wages and hard labour. Others view it as yet another trapping of privilege 

from which they are excluded. 

'Extension student interviewed during my undergraduate 
analysis of this research, see Irving (1992). 

research. For a fufler 



Still only a small proportion of the population has access to higher 
education.. .Class remallis important in shaping disadvantage but the 
conventional educational routes also severely disadvantage women 
(Spender and Sarah, 1988) and black people. Nor must we forget 
order people, lost to higher and secondary education for a host of 
historical reasons: family poverty , war, poor teaching practices , 
limited gender-based expectation, and so on. If we really believe in 
equal opportunities viewed throughout the life cycle, theirs is a 
compeIling case for compensation for exper-iences not avaiiable to 
them when younger. (Bowl l992:2Ol). 

Bowl cites the past emphasis of extension programmes whose "focus was 

on bringing the university's knowledge to the service of the wider community" 

(1992:200). He believes that this is still an important objective. Adult education 

programmes working with more marginaiized groups, tend not to focus on the 

traditional allure of liberal arts but have a community development approach that 

tries to help people work together to solve problems at the local level. The 

cornpetitive academic model of grades, prestige and scholarships is often not 

effective in this context. Also, people see through the ruse of retraining for jobs 

that don? exist in their communities-training that puts people in competition with 

each other. Thus, I would suggest an education model that puts people in 

competition with each other would not be beneficial to the comrnunity. 

Establishment adult education has been criticized for the " entrenched 

individualism of addt education philosophies which emphasize selfairectedness 

or the individual growth of isolated learners who strategically organize or 
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'manage' their own l e d g  within the confines of their own privately determineci 

goals " (Hart 1992: 12- 13). Thus, strategies that hamess the individual enthusiasm 

for leaming within a community development mode1 locate that individual in a 

context that can be most effective. 

DISCOVERING DICHOTOMIES 

In this section, 1 wiil highlight the main dichotomies 1 have identified in the 

adult education literature and fkom the "disjunctures" 1 have experienced in 

continuing education. These dichotomies, 1 believe, result from the essentialized 

defdtions of nonmainstream students and continuing educations programmes as 

"otber". They are recognized primarily in terms of how they differ from the 

mainstream clientele and programming offered in universities , reinforcing 

rnisinformed stereotypes that contribute to the devaluation of nonrnainstream 

students and programmes. Further, the sometimes arbitrary distinction between 

mainstream and nonmainstrearn c m  hide sirnilarities. A problem in a 

nonmainStream programme may be a manifestation of a larger structural problem 

wirhin the University. 



Student as "Other" 

When 1 shifted fiom a part-time to a full-time programme on campus, 1 

discovered the fidl extent of "othemess" continuing and adult students experience 

in the mainstream university . Here, 1 regularly confronteci mainstream assumptions 

about what extension was. 1 could easily have been made to feel that my part-time 

degree was something to hide-that I had not received a "real" university education 

because 1 was off-campus. On the contrary it made me even more determineci to 

state my educational background to anyone who would listen. It has been important 

for me to show that extension students can make it to graduate school. 

The extension courses 1 attended usually had a class size ranging from 

twelve to twenty students, which facilitateci class discussion and helped to create 

a sense of camaraderie among the students. 1 liked the intelIecnial stimulation that 

the night courses provided. I was introduced to new fields of study that 1 shared 

with a small group of students with whom 1 becarne good friends over the years. 

1 disliked high school intensely with its dull curriculum and ngid framework that 

primarily rewarded conformity. In these university courses, I was thrilled to 

discover a setthg where learning could be challenging and exciting. 1 had fmally 

found an educational niche. Unfortunately, while there was a value attributed to 

providing programming to students in the cornmunity, there was a prevailing 

insinuation that it was second best to on-campus education. 
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When I began full-tirne studies on campus, 1 realized my socialization as an 

adult student had not prepared me to be among younger undergraduates who had 

a distinctly different view of the education process than 1 had acquired. As an adult 

student in the full-the context, I expected to be treated with the respect 1 had been 

accorded as a young student in the adult context, where 1 had been treated as an 

adult dong with the other students. Instead, 1 returned to the hierarchical realm, 

that recalled some of my fnistrations with hi@ school. 

Pedagogically , I felt 1 was beîter off in extension than on campus where I 

was now supposed to be enjoying the "real" university educational experience. By 

enrolling in two or three courses per year, 1 had tirne to delve into the matenal 

much more thoroughly than if 1 were working under a full course load. I 

discovered how much of a difference this made when 1 did go full tirne and 

attempted to put as much effort into each course as 1 had when 1 was a part-timer. 

Thus the assumption that part-time students are less senous than full-timers or that 

it is easier was a sore spot for me. One student 1 spoke with felt uncornfortable 

telhg the professor she had enrolled in the class for personal interest, fearing that 

she would not be taken as seriously as the "degree hound". In contrast, I would 

feel self conscious if 1 said 1 was there because it was a required credit-that 1 was 

not there for the pure benefit of learning what that professor had to offer. These 

conflicting feelings, 1 think, reflect the many ways we feel self conscious and 
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internalize the belief that we are not as serious as the mythical "real" students on 

campus. 1 have had to confront my own contradictory feelings in my earlier 

research on this topic by implicitly devaluing the "hobby" student at the same t h e  

as placing them higher because of their "puren cornmitment to learning. 

The main purpose of continuhg education is to provide university 

opportunities to nonmainsiream students. However, there is a dichotomy 

surrounding the students' location in the framework as the central focus of 

continuing education programmes, yet marginalized by the university as a whole. 

These students often experience a puzzling disjuncture when they try to understand 

the gap between the philosophical cornmitment expressed by the university for 

continuing education, and the experiences they face when confionthg 

administrative regdations and restrictions. 1 believe the margioalisation of the 

nonmainstrearn student is linked with the lack of credibility of adult and continuing 

education as a whole in the university. 

Recognizing the di fferent needs of this clientele helps identify how standard 

policies may be inadequate for nontraditional students, thus promoting the 

provision of supplementary service. However, the presence of appropriate services 

and programmes for those who do not fit in the "mainstream" is often used to 

discredit nonmainstream students and programmes. Sadly, "different" is often also 

equated with " iderior" -the very strategies developed to assist adult students (such 
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as altering entrance requirements for mature students), may be interpreted by 

others as " evidencen of their inferiority . W ithin the academy , attitudes regarding 

academic excellence and meritocracy imply that removing barriers to access 

decreases overail excellence by letting in people who do not deserve to be there. 

This is evident in the backlash against affinnative action when it is argued that 

underqualified people gain educational or employment opportunities merely to 

fulfïi a quota. This attitude does not consider who is defining excellence, or how 

this d e f ~ t i o n  excludes people due to prejudice rather than lack of abiIity. Perhaps 

the mixed messages nonmainstream students receive result from confusion within 

the university regarding its mission and its own defuiitions of quality. 

If a university education is a prerequisite for job secwity, then we need to 

enable more people to achieve this goal. However, this works at cross purposes 

with the attitude that by increasing access quality is diminished. Students are left 

to wonder what kind of education they are receiving, and how it will be valued by 

others. Students feel the effects of the attitudes that they are getting an education 

that is "second-rate" . 

Women students as "other" 

There is a disturbing disjuncture evident in much adult education literature 

regarding the representation of women. By my own calculations of attendance rates 
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at extension courses and by the calculations of others (Rice and Meyer 1989, 

Copland 1988) women normally comprise the majority of part-time leamers. This 

is not the case in adult education literature. When 1 researched my undergraduate 

thesis, 1 was puzzled that there was so little materid dealing primarily with women 

students or feminist teaching methods in continuhg education. Edith Smith (1 992) 

clearly quantifies this absence through ber survey of a wide range of adult 

education journals . 

In surveys of the history of adult education in North America and Bntain, 

women are rarely, if ever, recognized for their contributions to the field. 1 recently 

browsed through the tables of contents of old editions of the Arnerican Association 

for Adult and Continuhg Education handbooks that have been published every 

decade since the 1920s. These handbooks represent a wide cross-section of adult 

education research at the time of publication. 1 can see that from the start, women 

were indeed involved in adult education research. In the early editions, men's 

contributions of material in these handbooks outnumbered women's three to one, 

By the 1940s, this gap had narrowed to two to one. The edition of the 1960s' 

however, showed a startling regression in which men's contributions were 

overrepresented by a s tagge~g  eight to one. We have leamed much from the 

research conducted to identiQ the consequences of the bias against women in the 

rnainstream University (Lewis and Simon 1985, D.E. Smith 1987, Banne j i  1991). 
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As Edith Smith (1992) asserts, it is high the adult education examined the 

comequences of this imbalance. 

Student supwrt services (or lack thereofl 

Since nonmainstream students are not the primary clientele of most 

universities, support structures for these students often fa11 short of students' 

needs. 1 found that a major problem with being in extension was that we often 

were not known to the department of our choice, beyond the one or two professors 

who offered extension courses. I could see the consequemes of this when 1 faced 

administrative problems over which 1 had to elicit departmental support. Had 1 not 

taken a course on campus, 1 would not have been recmited for the honours 

programme. 1 would not have even known it was a possibility for me. This reflects 

the lack of counselling services-both academic and personal-and administrative 

support for many extension students. 

CAUCE (1991) cites the profit motive mentality as one reason for this 

neglect. If continuing education is seen to be nothing more than a money-maker 

that supplements traditional programmes, emphasis is placed on getting away with 

as little as possible in tems of service. CAUCE notes, "The general attitude 

continues to be to fit the part-time leamer into the system, not the converse" 

(1991 :49), citing problems such as difficulties in transferring credits despite high 
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mobility of people today and the lack of services outside of regular office hours. 

Primary contact is with part-time faculty who are as marginalized as the shidents. 

Limited course selection and time slots, lack of financial support to students and 

minimal graduate programme options are other problems these students confront. 

"At some universities, part time students are asked to pay more for courses and, 

at many, are given very little academic recognition" (CAUCE 1991 50) .  If 

nonmainstream students are not offered supports similar to those mainstream 

students receive to help them through university, then the challenges are even 

higher for nonrnainstream students to succeed. This, despi te the prevailing attitude 

that continuing and extension courses are somehow easier or less rigorous than on- 

campus courses. 

CAUCE (1991) notes the lack of involvement between full-time faculty and 

part-time students, in that responsibility for teaching continuing education courses 

normally is held by sessional instructors. While many of the night courses 1 

attended were taught by full-the faculty, one of my best learning experiences in 

extension was with a sessional instructor-a course in English literature that 1 still 

recall fondly due to the teacher's pedagogical ski11 and respect for the students. 1 

am deeply concemed about the CAUCE bnefs negative assumptions about 

sessionals. I fear it reinforces the stereotype that part-time programmes are indeed 

inferior because they are often taught by sessionals. This could justQ further 
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diminishing the value of the courses these students can choose From. Elsewhere, 

CAUCE makes accusations about academic snobbery, but 1 fear they succumb to 

it here themselves, by implying that sessional teachers are incompetent. However, 

the point that sessionals' position in the academy is marginal is a valid one. 1 

suggest the issue at hand has more to do with the exploitation of the sessionals 

than their teaching ability . 

A distresshg consecpence of structural marginalkation is that often students 

intemalize the othemess they confront. Some students 1 know have expressed 

reluctance to demand rights because adrninistratively they see themselves as a low 

pnonty to the university. They admit being hesitant to initiate contact with the 

dean or his assistant because they know these people are already very busy with 

the on-campus students. They may resent such a feeling, but it does silence them, 

since they do not want to "impose". This hesitation may also be exacerbated by 

feeling intimidated by the university which cm seem to be a monolith when you 

only know one or two professors and staff members. Where does one go with a 

problem? They rnay corne fiom lower class backgrounds in which univers@ 

education is realiy seen as a privilege. These students may not know what rights 

they have, accepting discriminatory policies as "just the way it is " . They rnay not 

redize that rules can suddenly bend if one makes a fuss. My entire part-the 

academic experience was achieved by requests for an "exception" to be made to 
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the mies that prevented me, as a part-time student, fiom following the path 1 

wanted to. Yet, these students argue that it is unfair that they be treated rnarginally 

when they pay the same tuition and have the same course requirements. They 

believe they should be treated equally or equitably. 

CAUCE argues, "In tenns of part-time leamers, there must be a significant 

attitude change away from characterizhg these individuals as ' l as  cornmitted' 

students. Not only must the discrinaination against part-time students be corrected, 

their needs and demands must receive a higher priority within the institutionN 

(1991:58). Barton identifies prejudice against the adult leamer as the main 

impediment to ensuring equality. Adults who go to school are assumed to be there 

for career advancement or to alleviate boredom: "Every reason except to get 

educated" (Barton 1982: 141). Such an attitude fdls far short of the ideal of 

prornoting "lifelong leaniing " as described earlier in this chapter. The emphasis 

shifts away from the "teachingn responsibility of the university, towards seeing it 

as a "public service" activity. In Chapter 4, 1 will explore the consequences of 

such a shift, in that it facilitates the move to a marketing approach to continuhg 

education rather than an academic commitment. The "othemess" students feel is 

not an isolated feeling of insecurity , but reflects assumptions that are linked to the 

devaluation of continuing education as a whole. 



There are different approaches a University may take when developing 

continuing education programmes. The "laissez-faire" model focuses on removing 

simple barriers like age requirements or parental consent. There is no institutional 

change involved. The "separatistn model sees adults as separate from the rest of 

student body. A small array of support services are offered to respond to obvious 

perceived differences . Finally , the "equity " model develops appropriate delivery 

systems, integrated curricula and faculty, and support services to address the 

diversity represented by their clientele (Copland 1988). 

Defining contiming education as a public service removes it from the work 

&ed out in the rest of the University. Despite the stated cornmitment of 

universities to offer continuing education, this cornmitment is often weak at the 

administrative level. The efforts of comfnitted staff and faculty who express their 

appreciation for working with adult students can be undermined by administrative 

apathy . Many of the problems that we complained about, as extension students, 

were caused by rather minor administrative restrictions which could have been 

easily rernedied. The fact that these problems were minor was what made them so 

frustrating. It would not have taken much effort on the part of the university to 

remedy them, if the wilI were there. Negative assumptions aIso make such 

programmes susceptible to cutbacks or reorganisation. If they are perceived to be 
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merely a second best to what the University normaily offers, then in times of f~cal  

restraint they face the threat of cutbacks, closure, or reorganisation to attract 

corporate interest as 1 will discuss in Chapter 4. 

In my experience, there was often little formal organisation or continuity 

in the course offerings of the academic departments. We were angered that we 

could not major in a discipline. Following the overall restnicturing of 

undergraduate programmes at St. F. X., part-the students did become eligible to 

apply for majors. However, there still was no academic assurance of course 

availabiiity that would enable us to do so. There was a lack of cornmitment to 

ensure the provision of a coherent course of studies. We quickly found out that it 

is not a matter of what you want to study but what you can get. We believed that 

Our passage through the system was facilitated not by the "system", but by the 

support of a handfbl of people working in Our interests to overcome structural 

barriers. Primarily, these were the extension officer who felt as marginalized as 

the rest of us, and the assistant to the deans who guided us through the 

administrative obstacles. We often expressed to each other how glad we were to 

have these people help us. 

Jevons (1987) is angered by the assumption that anything offered on campus 

is , by definition, superior to off-campus programmes. He describes a distance 

education programme at an Australian university in which the course materials 



82 

designed for distance courses were in high demand among students on-campus who 

found these materials to be more instructive than class lectures. Jevons argues that 

distance programmes are normally judged against an "ideal" of what on-campus 

learning shouid be. This approach fails to recognize that rnany on-campus students 

m u t  cope with tedious lectures, overcrowded classes and Iack of individual 

instruction. A few years ago at St.F.X. the general baccaiaureate degree 

programme was cancelled because students were passing through the university 

without ever developing a comection with a department. Recalling the cornplaint 

that part-time students are often not known to a department, the problem was 

partly due to discrimination against part-timers, but it was also symptomatic of 

shortcomings within the regular programme. It was just more noticeable for us 

because we were on the periphery. 

In the case Jevons describes, those who were able to see beyond the 

distance/on-campus dichotomy began to explore ways in which the innovations 

developed in the distance programme couid be integrated with on-campus studies. 

Jevons encourages us to avoid becorning entrenched in such defensive positions 

and focus instead on what each mode1 has to offer. We must constantly assess the 

standards by which continuing education programmes are being judged. 
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Outreach Versus Academic Excellence 

Part of the "othemess" experïenced by continuhg education arises from the 

dichotomy of outreach versus academic excellence. Through much of this century, 

there has been a tension between the historical cornmitment to comnunity 

development and academic credibility within the field of adult education. Despite 

these outreach efforts, adult education faced the opposing pull of legitimation in 

the acaderny which actually worked against developing educational p r o g r m e s  

that reflected the needs of the clientele. The interests of the students became 

secondary to the interests of academic credibility (Welton 1987). 

Work that is strongly focused on teaching practices like adult education, is 

devalued by universities that place primacy on research and see teaching as 

fulfilling a secondary role3. The Smith  Report (1991) acknowledges the historical 

and current devaluing of teaching in the academy. Research continues to be the 

primary determinant of faculty tenure and promotion. The Report acknowledges 

that excellent researchers who are adeqyate teachers excel in their careers far 

beyond excellent teachers with adequate research activity . The Report criticizes the 

30ne professor 1 had, was very explicit in d e f d g  an academic career primarily in 
terms of research and that teaching was a necessary evil to pay the bills-not an 
encouraging remark for a student to hear. This same professor later warned me against 
pursing graduate studies in education because my degree would be almost worthless if I 
wanted an academic weer  in a " real" discipline like sociology . 
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blatant inequity of tenure and promotion scales that are skewed to favour 

researchers over teachers. The Report cails for greater recognition of teaching 

excellence and for increased support for pedagogical research. Unfortunately , the 

Report undermines its own frndings by recommending that professors who identiq 

their preference for teaching excellence be given a heavier course load. This fails 

to recognize the labour intensity involved in effective pedagogical practice. 

Further, those who engage in pedagogical innovations would be unable to research 

and publish their pedagogical work if they were swamped with this heavier 

teaching load. Many adult educators work doggedly to interact actively with their 

clientele developing participatory learning models, but they are not spending much 

time justioing their academic credibility to the institution (WeIton 1987). If 

research opporhinities are denied, then the problem of credibility will not be 

overcome. 

The nontraditional students who are invited into the academy through the 

outreach commitment become alienated within by elitism. Adult education becomes 

the sole realrn of the University's commitment to the comrnunity and is effectively 

frozen out of the "real" work of the academy. In an attempt to make it more 

accepted academically and seen less as a "service", adult education has been 

engaged in a process of professionalisation, leading to activities that have more to 

do with academic career advancement than real support to the students. This has 
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been a controversial endeavour within adult education circles, as 1 have already 

described with the Antigonish Movement. 

SUMMARY 

In this chttpter, 1 have examined some of the foundationai concepts upon 

which adult and continuhg education programmes are based. My purpose for 

doing this has been to develop an understanding of my own experiences with 

continuing education, and to highlight the major limitations expenenced in these 

programmes. There is a prevailing assumption that many continuing education 

programmes need to be more responsive to the rapid changes we are now 

witnessing in our society. Many of the problems I have identified reflect old 

attitudes and assurnptions that have contributed to the persistent marg inalization of 

nonmainstream students and programmes. These people and programmes continue 

to be judged against an ideal image of mainstream university education that, some 

would argue, never really existed. Thus we see the development of dichotomies 

that contribute to restrictions and attitudes that affect the level of access to 

university education for nonrnainstream students, that dismiss the value of the 

work continuing education programmes carry out, and that challenge the 

importance of university outreach. 
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However, 1 continue to believe that if we challenge these dichotomies, there 

is much to be learned and retained from existing contiming education programmes 

in terms of their guiding vision and cornmitment to community involvement, while 

finding ways to gain respect within the University. In Chapter 4, I will argue that 

by focusing on the limitations of existing continuhg education programmes, those 

elements tbat do have great potential are overlooked, leading to the redesign of 

programmes that reflect more the interests and biases of the designers than the 

interests of the students they intend to attract. Many of the problerns 1 have 

identifieci in this chapter are not addressed in the human resource mode1 that 1 will 

now descnbe. 



CHAPTER 4: STUDENT AS HUMAIS RESOURCE 

Now we are enmeshed in the glory of a new ail-powemil clockmaker 
god-the marketplace and its sidekick, technology. 

- John Ralston Sad 

In this chapter, 1 will examine and critique the construction of students in 

the context of "human resource" developrnent. The university is being called upon 

by government and the private sector to take a more active role in training the 

skilled labour force needed to prornote Canada's global competitiveness (S.L. 

Smith 1 99 1, NSCHE 1 994). Universities are criticized for not adopting a more 

market-driven approach to ensure their economic sustainability. There are a 

growing number of critiques of this corporate agenda in the university and in adult 

education. Among these, Newson and Buchbinder (1988, 1990, 1991) figure 

prominently . They examine the treatment of knowledge as a commodity and the 

effect this has on the work done in the university. 

Nonmainstream programmes, as 1 will argue, are identified as key sectors 

of corporate-university cooperation due to continuing education departments' 

capacity to design and offer specialized training courses that could provide much 

needed revenue to universities (S.L Smith 1991, Camevale 1992). In my 

exarnination of the corporate agenda's effect on continuing education programmes, 

1 wül focus on who is defined as the "student" by the institutions involved in the 
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process of designhg programmes in the interats of capital. Newson and 

Buchbinder's work can be instructive here as, al1 too often, the corporations are 

pegged simplistically as "the bad guys" in critical education literature, without an 

examination of the more complex institutional relations involved. Why univers ities 

are responding readily to corporate interests is a key issue to be addresseci. 

Continuhg education programmes are particularly susceptible to corporatist 

influences due to their perceived inadequacies. Some of these real and imagined 

shortcomings having been outlined in Chapter 3. If this assurnption of inefficiency 

persists then they can easily be restructureci to respond to a corporate desire to 

invest in "human capital" (Riel m e r  1994:339), where economic interests of 

efficiency take precedence over programme effectiveness in the interests of 

students. What processes exist to reduce any education that is not job-oriented to 

a leisure activity? 1 will argue that the problems identified in Chapter 3 are not 

dealt with here in ways that are advantageous to students. 

Much of what 1 valued in traditional continuhg education would not appear 

to have an economic value-collegial community, a chance to build confidence, and 

the personal value of learning. Nor is it the vision of extension departments active 

in comxnunity devetopment and social change. Liberatory education objectives have 

no room in a mode1 that perceives education merely as a tool for retrauling an 

underskilled worHorce. Corporatist models of learning can endanger people's 
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abiiity to critique their work lives (Hart 1992). Many adult educators are mistratecl 

by the pressures they are facing, and are beginning to recognize the need for a 

reflexive analysis of their field to formulate an effective challenge (Welton 1987, 

Cruikshank 1996). Such a challenge is providing community-based alternatives to 

the cornpetitive, individudistic model espouseci by corporatisrn. 

This chapter is organised into four main sections. First, I will provide 

background on the corporate agenda. This term means more than a direct response 

by university to private sector clients, it reflects a wider ideology shared by the 

ruling institutions (Smith 1987) that increasingly define our work, education and 

lives in economic terms (Cruikshank 1997). 1 describe the effects of the corporate 

agenda on universities and continuing education programmes. 1 focus on 

corporatism because it is viewed to be desirable in continuhg education. Key 

dichotomies evident here include, short term versus long term programming, and 

liberal acadernic versus vocational curriculum. Further, 1 argue that this model 

produces a "revolving door" situation, in that students fmd the knowledge they 

receive is quickly outdated. Finally I wili summarize the arguments of those who 

are resis ting this individualis tic, competitive, market-driven approach to education. 

It is widely recognized that the status quo is not an option, thus creative 

alternatives need to be presented to challenge the dominant corporate model. 



ECONOlMICS OF EDUCATION 

The Corporate Agenda in Our Society1 

Since the early 1980s, we have witnessed a shift towards the political right 

wing in terms of economic and social policy, resulting in substantial government 

funding cutbacks to many social programmes. Briton (1996) provides an analysis 

of the "new right" attack on Our social service system to make it conform to the 

market ideology. This ideology daims that social services are b a t  maintainecl by 

the private sector that will allow them to adjust to free market forces, rather than 

being amficially regulated by the state. According to Briton, those arnong the 

"new right" identify issues they see as problematic in society and provide solutions 

that reflect their ideology . Beyond economic policy , this includes atîacks on the 

provision of services and rights to discriminated populations ranging from women 

and aboriginal peoples, to gays, lesbians and immigrants, because such "special 

privileges" restrict the process of competition for individual success. They clairn 

govemment social programmes and protective legislation interfere with the 

"naturai" flow of the market economy . "These business nilers, currently facing the 

instability of extreme international debt and related Third World unrest, are 

' This is a brief ovewiew to provide a context to changes in the academy. For a 
more thorough critique of this trend, 1 recommend Hart (1992), Menzies (1996), 
Noble (1995) and S a d  (1995). 



responding with unrelenting promotion of a global, corporate-controlled 'free 

trade' economy " (Bronson 1991 :67). 

It is ironic that the market is portrayed as having a life of its own that must 

not be fettered by government interference, yet the cultural diversity that has 

evolved dong the way is seen a s  unnatural, recphhg an artificial regdation of the 

people to ensure the naîural progression of the market. The "new right" believes 

the self indulgence of the modem era, not right-wing economic policy, is the real 

culprit behind the social dislocation experienced today (Briton 1996). 

This scenario can be bewildering for ordinary citizens. At the same time as 

people in many regions of the country experience increasing rates of chronic 

unempioyment, the media reports on the prosperity of the Canadian economy as 

evidenced by the booming stock market and record bank profits. Menzies, 

identifjhg the growing sense of alienation between people and the economy that 

determines their security , States: 

The new economy promises to be less and less o w  economy- 
sustainhg us al1 with jobs, livelihoods, leisure, and opportunities to 
participate, and simply a chance to live at peace with ourselves, our 
families, friends, and neighbours-because it is not grounded in the 
social environment of human communities, let alone the naturd 
environment, with a finite sense of time and space. It is grounded 
instead in an entirely simdated environment: that of the corporate 
systems economy dnven by global stock and bond markets and their 
constant appetite for profit margins (1996: 13). 
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The corporate agenda does not just involve corporations. Saul (1995) cites 

a number of examples of how goverment has adopted the corporate ideology and 

language. The very notion of democracy is increasingly fiamed in economic 

tenninology. Saul quotes a 1995 Canadian goverment foreign policy paper that 

States, "human rights tend to be best protected by those societies that are open to 

trade, financial fi ows, population movements, information and ideas about freedom 

and human dignity " (Saul l9%:60). Saul believes it is telling that "freedom" is 

tagged near the bottom of the List, as several dictatorships Mfil the first three 

critena. Further, "freedom" has corne to mean little more than the "absence of 

economic constraintn, while "equality " is interpreted as promoting the opportunity 

to compete @riton 1996:35). 

To ensure that the corporatist climate is reflected throughout all sectors of 

society , corporations defme their needs and priorities to other institutions within 

the ruling apparatus. Because of the wealth at stake, other institutions are 

increasingly eager to respond to their concerns quickly. Education is no exception. 

Human Resource Development 

The phrase "human resource" reflects the concem 1 have with corporatist 

infiuences in education. 1 think it is necessary to consider the implications of a 

term that has slid so easily into the language of the 90s. It has even been 
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formalized in the name for the federal government department that administers 

unemployment benefits and coordinates retraining- "Human Resources and 

Development Canada". In economic terms, the word "resource" refers to anything 

that has the potential to be exploited for profit, such as forests, fish or c d .  In this 

model, humans only exist within the context of profitability. Proponents of a 

market-driven perspective on education are quite explicit in theû descriptions of 

people in economic terms. For example: "human resource inputs are shown to be 

consistently more important than capital.. .Our economic growth and productivity 

are becoming ever more dependent on human resources . " (Carnevale l992:49). 

David Smith echoes rny own fears regarding the implications for education: 

"Establishment adult education speaks of human resource 
development in the same impersonal way engineers speak of water 
resource development or mineral resource development . . .The 
technocratie jargon disguises that development regularly works out 
as exploitation" (1995:74). 

Grades and certificates are viewed in terms of how they can add value to this 

human resource. 

This is not a new concept. Economic theories regarding "human capital" 

have for some t h e  calculated the costs and benefits of educational investments in 

human resources to maximize employee productivity (Schultz 197 1, Calzavera 

1988). As I have stated, 1 do not hide the fact that I am deeply troubled by 
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defining human lives in terms of economic profit. Schultz criticizes those of us 

who share what he calls an "irrational moral queasiness" because people benefit 

by enjoying greater employment opportunities and higher wages through an 

efficient investment of human resource potential (197 1 :4). However, Onimode 

(1985) argues that in the real labour market the value of labour is more dependent 

upon the availability or scarcity of workers than the value of the individual's 

ability. In criticizing current practices of human resource development, Newman 

charges, "even a cursory examination of the literature on human resource 

development will show that those doing the thinking about training on behalf of 

management still regard workers as functions and not people, as anonymous uni& 

that go together to make up one particular kind of resource that is there to be 

calculatedly exploited dong with the other, less animate resources " (1994:90-9 1). 

Noble (1995) argues that resistance movements during the Industrial 

Revolution contributed to the eventual rise of the modern labour movement and 

progressive social legislation protecting workers' rights. However, the current 

predominance of market forces and erosion of social programmes is now undokg 

much of that progress labour has achieved in the past cenniry. One explmation for 

the lack of resistance to this technological revolution in cornparison with the p s t ,  

is that people tend not to challenge the argument that restructuring is necessary to 

ensure competitiveness (Noble 1995). Thus, people get caught in dichotomized 
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thinking patterns. Those who argue against a change designed to improve 

economic wrnpetitiveness, are invariably accused of hindering progress and the 

competitive advantage needed to succeed. Collaborative models are not widely 

presented as an alternative to competitive models. Now, the language of 

cornpetition is gaining wider prominence in the educational r e m .  

TRAINING ElüMAN CAPITAL 

The University Context 

Budget cutbacks are placing increased pressures on the university to become 

more economically self-sufficient, thus administrators are looking for opportunities 

for the university to generate income by attracting support From the private sector 

(Newson and Buchbinder 1989). The Corporate Higher Education Forum brings 

together corporate executives and university presidents to work towards increased 

integration of corporate and University interests . (Newson and Buchbinder 1990). 

The university is redefining its pnorities to provide the research and workforce 

needed by the private sector to ensure a competitive edge intemationally (Newson 

and Buchbinder 1989, S. Smith 1991). 

The emphasis on business interests within the academy has been called the 

"new agenda" by Newson and Buchbinder. "The 'new agenda' encourages 

university support of technological change and private sector development as the 
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dominant guiding vision of future higher education policy" (Newson and 

Buchbinder 1990:355). This is not just a two-way dialogue between university 

administrations and big business. These changes reflect the intersection of 

university, business and government policy mong other "outside parties" such as 

granting agencies (Newson & Buchbinder 1990). This, 1 think, is an important 

point in the context of Dorothy Smith's (1987) concept of the "relations of mling" 

in which institutions work with each other for their muhial interests. When 1 speak 

of a corporate agenda, 1 am not only describing direct private sector involvement 

in universities, but of an economic ideology that spans sectors in our society . 

Despite this intersection of institutions, the university still likes to think (or 

promote the image) that it stands alone, protected by "academic freedom". Yet, 

there is growing doubt about this autonomy: " W e  the universities ought to be 

centres of active independent public criticism, they tend instead to sit prudently 

under the protective veils of their own corporations.. .The universities, which ought 

to embody humanism, are instead obsessed by aligning themselves with specific 

market forces" (Saul 1995:70). 

The corporate agenda clairns to be assisting in the rnodernization of an 

outdated institution. The developrnent of a wide array of liberal programmes 

d&g the expansion of the 1950s and 1960s reflected a democratization process 

that, critics argue, undermined the university's academic credibility (Newson and 
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Buchbinder 1988). Further, expansion was supported by substantial levels of 

government fiinding. As funding has declined, the resources needed to maintain 

former levels of diversity of research and teaching have diminished. The university 

has been called upon to re-examine its role in light of these economic constraints 

and the types of programmes that are desireci in the current educational 

marketplace. 

Universities are often criticized for not adecpately producing the skilied 

labour force that the private sector demands (Jarvis 1985, Hart 1992), to ensure 

economic competitiveness . Edwards states, " A gap is perceived to have developed 

between the personnel needs of the labour market and the skills people require to 

enterhemain in that market. Bridging that gap has become a signifcant policy 

issue, in order that economic competitiveness within the global economy can be 

sustained" (1992:56). Hay and Basran refer to human capital theory when they 

explain how investment in this sector is believed to ensure national economic 

growth. This theory "focuses primarily on the economic benefits of increased 

investment in the area of education" (Hay and Basran 1991:36). Resource 

allocation to education is being calculated primady in terms of the potentid 

economic payback training provides. 

Hart (1992) states that in such an economic model, the goals of society and 

economy are believed to be one and the same. The university is seen to be f d h g  
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behind in this shift. Thus, more private sector involvement is promoted to bring 

the university in line with "society " . The fact that there are other elements in the 

rnakeup of "society" than economics is overlooked. There is political value in 

emphasizing retraining needs-if lack of skills is seen to be the problem, then the 

focus is placed on specific skius training instead of asking why the society is 

rnoving in a direction that is making so many people obsolete. Such an emphasis 

thwarts social analysis and critique. 

Ensuring diversity within the workforce-including women, ethnic 

minorities, immigrants-is potentially seen to be a threat to competitiveness, 

because of the extra resources that are required to give these disadvantaged groups 

the opportunities they may need to be employed, such as improved access to 

education and affirmative action programmes (Hart 1992). This attitude ignores 

any sense of obligation to address the interests of all sectors of society. It also 

ignores the high level of education among women, by assuming it is their lack of 

qualifications that limit their advancement. Women are also perceived to be less 

capable at succeeding in science and technology (S. Smith 1991). Thus women, 

older women in particular, are streamed away from the very training p r o g r m e s  

that govemment and the private sector promote as providing the best opportunities 

for employment security. Women who refuse to leave their communities, are seen 

as lacking the motivation needed to succeed (Robinson 1994). This assessrnent 
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ignores the very real reasons why these women are unwilling or unable to relocate. 

Retraining programmes in Newfoundland following the cullapse of the cod 

fishery have shown a lack of creativity in assisting women to find viable 

alternatives (Robinson 1994). Robinson found that employment counsellors decided 

what programmes were viable and what were not, and wornen were discouraged 

from applying for courses that did not have a clear ernployment goal as defuied by 

the govement. Thus, at issue is both what is taught and who has access to this 

education, and who is left out. Older people are not viewed as a good investment 

for training, especially women (Robinson 1994). They are not seen to have enough 

work years left in them to justify the "human capital" investment. 

The retraining described by Robinson (1994) did not seem to be in the 

students' interests, from their own perspective. Shanahan (1992) and Edwards 

(1992) both see the retraining emphasis as a ruse to hide the real reasons for high 

unemployment. Rather than an undereducated population, it is economic policies 

and the "downsizing" of Canada's civil service and industrial sectors which have 

created chronic unemployment. Govemment and the corporate sector are 

understandably tempted to blame unemployment upon the unemployed themselves. 

People are told that they must retrain to keep up with the changing economic 

conditions. The assumption is that more education will fTx current economic woes, 

both at an individual and national level. Hart (1992) notes that only 20% of the 
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unemployed lack employable skiils . Thus, "unemployed people and public 

providers of education and training have become the 'scapegoats' for what is 

essentially a failure of economic policy " (Edwards 19SQ:ST). As Overton's (1995) 

research on adult education policies in Newfoundland in the 1930s shows, casting 

such blame on the unemployed is not a new strategy. Overton contends that these 

adult education programmes acted as a form of social control reflecting 

governrnent interests and undermining attempts among the unemployed to organise 

in seeking financial assistance from the state. 

"Conventional education and training institutions are being cdled 
upon to salve problems they were not onginally designed to tackle 
and to do so with reduced f ~ c a l  capacity " (R. Muer l994:353). 

One of the most noticeable changes in universities over the past decade has 

been the change in the way universities are fimded. Govemrnent cutbacks have 

prompted increasing student and private sector contributions to University budgets. 

1 will now consider the implications of these changes. 

S tudent Contribution: 

The federal governent states that since the Second World War, there has 

been a steady growth of public hd ing  to post-secondary education, both through 

the establishment of research p t i n g  agencies iike NSERC and SSHRC, as weiI 
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as through transfer payments to the provinces (at rates caiculated in accordance 

with provincial populations). This fiinding now totals $8 billion mUitIly, one half 

of the system's cost (HRDC 1994). The govement sees its primary role in future 

educational policy as enhancing people's oppominities to improve their economic 

position. The government intends to move away fiom broad-based funding towards 

a "system of expanded student loans and restnictured grants to individuals" 

(HRDC 1994:62). Loan schemes replace govement responsibility to fund 

institutions directly, placing a heavier financial onus on the student. The 

government favours individual responsibility, stating that this structure encourages 

"muhial responsibility among Canadians for managing a greater share of their own 

social security " (HRDC 1994:63). 

The rationale presented by the government for altering student loans is that 

the restnictured loan programme will improve access to students by providing 

them with the fuiancial assistance they need to pay for their education. "Cleariy , 

it is politically appropriate to be demonstrating that access to the education system 

is open to everybody throughout their lives, so that an appearance of 

egalitarianism occurs" (Jarvis 1985 : 199, emphasis mine). However, Jarvis adds, 

"Those who are enabled to take advantage of educational provision are already the 

advantaged" (1 985 : 2 13). If government stresses the need for post-secondary 



102 

education, then it cannot admit that this goal is beyond the reach of large sectors 

of the population. 

1 will leave it to the economists to snidy the more intricate financial 

implications of this move, but as a student, 1 am extremely troubled by the shift 

from broad-based to individualized funding and substantially higher tuition fees. 

Despite govemment assurances that restructured loan programmes for students will 

not reduce access, 1 think it is telling that they suggest the use of RRSPs for 

education (HRDC 1994). This assumes that the potential student is already in a 

fuiancially secure enough position to have amassed enough RRSP equity to transfer 

to education. What are the long-term financial implications for middle-aged adults 

who spend their retirement savings on education at the same t h e  as they are told 

that they should bear more responsibility for their own retirement incorne, given 

the shalq status of the Canada Pension Plan? 

The Nova Scotia Council on Higher Education, in its "Green Paper" 

discussing proposed changes to universities in that province, identifies the 

increasing debt burden students face due to a combination of increased tuition, 

lower bursaries and limited availability of summer employrnent (NSCHE 1994). 

It fails to follow up on this by discussing its consequences for students' university 

access and participation. 
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The Federal Government uses the term "bootstrappersN to describe those 

workers who "are anxious to seize control of their econornic destinies through 

training or higher education" (HRDC 1994:60). This reinforces the meritocratic 

myth that people succeed primarily by "pulling themselves up by their bootstraps" , 

and those who do not succeed are those who lack this self-motivation. Jarvis 

asserts that educational participation is "not merely a matter of motive or intent by 

participants, but it is something that is clearly related to boih the individual's 

position in the social systern and also to his (sic) position in the life cyclet' 

(1985:209-210). When the "appearance of egalitarianism" is illusory , it makes 

matters even worse for people. Very real barriers to people's participation are 

obscured if the assumption prevails that it is simply a matter of will that 

determines one's ability to attend university. Those who are unable to participate 

face not only the economic disadvantage of lacking the education they need to 

secure better employment, but must endure the perpetuation of stereotypes that 

they do not succeed because they choose not to make the effort. Furthemore, 

other barriers to access are hidden if financial cost is seen to be the only 

determinant in a person's participation in educaîion. 

1 am also troubled by the assumption that financial cost is the best indicator 

of responsibility and cornmitment. Nome (in Hobson and Locke 1995) believes 

"there should be no doubt" that rising tuition costs will make shidents more 
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responsible for their studies and universities more accountable for the quality of 

education they provide. Nome implies that students are not currently taking their 

studies seriously-a very dismissive attitude to have towards students, in my 

opinion. He offers no data showing a Link between the level of responsibility 

among students and the tuition they pay. 1 would argue that the opposite may 

occur. If students are forced to carry a profoundly heavier debtload, they will be 

pressured into seeking more employment, thereby reducing the time available for 

study. The Smith Report notes that over 25% of full-time students in 1990 work 

10 to 30 hours or more per week (S.L. Smith 1991), but it does not follow up on 

the conseyences of this for their academic achievement. To be told that loan 

repayment rates will be adjusted relative to wages eamed when they do get a job, 

is small consolation when the interest is still accumulating on the loan, potentially 

limiting chances to get other loans and mortgages later. What about the adult 

student who may already have a heavy debt load through a mortgage, car Ioan, 

and children reaching university age? Those of affluent backgrounds who do not 

need shident loans, upon graduation can have a $20,000-$40 ,000 advantage- 

rnoney that could be invested in relocation, or a new business rather than paying 

off a student loan. 

As for Norrie's second point, that universities wili become more 

accountable to students, I confess 1 have my doubts. While it could be argued that 
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students gain more wntrol by exerthg their "purchasing powern to demand more 

student-friendly institutions, I doubt this will actually happen, in iight of the 

corporate influence Newson and Buchbinder cite (1988, 1990). The process of 

making universities more "efficient" has cent ra l id  their management structures. 

Administration has grown in size and influence while faculty have becorne 

marginalized in the decision making process (Newson and Buchbinder 1988). 

Centralkation of decision making rnakes universities less responsive to their 

marginal branches. In Nova Scotia, at the same time that government is 

withdrawing financial support. it c d s  for more direct govemment control over 

who is appointed to administrative boards in universities (St .F.X. Senate Ad Hoc 

Cornmittee 1994). This runs counter to the idea that govemment, by reducing 

funding, is withdrawing from direct control over universities. Extemal institutions 

like corporations and government are actually increasing their influence in 

universities, while most of those who are directly affected-educators, staff and 

students-are losing the levels of participation they once had. 

Having universities cornpete for students who will be responsible for a 

larger chunk of the institutions' budgets is supposed to promote higher quality 

programming to attract students. However, the trend so far has been tu strip down 

programmes to keep costs at a minimum; thus, we see the move towards cost- 

cutting measures such as more contract teaching positions, reduced support 
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services, and outdated learning resources. Universities see themselves increasingly 

in cornpetition with private sector educational institutes, whose raison d 'etre is to 

be profitable (Robinson 1994). However, private agencies are not subject to the 

same standards of quality control as public insîihitions. Robinson quotes women 

she interviewai who criticized private training prograrmes for their lack of 

support services, in contrat to the publicly funded community college that had 

counseilors to assist students with career, financial and personal concem. 

How can universities become more responsive to the concem of students? 

Where are the mechanisms in the decision making process that ensure a significant 

student representation within this administrative framework? Increasing tuition will 

not make students more vocal in their demands for a good education if their t h e  

is spent worrying about money. 

Cornorate Contribution: 

At the same tirne the government has cailed for increased research and 

development to enable Canada to grow economically, it has been cutting funding 

to the very institutions that Mfil this role-universities and their granting agencies. 

Private sector funding is rising to replace lost public funds, which in turn increases 

their influence on the types of research that are pursued (Newson and Buchbinder 

1988). An example is the enactment of the controversial dnig patent laws in the 
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late 1980s (Snider 1993). The government cooperated with pharmaceutical 

companies by giving them longer patent protection. In exchange, the companies 

would commit a percentage of their profits to research, thereby reducing the 

government's responsibility to fund University research. The problem with this is 

that the companies have more of a vested interest in what research gets done, and 

more importantly, what research does not get done. 

The Smith Report sees private sector research funding as a vital wmponent 

in ensuring the future health of universities, dismisshg fears that private-sector 

funding will bias research objectives and results. However, when the Report 

presents its recommendations for continuhg education, it explicitly encourages 

universities to respond to the "educational marketplace" by promoting short-tem 

"industry" courses that would attract corporate support. It is telling that it is in 

continuhg education where the marketplace idwlogy is most aggressively 

promoted. Elsewhere, the Report recommends the implementation of safeguards 

to ensure university autonomy, but with continuing educaîion no safeguards are 

suggested. It is significant that the Report tells universities to respond, irnplying 

the universities have no role in defning the educational marketplace in which they 

are so profoundly involved. 1 now want to examine more closely these effects in 

the context of continuing education. 



Redefining the Purpose OP Continuhg Education 

In most universities, extension departments and continuing education 

programmes have always been on the periphery (Welton 1987, D. Campbell 

1984). As marginal sectors of the university, extension programmes are highly 

susceptible to the cutbacks that are now plaguing universities (Barton 1982). 

Centralization of power restncts the oppominities of penpheral sectors to protect 

their interests at the administrative level. Continuing education programmes are 

often misunderstood in the maimtream sectors of the university partly because 

many adult educators focus on teaching more than research and collegial 

development within the academy (Welton 1987). 

With one foot located dong the penphery of the University and the 
other within the wider community, it is the CEU (continuing 
education unit) and continuing educators who provide a direct 
service-a goal of any university . However, being situated on this 
rnargin, it has a perceived and actud role of being less important 
within the mission of the university . It is unfortunate that this occurs 
because this 'front-line' aspect of an institution provides for many an 
opportunity for creative and innovative development (CAUCE 
1991:49). 

Continuing education departments have been targeted as prime sites for 

specific job retraining to improve their efficiency and profitability (S .  Smith 1991). 

This is based on the assumption that they currently are costly and inefficient, 

despite the fact that these programmes often are financially self-sustaining @. 
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Campbel1 1984, CAUCE 1991, Cniikshank l9Wb). Emphasizing profit generation 

limits these departments' ability to work at the grassroots level, since they must 

recover costs from clients (Cruikshank 1994b). In other words, those most in need 

of these services are also the least likely to be able to afTord them. So much for 

helping the "bootstrappers " . 

CAUCE (1991) disputes the claim that part-time students are more 

expensive than full-timers. While admission and registration costs may be higher, 

these shidents are often cheaper in terms of instruction since most are enrolled in 

evening courses taught by sessionals who are paid one-fifth the salary of a tenure- 

track professor teaching a daytime course (CAUCE 1991). There is very little in 

the way of support service provision, and the par-thne learner "is given lower 

institutional priority " because of the "quota game" : 

It sirnply does not look good to tell government and the public that 
you cannot take any more full-time students and then turn around 
and take a lot of part-time students because they can be taught 
cheaply on the periphery. Indeed, depending on how costs are 
allocated, it can be demonstrated that many universities actually 
generate a profit on their CEU programs at the margin (CAUCE 
199151). 

As full-time education becomes increasingly expensive, continuhg education 

will become even more important (CAUCE 1991). When I was studying through 

extension, part-time students couid not apply for student loans unless we were 

enrolled in three courses-a difficult feat for those with jobs and children. Further, 
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other forms of economic assistance for part-time students, such as gram and 

scholarships, are almost non-existent. I fear for the part-time students if tuition 

costs rise in accordance with the federal govenunent's proposed funding changes. 

The Smith Report acknowiedges that teaching ability overall is vastiy 

undervalued in universities . Consequentiy , administrations and rnainstream 

faculties are not always aware of what is happening in those programmes that are 

primarily engaged in teaching, reinforcing the assumption that they are ineffective- 

-a perpehiation of their definition as "othern. If they are not seen as really 

academic, it becomes easier to sel1 out such programmes--whether or not the 

"human resource" ideology is explicitly embraced within the departments. Recall 

my observations about sessional teachers in Chapter 3, that continuing education 

courses are often taught by sessionals with the implication being that this reduces 

quality. While I question the assumption that sessionals are, by definition, inferior 

teachers, it is significant that this perceived lack of quality is acceptable in 

continuing education. This loss is offset by the fact that sessionals can be paid low 

wages, and can easily be laid off. Sessionals have no power to challenge such 

decisions in a centralized power structure. 

Some would argue that it is tirne for a redefinition of these programmes' 

priorities . However, which direction these priorities take is critical. " Adult 

education has now become a profession and mut, by necessity, become more 
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entrepreneurid as it develops a business approach to program deliveryn (Hass 

1992:27). 1 cpestion this assumption that professionalisation must be 

entrepreneurid. As 1 noted in Chapter 3, professionalisation in adult education has 

in the past emphasized academic credibility. Thus the focus is shifting from 

research and collegial development to a private sector ethic of market 

development. The Nova Scotia Green Paper echoes the Smith Report's 

recommendation that continuhg education programmes becorne profit generators. 

The Green Paper promotes "modularization" of programmes that cm be marketed 

and fianchisecl (NSCHE 1994:lO). The emphasis is on the development of 

marketable packages, not on the development of cu,rricula and outreach strategies 

designed to enhance learning oppominities for nonmainstream students and 

programmes designed to reflect the interests of communities in which they work. 

Extension staff who once were comxnitted to socid justice and community 

development issues, "have been reduced to entrepreneurs who simply market 

courses to two major target groups: (a) business and industry, and @) anyone 

interested in self-improvement or recreation who can pay " (Cmikshank 1994a:37). 

Rising tuition costs are eroding the ability of many people to enroll in continuhg 

education courses. As individual students fa11 by the wayside, the corporate 

clientele will have even greater influence in programme design. The focus shifts 

from comrnunity-based learning to profit generation (Cniikshank 1994b). 
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Corporate Pedagogf 

So far, 1 have examineci the shift towards a corporate agenda and its impact 

upon contiming education progranimes and shidents. 1 will now examine more 

closely what this shift means to the curriculum and teaching practices within 

continuhg education. The key dichotomy here lies in defining the purpose of 

education as training workers versus educating critical thllikers. Many practices 

of corporate pedagogy perpetuate the problems of banking models of education. 

As 1 have stated, continuhg education programmes are seen as good sites 

for retraining the unemployed. Adult educators engaged in critical pedagogy have 

farther reaching goals than skilis training-they see their classes as opporhinities 

to empower people at the community (grassroots) level to identify and deal with 

problems collectively. Some argue that this vision of student-centred educaîion is 

some flalq relic of the sixties that has no place in today's cornpetitive marketplace 

(Nemiroff 1992). 

Bowl (1992), in describing the growing fiancial stress placed on adult 

education programmes over the last decade notes that supporters of a vocational 

approach are "inclined to see liberal adult education as confined to a leisure 

interest in arts and the humanities" (Bowl 1992: 199). The emphasis on liberal arts 
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education, as described in Chapter 3, is devalued here. To challenge this attitude, 

AUen (1996) cites student sunrey results that show there is a general agreement 

that a baccalaureate degree is a foundation for fuhue education. Ailen (1996) 

exposes the fallacy of the short-tem retraining logic by providing govenunent 

statistics that show low employment rates for graduates of such fast-track 

programmes. As Robinson (1994) notes in her interviews, women were dissuadeci 

from long-term programmes-the very programmes that could produce the best 

chances for economic security. 

1 don? think 1 ever saw my part-time degree as a ticket to a good job, but 

rather as a foundation toward more specialized education later on. In contrast to 

the short-term emphasis on job retraining, the extension students 1 have known are 

not looking for a quick fix to their economic situation. If they were, they would 

probably be looking somewhere else. Many of the people 1 spoke to over the years 

also saw their degree as a stepping stone to later specialized training in such fields 

as psychology, social work and education. Earning a liberal arts degree through 

extension enables them to build upon this base, so that they will be ready to enroll 

in a more advanced programme when the opportunity arises. Those with clear 

career goals recognize that such goals are not to be achieved overnight. 

Arts students in particular, often do not cite immediate job opportunifies as 

their main motivation for attending the programme they are in. However, 
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increasingiy people are trained to hilfîl roles in the economy, not to participate as 

citizens in society. "When establishment adult education sets out to educate for 

change, the purpose is to help people adjust to change, not make changes" (David 

Smith 1995:74). In other words, people are not educated in such a way that 

empowers them to work towards social transformation that is in their own best 

interests. Rather they are taught simply to adapt to changes irnposed upon them 

from the institutional level. Such training makes people fit into a structure that is 

actively alienating them. 

Within that framework, people become clerical or assembly-line 
workers; stripped of al l  identity and moral claim except that which 
relates to the ski11 needs (such as they are) of the new 
economy.. .what should be a debate between two moralities-one of 
people and human communities, the other of corporations and 
corporate economies-is silenced (Menzies 1996: 16). 

Hart (1992) fears that workers WU lose their ability to formulate an understanding 

of their socio-economic location, thus defusing organised labour activity . The focus 

on "employer and production needs" undermines the potential of "education to 

b ~ g  about change in the workplace and the wider social context" (Hellyer and 

Schulman l989:572). Opportunities for intellectual growth and analytical ability 

promoted in the traditional liberal education and critical models is lost. 

Guinsberg expresses his doubts regarding the quality of the education that 

is being peddled: 



Though even the crassest of university administrators in the 
executive suites hesitate to plunge the entire institution headlong into 
an industrial productivity mentality, one need look no further than 
the tendency at rnost of our institutions toward enlargecl class size, 
increased teaching loads, and reduced Wnting recpirements to 
recognize the illusory notion that we can employ fewer and fewer 
resources to turn out the same number of graduates. Sure we cm. 
What kindr of graduates wiIl emerge from this 'more efficient' f o m  
of education is, of course, quite another question (Guinsberg 
1996:68). 

In 1966 Maslow wamed against the objectives of efficiency, "that is, with 

implementing the greatest number of facts into the greatest possible number of 

children, with a minimum of the ,  expense and effort" (in Nemiroff l992:32). 

Over twenty five years later, Shanahan is even more blunt in arguing that 

education is now evaluated in terms of "retum on investment." The efficient 

provision of minimal education ensures maximum profit by "policy-makers . . . who 

can only think in tems of the immediate 'integration' of unemployed persons into 

'mainsueam society' , in the crudest economic and political way, by the rnost 

instrumental of means and at the cheapest cost" (Shanahan 1992:27). Students are 

streamed into programmes that will ensure their viability in the workforce. 

Curriculum is influenced by the dichotomy of provider and receiver. Ignoring the 

different backgrounds and needs of the students, emphasis is placed only on what 

they are perceived to have in cornmon-a lack of specific skills that would make 

them more attractive to employers . 
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Knowledge becornes a commodity (Bronson 1991). Courses are designeù 

to ensure speedy delivery of the educaîional product. A pedagogy of efficiency 

sees the potential of technology as a more cost-effective means of service provision 

than employhg qualified teachers (Cassin and Morgan 1992). 1 am reminded of 

a distance education techology demonstration 1 attended a few years ago. The 

person conducting the presentation ernphasized the revenue potential of the 

technology, through the sale of the programmes to companies and other service 

providers. At this point, I began to wonder whether the programmes were being 

designed primarily to attract buyers rather than finding the best design to meet 

students ' needs. 

1 am not arguing that we shouid turn our backs on the potential benefits of 

emerging information technologies to increase access to distance education 

oppominities for people who have no access to a campus. 1 do warn, however, 

that we must be extremely carefbl about how we use these tools. Lalita Ramdas, 

president of ICAE, reminded participants at Confhtea V that we should beware 

the "arrogance to think that information adds up to kn~wledge."~ Ushg 

technology in ways that simulate ineffective classroorn practices of instruction, is 

not an effective use of the technology's potential. Further, there is a growing 

'Oral presentation at the session, "New information technologies: a key for adult 
learning?" , Confintea V, Hamburg, July 16, 1997. 
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critical analysis among those working with marginalized groups, or who work in 

developing countnes, who are acutely aware of how the technology reflects the 

culture from which it was developed. Hart warns against the "glorification of 

technology " , reminding us to explore "the underlying social relutiom within whose 

context new technology was produced, and which this technology itself contains" 

(1992: 13). 

Whüe I am suspicious of some "module-type" training packages, not al1 pre- 

packaged or correspondence courses are pedagogically inferior to an ideal of on- 

campus leaming opportunities, as Jevons (1985) clearly reminds us. The resource 

materials that comprised the correspondence courses 1 took from the University of 

Waterloo were comprehensive and challenging. It was the combination of the 

material and the support services and instructor feedback that created a productive 

learning environment for me. Success ful programmes like Waterloo's, show that 

creative educational alternatives can be developed using a variety of media. My 

concem is that the intense amount of work required to develop such programmes 

may be deemed economically unfeasible if profitability is given precedence over 

pedagogical effectiveness. What is done with the technology is key. 

I was disheartened to read the federal goverment's attitude towards lifelong 

learning, as stated in their discussion paper outlining proposed changes to 
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employment insurance and education, entitled Improving Social Securitv in 

Canada. They see learning as, "funniunentally an individual task" (HRDC 

199458). This negates any recognition of collective learning, or the social element 

of leaming, such as the context of the institution, teachers, peers, and community. 

Adult education literature attempts to integrate a broad cross-section of society 

when defining the "typicaln adult student in nonmainstrearn programmes. Dkersity 

is expected and efforts are increasingly made to integrate the different needs and 

expectations of the clientele. Such efforts may exist more in theory than in 

practice, but 1 think the potential for flexibility exists in these programmes. 

I am concerned that if a heavy emphasis is placed on short-term job-specific 

training, people wiil not have the flexibility to l e m  at their own Pace and to 

balance the varying demands on their t h e .  1 think the pedagogical value of the 

flexibility provided by part-time programmes should be explored further. Excessive 

emphasis on efficiency can lead to programmes being designed to ensure profits 

rather than ensuring effective learning oppormnities. 

Lanmage 

A trend that I find particularly troubling in this climate, is the growing 

redefinition of words to legitimize programmes designed in the corporate interest. 

Hass notes that technological advances will shift the site of adult education from 
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the public to the private sector, adding, "There WU be a shift from government 

power to societal powern (199233). 1 am puzzled about his wording here. 1s the 

private sector "society "? It is not the definition of society that I subscribe to. 1 

often see such programmes adopting the jargon of emancipatory educaîion, 

divorcing the words completely from their original meaning. 

"Needs assessment" in the field of adult education describes the process of 

evduating the types of programmes needed by people in a community. However 

in the corporatist context, it now means what can be most successfully rnarketed. 

Pedagogical decisions are made in terms, not only of cost recovery, but of profit 

generation. An advertisement for a private training instituîe in St. John's 

specializing in cornputer and business training, daims that it "uses an integrated, 

holistic learning method that is unique in educational methodology. "4 By this it 

means that it provides flexible hours for leaming and allows students to plan theV 

schedule. Nowhere is it suggested that students have any influence over the content 

or style of the courses, just the thetable. In alternative pedagogies, words like 

" integrated" and " holistic " reflect programming commitments to ensure that the 

courses reflect students' stated needs and that the programmes fit within a Iarger 

social developrnent b e w o r k .  

4"Special celebration day for local academy June 14. " The Earlv Sho~per, 1 (3), 
advertising insert for The Evenine Telemun, June 10, 1996. 
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" Learner-centred approach" , which in critical and ferninis t literature means 

assisting students to participate in social change, cornes to mean nothing more than 

" individualized instruction" (Gaber-Katz and Horsman 1988: 1 17). The Nova Scotia 

Green Paper, in describing the province's universities states, "Each institution is 

student-centred, with close attention to what and how value is added to the 

students " (NSCHE 1994: 8). The focus is on how to increase the economic value 

of the human commodity, rather than operating in ways that reflect the expressed 

interests of the students themselves. 

Revolving Doors 

A curriculum defined by technological advances becomes obsolete as the 

technology ages. Information with a limited iifespan needs constant replacement 

and upgrading , thus students develop a " revolving door" relationship with 

education. In Chapter 3, 1 explain the concept of lifelong learning as defined by 

education theorists earlier this cenhiry-the continuous path of persona1 

development and growth by ensuring access to educational opportunities 

throughout one's life. Compare this ideal to the federal govemment's definition: 

"This concept of Canadian workers updating, improving and upgrading the 

knowledge and know-how they bring to their jobs periodically throughout their 

careers is known as lifeong or co~iruious learning " (HRDC l994:58). From this 



121 

perspective, the purpose of "lifelong learningn is linked primarily with the latest 

technology and the demands of the job market. To remain employable, a person 

must keep returning to school to leam new skills to replace old skills. This is not 

lifelong but disposable learning . 

Training programmes profit from this planned obsolescence by only 

providing people with skills that constantly requke updating. Of course, this is 

desirable in a market model-providing a consumable product that needs 

replacement. Rapidly emerging technologies are assisting this trend. For decades 

typewriters evolved with new features, but the keyboard remained essentially the 

same. A person did not need a training course to leam how to use a new 

typewriter. Each release of a new version of a major software package, however, 

heralds the arrival of new workshops and courses to help people figure them out. 

It is like changing the typewriter keyboard every time a new mode1 cornes out.' 

Suzuki (1989) argues against emphasizing new technology in university 

education because of rapid obsolescence. Such skills training has the potential to 

reduce one's flexibility. The NSCHE Green Paper (1994) recommends that each 

University in Nova Scotia should become more specialized and cut back on the 

broad base of disciplines they currently offer. The student union at St.F.X does 

Thanks to Sue Adams for this analogy . 



not support this loss of diversity: 

For today's student, it is not only important to specialize in one 
particular area. but dso  to ensure that you are able to diversi@ in 
order to meet the needs of a constantly changing job market. This 
need for diversity leads me to question the Ovewiew's attempt to 
limit certain basic programs to certain Universities. The idea that an 
Engineering student, for example, has no need for any thg  apart 
from training in his or her particular field is certainly not correct. 
(St.F.X. Student Union 1994:l-2) 

Hart (1 992) uses the term " flexilives " when describing the situation people 

face in the endless cycle of skills upgrading that we are told is now a permanent 

feature of our worklives. This built-in obsolescence is particularly unhealthy for 

people who are told that their past experiences and knowledge are no longer 

relevant (Hart 1992). The sense of cumulative or developmental leamhg is lost. 

The process is not rooted in the intellectual growth of a person but in the transfer 

of bits of information to improve the efficiency of the human resource. Allen 

(1996) calls this recurring process of skills upgrading, "recycling" . He critiques 

short-term technical and community college programmes for not providing general 

knowledge to assist in employment potential. Allen cites federal and British 

Columbia statistics that show many graduates fiom these programmes subsequently 

enroll in different programmes because they are unable to fmd work with their 

initial training, or because it has become outdated. He distinguishes this process 

from a mainstream university education which he sees as being developmental. 



One may begin to feel like 

retraining that they don? have time 
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this is a wnspiracy-keep people so busy 

to critique the economic policies that have 

placed them on this educational and employment hamster wheel. 1 know this 

soumis paranoid, but as Menzies notes, "the manufacturing of official reality 

doesn't require deliberate choices to include or exclude or anything resembling a 

conspiracy. It operates at a systemic Ievel, through the centrality of experts in 

official discourse and expert-framing institutions " (Menzies 1996: 15). When 

institutions are h e l y  coordinated, conspiratonal plots are no t necessary , These 

institutions ensure that there is no time left for critical thinking arnong the citizenry 

to challenge their interests . 

Students need jobs when they graduate, and no doubt they want an 

education that wiii help hem find employment. There are increasing demands from 

students to make their University education more relevant to the job market, 

particularly given the heavy debt loads they may acquire during their programmes. 

However, 1 question to what degree this technological emphasis is responding to 

student demand. 1 would like to see a needs assessrnent process that respects 

people's needs and interests as a basis for determining appropnate training. 1 think 

it is important to provide a diversifiai education that enhances their skills in 

critical thinking, problem solving , and interacting with people-the very skills that 

are clairned to be offered by liberal arts education. However, the dichotorny rhat 
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has developed, emphasizing skilis training versus the "leisure" pursuit of liberal 

arts, obscures the employment potential of the latter and does not challenge the 

efficiency of the former. This dichotomy, liberal versus vocational, is central to 

this debate and, as such, requires deeper analysis. 

The Liberal Arts Versus Vocational Training Dichotomy 

Traditionally universities like St. F .X. have offered students the opportunity 

to pursue a "liberal arts" education-the acquisition of howledge in a variety of 

disciplines. However, due to M n g  tuition costs and an increasingly cornpetitive 

job market, any educational programmes that do not directly develop a marketable 

skill are increasingly called upon to justify the5 existence. Newson and Buchbinder 

(1990) note that corporate influence on university operation will prompt the 

academy to change sorne of its "cherished traditions". This term makes those roles 

that are not market driven sound quaint but out of touch with conternporary 

society, and illustrates a conflict of identity within the university-the "sacred 

grove" that provides a safe place to pursue research no matter how arcane @ut 

then how safe was it really) versus the rationalistic mode1 of it being a parmer with 

the corporate world. 

Hart explains that this shift from liberal arts education's emphasis on critical 

intellectual development to career development began in the 1970s. Hart sees the 
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long standing liberd/vocational debate as "a value conflict between an economistic 

or technocratie orientation towards society and its problems, and a critical, or 

democratic orientation based on the values of a populist, grassroots participation 

of people in social, political, and economic instimtions " (1992: 60). Liberal 

education has always had some sort of vocational utility, and has experienced an 

ongoing struggle in balancing acadernic and utilitarian goals. The emphasis on 

market interests has "neutralized" this tension (Hart 1992). The Smith Report, 

emphasizing the need for more specialized training, strongly recommends that 

science courses become compulsory for arts students. It does not state that arts 

courses should be compulsory for science students. Thus, we continue to produce 

scientists who are unaware of the social context within which they conduct their 

research. "What the corporatist approach seems to miss is the simple role of higher 

education-to teach thought. A student who graduates with mechanistic skills and 

none of the habits of thought has not been educated" (Saul 1995:71). Educating 

people about economic structures, power relations, and their participation within 

them are important for producing a well-informed worker. Vocational training can 

be almost useless outside its "vocation" (Allen 1996). 

Briton, in identwing a shift from the cultural purpose of education to its 

cornmodification, argues that this trend challenges the primary vision that has 

driven adult education for much of this century: "as aduit and higher education 
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programmes become more and more cornmodifieci, they become less and l a s  

cultural practices: they case to draw upon the history and traditions that invest life 

with meaning to foster learning" (1996:42). In an upswing of economic ideology, 

cultural values can easily get lost. There is a need for a reflexive practice to 

survive these ideological swings between the dichotomized extremes. 

M e n  (1996) challenges the argument that a liberal arts degree is less 

advantageous in terms of employment and income than technical training. He 

argues that the image of the B.A. educated burger flipper is a myth that needs to 

be dispelled. It is encouraging to hear an economist defending liberal arts 

education, however I am concerned that he bases his defense on employment 

opportunities and earning power. If the irnpressive statistical support that he 

presents portrayed a different story, would he be jumping on the 

technical/vocational bandwagon as well? Integral to my argument is that this 

obsession with employment and economic advantage to Canada's prosperity 

ignores a whole other dimension to the meaning of education. The basic 

assumption that education is and should be evaluated in economic terms is not 

challenged in Men's article. Letting the marketplace determine what types of 

education should exist ignores the liberal and cntical ethics of personal and 

intellectual development to create better citizens . 
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Traditional liberal arts programmes have been justifiably critiqued in that 

the society they were preparing their students for was defined by white affluent 

males. The liberal tradition has tended to be elitist and accessible to only a few. 

The past few decades have seen a considerable broadening of the curriculum and 

the emergence of disciplines and programmes that provide alternatives to the "dead 

white European malen model. However, Bronson argues that such movements 

towards more social responsiveness to the educational needs of working class, 

ethnic and racial rninorities, are merely "concessions made by the ruling elite in 

relatively secure, expansionkt penods, when they feel that the cost of social 

stabiiity are preferable to the hazards of organized working class protest" (Bronson 

1991 :66). In other words, in the times of growth and prosperity, new academic 

disciplines were allowed to develop, but these are now a luxury our economy can 

no longer afford. "Despite a voabulary of reflection, participation, and 

ernpowerment, underlying structures of a hierarchial and unequitable organization 

and distribution remain intact" (Hart 1992: 63). In the rush to retool the curriculum 

in favour of corporatist interests, any aspiration liberal arts educaiion had towards 

"empowerment" and social preparation, is devalued or lost (Newman 1994). When 

education becomes redefmed in ternis of its vocational applicability, we m u t  

remain cognisant of who defrnes what learning has employment potential. 
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in the midst of this atmosphere, the personal academic motivations that 

extend beyond employment potential are overlooked. Even when financial goals 

are the initial motivating factor, the appreciation broadens once enrolled. Campbell 

(1994) found thaî some of the women she interviewed were drawn to child 

psychology courses, not as a resdt of career plans, but due to the fact that they 

were mothers. They expressed enthusiasrn for these courses at a very persooal 

level, just as I enjoyed saidying mediaevd music. 

Competition reinforces dichotomies rather than creating an environment for 

developing alternatives. 1 recently spoke with a man who had attend4 an art 

school in New York. H e  was impressed with the variety of programmes at his 

school and what this means for the students. There are three main groups of 

students attendkg this institution: engineers and architects, graphic designers, and 

fine arts students. As he sees it, such a mix gives the artists an opportunity to 

critique the work of the engineers and architects to foster a greater appreciation 

for the human relevance for the* work. It exposes the arts students to this more 

industrial world with which they would not otherwise normally associate, giving 

them ideas for the practical application of their learning in the job market. The 

significance of this is the recognition that maintainhg diversity can help us move 

beyond the dichotomy, without the loss of ernployment potential. 



The Individual versus Collective Dichotomy 

A major concern with the resmcturing of continuhg education programnies 

is the separation of individuals from their social context. Too many programmes 

that emphasize retraining for the job market do not consider what that job market 

is in the local area. How "comunity development" is defmed is a key issue-it 

can range from a primarily economic focus to collective action dealing with a wide 

range of social problems, such as environmental degradation and substance abuse. 

An approach that recognizes this range often makes good economic sense, but 

there is not a cIearly defined capitalist profit motive. 1 am concerned about 

the effects the corporate agenda can have on the programmes whose raison d'etre 

is to work with people at the commmity level-the very people whose lives are 

often being disrupted by corporate downsizing , outsourcing , and automation. 

People are fmdhg that their communities are becoming increasingly irrelevant in 

the global economy and need to have the support and inspiration to create viable 

aiternatives. 

Cruikshank (1997) identifies two models that continuhg and extension 

programmes have followed. The "Cambridgen mode1 sirnply offers university 

evening courses to individuah, while the "Wisconsin" mode1 incorporates a 

broader social development mandate. She cites the extension departments of 
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St.F.X. and Mernorial as examples of this rnodel. When a market approach is 

implemented in continuing education, programmes are designed to ensure the 

greatest profit-a shif't, Cruikshank argues that "completely negates the values upon 

which these departments were builtn (19975). She blames this shift squarely on 

the economic and govemment policies responding to economic globaüsation which, 

"is built on the ideology of unfettered competition, privatisation of public sectors 

and unrestricted trade" (Cmikshank l997:2). 

Alexander criticizes adult education programmes that reflect an "adjustment 

mentality" because, "they attempt to do patchwork to meet the short-term goals of 

raising the disadvantaged to middle-class standards rather than attacking the causes 

of being disadvantaged" (1997: 185). Such work subverts any opportun@ for social 

critique. Guinsberg argues that "effectiveness cannot be separated from an ethical 

view of lifelong learning: beneficial to society, collaborative rather than 

cornpetitive, and keeping faith with o u  highest professional values" (1996:67). In 

my opinion, continuing education programmes that are committed to community 

development, need to study how they can enhance people's opportunities for living 

and workuig within their communities. By focusing on highly individualistic 

objectives of retraining and competition, the corporate agenda threatens the 

foundation of continuing education as a site for university and community 

cooperation. 



GTTFSNATIVES 

Cmikshank (1994b) recognizes that many of the current changes are not 

simply results of funding cutbacks, but reflect the growing corporate ideology in 

the University. The focus of universities as public institutions appears to be 

changing significantly without consultation or input from the public it is supposed 

to serve. Newson and Buchbinder fear that corporate interests may adversely affect 

the social role of the university. "We favour a conception of the university actively 

serving and reflecting wider social interests than the m o w e r  interests of the 

private business sector" (1990: 356). The role of aduit education and continuing 

education is increasingly dictated by this broader shift (Hart 1992). Targeting 

narrow segments of society who can affcrd to pay for these courses magnifies class 

ciifferences and subverts the social, community outreach role of continuing 

education programmes (Cruikshank l994b). Educators active in social change are 

critical of programmes that only maintain the status quo. It is increasingly difficult 

to advocate social change within a framework that expects cooperation in the 

delivery of "marketable" programmes. Many of these educators are now leaving 

the field in frustration. This leaves fewer voices of resistance, thus further 

accelerating the Pace of change (Cruikshank 1994b). Therefore, this is now a 

critical time to develop strategies to challenge the negative impacts of the corporate 

agenda, both in university continuing education programmes, and in society. 



The ruling apparatus works hard to ensure that legitimated foms  of 

howledge production and dissemination reflect the interests of those who fonn the 

ruling apparatus. The goals of critical pedagogy appear at odds with the job 

training emphasis , critical ernployees are not what are required. Adult educators , 

particularly those engaged in social action, can find themselves at odds with the 

university that employs them. Critical and feminist pedagogies are extremely 

marginal in universities (Gore 1993). This is particularly the case when a 

university has embraced the marketing approach that it believes is "neutral" 

(Cruikshank 1991). If educators fail to resist the "new right" then people wiil not 

leam how to critique these forces. It is "imperative that educators begin to view 

ad& and higher education as a cultural practice and draw upon its critical potential 

before the possibility of generating a critique completely disappears" (Briton 

l996:43). 

There is a strong belief among these educators of the need to integrate the 

lived knowIedge of adult snidents into their job training, rather than ignoring who 

they are, what they know, and where they want to live and work. Shiva (1993) 

calls the imposition of dominant knowledge forms "monocultures of the mind" . To 

challenge these monocultures, Menzies echoes Shiva's call for an "insurrection of 

subjugated know1edge"-laiowledge that people bring to and accumulate through 



work and living 

powerfid force 

133 

(Menzies 1996: MO). Menzies adds, "This shared knowledge is a 

that we can use to begin redefining the wrporate agenda on 

globalization and the new econorny " (1 996: 140). 

Enabling students to understand critically the econorny in which they 

participate runs counter to the "commodification of knowledget' where the 

emphasis is on ensuring confonnity and consistency in the transfer of information 

that will ensure the predictability of workers' activities. Dorothy Smith (199ûa) 

describes how agreed upon forms of dominant knowledge construction are 

necessary to ensure effective communication and participation between ruling 

institutions. Critical knowledge is unpredictable-subversive yet vital to the survivai 

of those outside the relations of mling. MiUard (1987) believes that North 

American Wersi t ies  could leam much from the participatory rnodels being 

employed by Latin American and Afncan adult educators. 

Challenging Dichotomies 

An important step in developing alternatives to the corporatist mode1 is to 

situate students and the knowledge they acquire within the context of the 

communities where they live. My goal is to break the dichotomy of individual 

versus community by restoring the critically thinking individual within a social 

context . 
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A key role of extension is to bring the wealth of the university 's resources 

to the community, to those who were denied access at another time. I will openly 

acknowledge that rny concems related to university involvement in the community 

reflect my own "small town" bias, having spent almost my entire life in s m d  

communities. My experiences have r e a f f i d  my cornmitment to promote the 

survival of small communities. What cornmitment is there to maintain educational 

o p p o d t i e s  in regions where there are few opporhinities to develop linkages with 

the largescale private sector? Will the quest for private sector funds involve an 

abandonment of a commitment to serving mral communities that lack a large 

industrial base or midde management clientele towards whom to sel1 educational 

packages? To tell people to pack up and move to greener pastures without 

encouraging them to explore options that enable them to stay is, in my view, 

extrernely irresponsible of government, the private sector, and also of universities 

who turn their backs on their own stated commitments to cornrnunity service. 

In St.F.X. 's Strategic Plan released in 1991, the "spirit of the Antigonish 

Movement" is evoked as it explicitly makes a commitment to the University's 

involvernent in community developrnent (St.F.X. 1991). The future of this role 

within continuing education could be threatened if tuition cos& continue to increase 

substantially , placing universities ' programmes beyond the reach of most people 

in the community. However, 1 am encouraged by recent activities by the Extension 
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Department promoting community development in this region, through their staff 

of field workers. The Extension Department's director is proud of the fact that 

St.F.X. is one of the only universities in North Amena that continues to have an 

active staff of fieldworkers. 

A friend, concemed about my marginal employment status, told me 1 should 

be applying for "goodn jobs wherever they may be available. 1 was told to take 

advantage of the fact that, as a single person, I could relocate to a more lucrative 

region than the Maritimes. After giving this some thought, 1 countered that 

because I am single with no dependents, I am not forced to crisscross the country 

seeking work to support a family. 1 have been fortunate to have jobs 1 enjoy in a 

community that is important to me, and where I want to rnake a contribution. The 

importance of community, or the social impact of the work I do has little value in 

a narrow economic sense. The individualization process does not recognize the 

value of a person's contribution to community. However, 1 would argue that it 

shouid. M a h g  smaii communities sustainable by keeping people there does have 

a ver-  important socio-economic value. 

One major limitation to adult and continuing education departments' abilities 

to develop programmes that reflect community needs is linked to the marketing 

approach currently ernployed and the narrow segment of society it attracts 

(Alexander 1997). Alexander believes that those programmes most actively 
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engaged with communities are grassroots projects that are fiee from institutional 

constraints experienced by academic programmes: " Many adult education 

institutions would do well to leam from their meagrely funded, yet highly 

responsive, community-based counterparts" (Alexander 1997: 188). This is not to 

suggest that continuhg education departments simply copy the work that 

community groups are doing, but that they adopt the strategies community groups 

use to deliver the knowledge and skills universities have to offer. For example, 

Alexander (1997) emphasizes the importance of " bridging programmes " for 

women to enable them to take the first steps to gain access to appropriate job 

training and academic education. 

It must be stressed that such CO-operative ventures between the university 

and the community need to be dnven by the needs the communities identify 

themselves. Recalling Overton's (1995) warning that adult education programmes 

c m  be used as a f o m  of state-sponsored social control, when I speak of the value 

of university involvernent in coxnmunity development, 1 am not referring to those 

programmes that originate as government initiatives. Mayo and Craig argue that 

the long-term success of community empowerment is "formulated within the 

fkamework of alternative critical, economic, social and politicai perspectives" 

(1 995 : 10). Activists for social change must challenge repressive institutions rather 

than adapt to them. Cruikshank (1997) believes that comrnunities and extension 
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departments must unite in challenging the corporatist ideology that is threatening 

both extension departments and social programmes. She shares Alexander's belief 

that extension departments need to form stronger links with community groups to 

enhance their mutual survival by critiquing and strategizing to combat the negative 

impact of wrporatism. 

SUMMARY 

In this chapter, 1 have argued that the "corporate agenda" as identified by 

Newson and Buchbinder (1988) has the potential to undennine the social goals of 

continuhg education that have been established this century. The emphasis on 

retrainuig as it is currently developing appears to reflect more the interests of 

corporations and govemment than the interests of the people for whom the 

programmes are purportedl y designed. Dichotomized thinking places value only 

on education that has a clearly defined employment objective. Such a narrow focus 

only assists people in conforming to the existing structures that are a major cause 

of the inequalities that people are attempting to overcome. Critical educators are 

calling for an education that develops people's critical thinking abilities to enable 

them to constnict alternatives to these systems of inequaiity. 



138 

I aclmowledge the fact that people need an education that helps them secure 

employment, but 1 believe it can be done in ways that respect the students' 

interests and learning potential, and the communities in which they live. Welton 

criticizes the university's participation in a process that caters only to a smalI, 

high-tech elite, and asks, "Who are we, as adult educators, choosing to serveN 

(1987:56)? To enable citizens to become active participants in grassroots 

movements to strengthen their communities, they need access to the types of 

education that would develop their critical awareness. This goal is promoted by 

alternative educators, whose work 1 WU explore in Chapter 5.  



CHAPTER 5 :  STUDENT AS RESOURCEFIL li;PUn/IAN 

We, as University adult educators, musc becorne actively involved in 
helping to raise and support alternate visions of society. If we fail to 
do so, we abdicate Our responsibilities to the communities in which 
we live. 

- Jane Cruikshank 

My research has been driven by a belief in the potential for socially aware 

university education that enables people to find an alternative vision to the 

dehumanking processes of global economics and banking education models. 

However, these alternative visions are not above critique themselves. To chailenge 

repressive models, we neeâ a M e r  understanding of our own practices to ensure 

that we do not replicate the very modeis of dominance that we seek to break d o m  

(Hale 1986, Lather 1991). Transfomative learning cannot be cut off from the 

communities in which students live. The classroom has the potential to be a site 

for meaningfid social change and c o m m m i ~  development. Universities, drawing 

inspiration from the history of community participation, c m  provide support to 

comrnunities struggiing to survive. 

Dichotomized thinking about alternative pedagogies versus traditional 

teaching rnodels can blind critical and feminist teachers to some of the 

shortcornings of their own pedagogy, as well as overlooking other effective 

practices. While 1 support the potentiaI of tramformative learning experiences, 1 

am suspicious of the Iiterature that does not achowledge the problems that 

139 
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invariably arise from this dynamic process. Reading as a student, 1 am interesteci 

in the ways students' voices are Ntered through teachers and researchers. There 

is a danger, here, of constmcting student stereotypes that fail to recognize their 

diversity, as well as the diversity of the classroom context. 

This chapter is compriseci of three major sections. First, I will 

provide some background on critical and feminist pedagogies. The central focus 

of this discussion will be the profound influence of the works of Paulo Freire, the 

Brazilian educator, followed by feminist critiques of his work. I wili next critically 

examine key concepts of critical and feminist pedagogies, revealing a number of 

underlying assumptions and dichotomies that affect students' learning experiences. 

These concepts include: participation, the use of experiential learning, language, 

and the creation of a "safe" learning environment. Central to these concepts is the 

issue of power relations between teachers and students. 

My intent is not to provide detailed analyses of specific teaching practices, 

but to examine the rationale behind these concepts. The material is largely created 

and read by teachers or researchers-not by the students. Reading from a student's 

standpoint, I identio areas where there is a danger of emancipatory goals 

becoming undennined by repressive assumptions. Despite efforts to challenge 

assumptions, 1 argue that an "essential student" continues to persist in the 

literature . 
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1 will consider how individual empowement c m  be transformecl into social 

action in the comrnunity. To address the individualist vernis collectivist 

dichotomy, as outlined in Chapter 4, we must remember that individuals exist 

within communities, and commUI1ities comprise of individuals who each possess 

complex and conflicting interests and needs. While this sounds simplistic, it is 

surprising how often it is overlooked. There is a need for educational opporcunities 

that balance individual and collective goals. 

THEORETICAL FOUNDATIONS OF ALTERNATIVE PEDAGOGIES 

As 1 have stated earlier, 1 am focusing on Paulo Freire's contribution to 

critical pedagogy, dthough 1 recognize that his work done does not represent the 

extent of this field. I am intrigued by Freire's work because of its resilience over 

the past three decades. 1 am interested in the links between Freirean and feminist 

pedagogy, the field that has spoken most directly to my own developing 

understanding of learning . 

F'reire's Critical Pedagogy 

Freire (1989) argues that oppression is perpetuated through the 

dehumankation of people. The "oppressed" are objectified, and are seen as l a s  

human than the oppressor, encouiaging cornpetition and domination at the expense 
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of others. Dehumanization is perpetuated through forma1 howledge production 

(education and media, for example) to reinforce the dominant ideology that 

justifies inequality . The " banking method" of education (the one-way depositing 

of information from the teacher to the student) minimizes creativity by instilling 

the dominant values of the oppressors uncritically into the minds of the people. 

Students have no opportunity to question the validity of the material or to 

reorganize it in ways that are relevant to their own conditions. This process is 

inherently dehumanizing whether the teacher is aware of it or not (Freire 1989). 

The oppressed are told that their suffering is caused by their own individual 

failure to succeed. We regularly hear the accusation that people are unemployed 

because they did not pursue adequate education, and are a burden to society due 

to this personai failing . R e d  my observation about the term "bootsuappers" in 

Chapter 4. The only mode1 the oppressed see when they attempt to irnprove their 

conditions is to adopt the role of the oppressor, since they do not have the 

opportunity to critique their position in its social context and seek other alternatives 

(Freire, 1989). Freire, like Dorothy Smith (1987) argues that the oppressed are in 

the best position to identiQ their oppression and fmd ways of overcoming it. 

" Conscientizaçiio " or conscientization-the development of a critical consciousness- 

-enables people to understand the social base of their oppression and to begin to 

work towards restoring their humanity. The oppressors m u t  also be educated to 



see how their actions dehumanize ail people including themselves. Freire does not 

explain clearly what he means when he speaks of people becoming more fdly 

human other than to Say that emancipation and the eradication of alienation are the 

goals (1 989). 

From this theoretical social analysis, Freire has developed a radical 

pedagogy to ignite the process of conscientization and social action. Freire's 

"problem posing" model of education is based upon communication in which the 

tacher and the students learn from each otherl. "Whereas banking education 

anaesthetizes and inhibits creative power, problem-posing education involves a 

constant unveiling of reality.. .(enabling) the emergence of conscious and critical 

Nltervenîion in reality" (1989:6Q2. The tacher reorganizes and reoffers the 

students' concerns in the form of problems, to help students understand their 

situation as a problematic which cm be analysed. Dialogue is a necessary eiement 

in liberatory pedagogy in that the process of "namhg" problems is essential to 

'One of the simplest and clearest texts on implementing Freirean strategies 1 have 
read is Hope and Timmel (1984). This is a handbook designed from the expenences of 
community development workers in Africa. Educators in both non-formal and formal 
academic settings in the North can leam much from the participatory strategies 
developed in the South. 

This quote is a clear example of Freire's essentialkt concepts of reality for 
which he has often been crïticized. In his recent book, Pedagogv of H o ~ e  (1994), 
Freire begins to reflect on the essentialisms and dichotomies that he constnicted in 
Pedagom of the Omressed. 
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Iiberation. As Kidd and Kumar ((1981) remind us, discussion does not necessarily 

equal dialogue-more that talking about issues, dialogue involves collective 

negotiation that leads to transformative action. Praxis, the cycle of reflection and 

action, is necessary to engage in transformative dialogue-the ongoing social 

interaction whereby participants develop a criticai analysis of their lives and the 

world around them. 

Freire has been widely and legitimately criticized for his sometimes 

sweeping universalkations and for his belief in inherent human values, as 

evidenced by his use of the terms "the oppressed" and "humanity " . Unfominately , 

some of these criticisrns have obscured the importance and impact of his work. 

Freire's work has challenged our ideas about education and our own complicity in 

the oppression exerted by our society's dominant institutions and foms of 

knowledge construction. The universalistic tone of his work invites others to 

produce applied strategies from his basic theories. "We can stay with Freire or 

against Freire, but not without Freire" (Torres 1993 : MO). 

31t is not rny intent here to present a detailed analysis of Freire's work that would 
merely replicate several excellent sumnaries and analyses. For more in-depth 
discussions of his theories, 1 recommend McLaren and Leonard, eds. (1993)' A h a n  
(1994). and hooks (1994). 
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The Feminist ~esponse~ 

Weiler identifies a number of dichotomies in Freire's work, such as 

humanization versus dehumankation and oppressed versus oppressor. "As 

universal goals, these ideals do not address the specificity of pemples' lives; they 

do not directly analyze the contradictions between conflicting oppressed groups or 

the ways in which a single individual can experience oppression in one sphere 

while being pnvileged or oppressive in another" (Weiler 1991:450). In other 

words, dualisms cm obscure complex social relations. Ellsworth (1 989) w a m  that 

such concepts used in critical pedagogy are actually "repressive myths" which, if 

left unexaminai, can perpeniate inequality . Weiler recommends "coalition 

building" as a way for groups to identiQ wmmon goals so they can work 

collectively to move beyond the dichotomizations that isolate marginalized groups. 

Ellsworth (1989) also supports this strategy, as she witnessed her students 

overcome a struggle surrounding issues of conflicting minority interests by 

engaging in such coalition building. Ellsworth recounts the events that arose from 

a course she taught on racism. She erroneously assumed that al1 the students who 

participated in her course shared common beliefs in confronthg racism. She did 

'Feminist pedagogy is not simply an outgrowth of Freirean pedagogy. It has its 
own historical development within the context of the women's movement and feminist 
theory. However, for the purposes of this research, I am focusing on the material that 
develops a dialogue with Freire. 
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not anticipate the diversity of interests that the students represented . Many resisted 

certain anti-racist strategies that, they argued, hindered their efforts to overcome 

oppression against other marginalized groups. Once the students realized how their 

different foms of oppression had simüar sources, they were able to form 

coalitions to negotiate strategies that were mutudly respectful of each group ' s 

interests. 

Ellsworth's article is a powerfùl and honest account of just how difficdt it 

is to work with the emotional and complex issues Iinked to oppression. Citing the 

postmodem critique of Western concepts of universai tmths, she argues that 

critical pedagogy's dependence upon rationdistic assumptions can perpetuate 

inequality rather than challenge it. However, 1 am concemed about assumptions 

and generalizations she rnakes about critical pedagogy in that she appears to lump 

al1 cntical pedagogy together. As the oppressed do not form a cohesive whole, 

neither do the oppressors. She draws most of her cnticism from the work of Henry 

Giroux, with occasional references to Paulo Freire. This does not represent the 

extent of critical pedagogy work in 1989, yet she expands her specific criticisms 

of Giroux to sweeping staternents about critical pedagogy, without explaining why 

she chose Giroux to represent the whole field. 

Freire's ideas have had a profound influence on the work of bell hooks 

(1994). His theories of oppression and resistance enabled her to develop a 
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meaningfui cycle of praxis in her own work. She recognizes the sexism and 

rationalism that many other feminis ts have identifiai in Freire' s work. However, 

she believes that the trap of dichotomized thinking prevents rnany from benefiting 

from the importance of Freire's message. By labelling him as sexist, he is lumped 

in with the rest of the patriarchal canon that has been deemed irrelevant to the 

interests and needs of women. She believes that her feminist approach to 

consûucting and deconstructing knowledge enables her to extract from Freire's 

work what is really important to her, without succumbing to its limitations. 

Weiler (199 1) also adapts Freire's ideas within ferninist pedagogy . Despite 

her criticisms of Freire, Weiler sees that Freirean and feminist pedagogies share 

cornmon ideas and goals regarding oppression, conscientization and social change. 

Both Freire and Weiler emphasize that al1 leaming must be grounded in its social 

context. Thus their work, too, must be adapted to fit the context in which it is 

applied. With this brief theoretical background, 1 will now examine some of the 

strategies that are intended to heip students contextualize abstract theory and 

challenge the oppressive practices of dominant forrns of education. 



The classroom remains the most radical space of possibility in the 
academy . 

- beii hooks 

In the two previous chapters, "Student as Other" and "Student as Human 

Resource", 1 identiQ a number of problems with traditional and corporatist 

educational modeIs that, 1 argue, reflect the biases and interests of those who 

design or fund programmes, rather than serve the interests of students. Students 

may face restrictive practices derived from assumptions that continuhg education 

programmes and part-time students are somehow iderior to "real" mainStream 

university education. In cases where econornics assume a role of primacy over 

pedagogy, we see courses and programmes designed to reflect corporate 

employment demands or economic models of profit generation. People engaged in 

alternative pedagogies have developed strategies to enable students to participate 

in educational programming that reflects their own Uiterests and not the agenda of 

someone else. When 1 began studying feminist theories, 1 was excited to see how 

1 could develop social theories to analyse my environment. This stood in stark 

contrast to courses in which professors "taught" us about social inequality at the 

macro level, but who offered us no opportunity to understand it within the context 

of our own lives, dismisshg our individual stories as statistically insignificant. 
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1 have selected sîrategies that, 1 believe, distinguish alternative pedagogies 

fkom the mainstream. The purpose of these strategies is to engage students in a 

more empowering leaming experience that enables them to question and challenge 

dominant ideology and structural inequality in ways that are personally relevant, 

as well as understand how knowledge is constructed, both by others and by 

themselves. 1 am focusing on five main issues: participation, experience, language, 

safe spaces and power. 

Participation refers to the dynamic classroom interaction among students and 

their tacher that provides an alternative to traditional Iectures. The shident is no 

longer a passive recipient of objectified knowledge, but participates in the creation 

of new knowledge. Participation can also include students' involvement in course 

design. The expenences students bring with them to the classroom are often 

analysed and theorized, enabling students to recognize and validate their own 

wealth of knowledge. Participation and expressions of experience are mediated by 

language. A major adjutment students face is the acquisition of the academic 

discourse. Alternative pedagogies challenge the dominant discourse by 

deconstnicting language usage. Issues of safety are particularly important to 

feminist teachers who argue for the need to create a learning environment where 

students can feel comfortable in sharing their experiences and explore their 

developing conscientkation. The underlying common thread throughout all of these 
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issues is power-how it is negotiated and how it plays itself out both explicitly and 

implicitly in the classroorn . 

1 have experienced these strategies as a sîudent in a feminist classroorn and 

have seen how they can be both empowering and repressive. My critique is not 

intended to dismiss their potential, but to highlight opportunities for their 

improvement from a student's perspective. Further, most of the literature on 

feminist pedagogy relates to full-tirne, on-campus programming . Where relevant, 

I expand on the themes to integrate concems of particular importance to 

nonmainstream students. 

Parficipation 

Active participation of students in the Iearning process is a mainstay of 

alternative pedagogies (Gore 1993). Unlike banking models that impose knowledge 

refiecting dominant interests, here there is a genuine attempt to integrate the needs 

identified by all participants involved. This is an important step in enabling 

students to understand knowledge and how it is produced. "An educational 

method, which relies only on lectures by experts, foiiowed by questions and 

answers, is making a statement about where one expects to find the solutions to 

problems. Dividing people into groups of three to share their ideas and then 

arranging a climate of genuine listening when each has a chance to share in the 
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whole group, affirms the value of the wisdom of ordinary people in quite a 

different way" (Hope and Timmel 19845). 

As 1 discussed earlier, programmes designed in the interests of technology 

or economic eficiency can remain blind to the needs of students. If people do not 

see that an education programme has any relevance to their lives, it is no surprise 

that we continue to hear their cynical response to government retraining initiatives: 

"training for what?". A participatory mode1 seeks to be more directly responsive 

to students needs by inviting student participation in programme and curricular 

design. A participatory process also claims to be adaptable to different learning 

needs and styles by recognizing that everyone does not learn the same way. 

Hopefully, it is more responsive to people with different learning abilities, 

although 1 have found little if any mention of this in the literature describing 

university continuhg education. This is a key gap considering that a signifiant 

percentage of the clientele rnay very well have had undiagnosed leamhg 

disabilities that hindered their educational progress as youths in rnainstream 

programmes. 

While 1 support participatory education, 1 can see problems in the literature 

arising from the constructed dichotomy between participatory and banking 

rnethodologies in research and cmiculum design. Participatory methods attempt 

to overcome the problem of marginalization by ensuring that people's voices are 
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heard and integrated into the process W b y  and McKenna 1989, Maguire 1987). 

However, if the students participate only to see these misrepresented by those in 

positions of power, they can become dismissive of the process, feeling more 

"ripped off than if they had not been invited in the first place. 

Hale (1986), drawing fiom Dorothy Smith's work, shows how hidden 

assumptions subvert the intentions of projects, perpetuating the very problems they 

were designed to solve. Questions regarding who is invited to participate and how 

that participation is organized are vitally important. She cites a " grassroots " 

development project in nual kdia that sought local input in the design of an 

education programme for women. Although a participatory approach sought village 

Ievel input, the only people who actually participated were the elite males of the 

village-not the women for whom the training was to be provided. The women, 

denied access to the design process, were later accused of being ignorant or 

resistant when they failed to attend classes. By only addressing the interests of the 

men, women's priorities were ignored. The project also did not recognize the 

impediments preventing women's attendance, such as childcare and other labour 

activities. Not only were the women unable to benefit from this project, their 

situation worsened through the reinforcement of negative stereotypes labelling them 

as incompetent and apathetic. Such accusations hide both the structaral bamers and 

methodological errors within the project that silenced the women (Hale 1986). 
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Fisher (1987) describes a feminist class that included a number of "retuniing 

womenn-adult students attending schwl after an extended absence. Fisher outlines 

her " leamer-centred approachn that enables students to participate in evaluation. 

At the start of the term, her students determineci their objectives for the course and 

how they wanted their progress to be assessed. She does not explain her role in the 

process, leaving the impression there is a high level of academic cornpetence 

among retuming students, since they appear able to make these assessrnents 

effectively at the beginning of term. She does not note the feelings of inadequacy 

or Iow self-esteem that might be felt by women retuming to an intimidating 

academic setting such as 1 described in Chapter 3 (P. Campbeli 1994, Grogin 

1991), some of whom are escaping abusive domestic situations (Tarule 1988). 

How can a student who has low expectations of her own abilities effectively set up 

challenging guidelines without input from the teacher? What are the strategies that 

might facilitate this self-assessrnent? Some of the most rewarding learning 

experiences in which 1 produced my best work resulted from assignments tbat 1 

was initially convinced 1 codd not accomplish. Fisher, by chdenging the 

imposition of extemal criteria within the university that have traditiody favoured 

white males, establishes a dichotomy to present an opposite mode1 in which the 

teacher's role is removed. 1 believe that strategies for participation need to take 

into consideration issues of safety and power dynamics between professors and 
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students, both of which will be discussed later in this chapter. By presenting a 

rigid dichotomy between banking and participatory models of education, the 

varying degrees to which participation may or may not exist can become obscured. 

Not only is participation important in the design and Iearning process, it is 

a key element in the subsequent course evaluation process as well. In assessing the 

effectiveness of their teaching strategies, educators often present quotes From 

students' evaluation forms (Wilkinson and Heyworth 1985, Fisher 1987, Brookes 

1992). 1 do not discredit these data entirely, but 1 am concerned about how 

representative they are of the students' real opinions of the pedagogy. Course 

evaluation foms shape voices in certain ways through their design and 

administration. In my experience, these forms are often presented with no prior 

warning, inhibithg students' opportunity to thuik thoroughly about their response, 

and are completed, in class, with a time limit of 10-15 minutes. They nomally 

consist of quantitative questions that force students to answer in certain ways, with 

a few of inches space at the bottom, "How wodd you improve this course?" 

Anonymity is assured, but what about smali seminars where handwriting or 

expressive styles are more noticeable than in a lecture course of 100? Guarantees 

of faimess and anonymity are not always enough to evoke honesty from the 

students. We may feel paranoia that stems from a very real awareness of our 

dependent position as students . 
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When I administered a series of student evaluations for an academic 

department, several students expressed concem about auonymity, even when it 

appeared to me not to be an issue, as these were graduating students in a large 

class, untii 1 remembered my own apprehensions when 1 fded out such forms. I 

also became aware of what 1 might say before handing out the foms that could 

affect the results. Are factors such as the timing of the evaluation considered when 

the results are analysed and approprïated for research purposes? 1 am also wary 

of collecting data for one purpose and using hem for another without reflecting 

on the implications. Course evaluations invite suggestions to improve that 

particular course. They are not presented to the snidents as tools for gathering data 

for other research. I was never told that what 1 said in a course evaluation might 

someday represent my understanding and assessrnent of the effectiveness of a 

pedagogical theory described in a professor's subsequent research. 

Learning about critical and feminist pedagogy irnproved my participation as 

a student because I l m e d  how I was leaming. Past educational experiences made 

more sense to me, and 1 could see why some pedagogical practices worked while 

others did not. It revealed the underlying power imbalances, and what were 

appropriate actions for a tacher. This complex process of Ieaming is something 

that cannot be conveyed easily on a standardized form. 
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Experience 

An important aspect of student participation in a feminist classroom is the 

shared analysis of persona! expenences. Abstract concepts can often be better 

understood by people if they can relate them to their own lives. The process of 

theorking experiences can enable students to participate more M y  in the learning 

process, by diseovering the links between personal and global issues. Like Freire's 

conscientkation, Weiler believes the goal of the feminist theorist and teacher is to 

make "students thernselves theorists of their own lives by interrogating and 

analyzing their own experience" (1991 :462). This provides a stepping Stone, like 

the "points of entry" described by Smith (1987), towards understanding the wider 

context of social relations. By engaging in a praxis-based mode1 of reflection and 

action, students leam to see their participation or marginalization in the structures 

that organize their lives. Teachers also must constantly critically re-examine their 

own perspectives and assumptions. The expenences adult students shared in the 

classroom through my years of extension were important to my learning--1 enjoyed 

and leanied from many of their stories, and was fmstrated (as indeed they were) 

when a professor dismissed the validity of their stories. 

Fisher (1987) emphasizes the importance of incorporating the life 

experiences returning women bring to the classroom, and how these experiences 

c m  be used to develop a better understanding of the broader issues being studied. 
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This is similar to Freire's efforts to design cumcula through dialogue with the 

students. Fisher sees the classroom as a potential source of support for reairning 

women who, as a result of their conscientization, are becoming more alienated 

from their former Iives and communities and from others who have not reached 

this level of awareness. 

Fisher recognizes the importance of developing a sense of trust between the 

students. In describing various formal and informal class activities, she notes, 

"These collaborative, social experiences make possible fnendly exchange with 

other enlightened women who share their emerging concems and values" 

(1987:91). I am troubled by her hierarchical categorization of her students as 

" enlightened" , compared to people outside who, by implication, are 

"unenlightened". She does not pursue the implications of the wornen's alienation 

from their communities as a consequence of their developing critical awareness. 

She implies that the classroom environment she has created is a solution to the 

problem of their alienation from the "unenlightened" community. Elsewhere in the 

article, Fisher alludes to the resistance of younger students to the presence of the 

returning women in the classroom. The little disjunctures between her positive 

portrayal of the camaraderie in her class and these brief references to discontent 

point to underlying classroom dynamics that she does not pursue. 1 suggest she is 

forcing a sense of unity in her analysis for the sake of forwarding her argument. 
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As a contextually-based modei, one might assume expenential learning 

would escape the charge of essentialism. However, in critiquing the role of 

experience in liberatory education, Fuss (1989) warns that it can indeed become 

essentidising if it is not brought back to the theoretical level. Throughout most of 

her book Essential1~ S~eakhg, Fuss cdls for a re-evaluation of essentialism to 

draw from it what can still be useful. As 1 discussed in Chapter 2, the rush 

towards constmctionism has led people to forget what theoretical value may st i l l  

exist in essentialist concepts. In her concluding chapter, however, Fuss appears to 

contradict much of her earlier thesis by arguing against the use of experience in 

the classroom because it is inherently essentialist. She clairns that hierarchies 

develop in the classroom where those who have experience in an issue silence 

those who do not through their "authority of experience": "1 am always struck by 

the way in which introjections of experiential truths into classroom debates dead- 

end the discussion" (Fuss 1989: 117). This statement surprises me, as her laquage 

suggests experience is invariably an invasion in the classroom. Discussion could 

very weil be stified if experiences were greeted by her in this way. Experience, 

rather than being framed as a "buth", should be valued as a perspective-another 

angle from which to view complex issues. 

Fuss uses only examples of marginalized groups dominating classes. My 

first question when reading the scenario presented by Fuss was, "Where is the 
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tacher in this situation?" 1 would not blame essentialism in what 1 read in Fuss, 

but the misuse of the pedagogical intent of introducing experience into the 

classroom. In her critique of Fuss, hooks (1994) articulates precisely many of my 

concerns. Challenging the inevitable essentialisrns of experiential sharing in the 

classroom, hooks states that simply dismisshg experience as essentialist negates 

its very purpose-"to deepen discussion" (l994:86). Pedagogical practices must be 

employed to ensure that such essentialist dichotomies do not develop. It appears 

as if Fuss resents the intrusion of information that may challenge her own 

curriculum. In response, hooks states: 

1 welcome îhat knowledge because it will enhance our learning.. .if 
my knowledge is limited, and if someone else brings a combination 
of facts and experience, then 1 humble myself and respectfully learn 
from those who bring this great gift. 1 can do this without negating 
the position of authority professors have, since fundamentally I 
believe that combining the analytical and expenential is a richer way 
of knowing (1994:89). 

She describes her practices with experiential leamhg as a way to "help create a 

communal awareness of the diversity of Our expenences and provides a limited 

sense of the experiences that may inform how we think and what we say." (hooks 

1994934). Praxis enables the students to broaden the context of their expenences, 

and to learn from each other. 

Sharing experiences is intended to invite discussion, if handled in ways that 

do not create "hierarchies of truth", by remembering that the purpose of using 
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personal ideas and events is to understand them in a social context. They can also 

help students understand abstract theories better by having an example that has 

significance to them. Brookes notes that students "enjoy relating academic material 

to themselves" (1992:SO). Something that on the surface may appear to be obscure, 

may becorne clear when contextualized at a personal level, assisting the students 

to determine the relevance of the material for themselves. 

Lessons c m  also be leamed from one's lack of experience, inviting 

questions about people's location in society that has separated them from such 

opportunities or experiences. Brookes argues that the role of the tacher is to help 

the student "ascertain what is missing ... to recognize patterns and themesn 

(1992:40). One c m  respect the validity of a person's experience without 

pronouncing it as a universai truth. Fuss does not acknowledge the pedagogical 

practices that contextualize expressions of experience in class. Many pedagogical 

scholars acknowledge the potential for some of the problems F u s  discusses, but 

they do not argue that experience is the problem. They look for ways to make it 

more effective (Ellsworth 1989, Ettinger 1994, Adams and Emery 1994). 

Mohanty (1991) asserts that the use of experience is political not 

essentialist. Examining different perspectives assists us in understanding the range 

and fluidity of power relations. Once again, the praxis mode1 enables us to critique 

these changes from our different perspectives. T h e  is needed to solidm and 
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unite, but as power shifts, reflection and redefinition are necessary to respond to 

changes. Too much emphasis on fluidity undermines politicai agency. It is in the 

interests of those in control to keep opposition fragmented. The process of 

appeasing some groups and turning others against each other by emphasizing 

difference, inhibits a recognition of s h e d  oppression (Mohanty 1991). 

One danger that should not be overlooked in experïential learning is that a 

burden can be placed on those with the "authority of experiencen. A student may 

be identifid as representative of a group or issue, whereby the onus is placed on 

that person to educate others (Ettinger 1994). 1 recall one night course I attended 

where there was one black woman-the oniy member of a visible minority in the 

class. She was normally rather quiet in class, yet, whenever the teacher discussed 

issues of race, he reguiarly sought her input. Thus, he not only forced from her 

a level of participation that she nomaily did not offer, this participation was 

restricted to the topic of race because he identified her as the person in the class 

who could provide information. Ettinger (1994) calls this the "Pocahaotas 

paradigm", evoking the American folk tale about the indigenous woman 

Pocahantas, who protects the white man she loves, John Smith, "fkorn the more 

threatening elements among her own people." Smith is protected from attack, not 

by a revision of his own attitudes and actions, but by her intervention. This is an 
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example of the recurring dynamic in which minorities are obiiged to cornfort those 

in dominant positions who may feel anxious about being confrontai by the 

privilege they hold ai the expense of others. A person with power, face. with the 

consequences of that privilege, &en responds by accusing the "other" of making 

him or her feel personally responsible for systemic inequalities-"guilt is a 

convenient way to c lah  powerlessness in the face of responsibility" (Ettinger 

1994: 54). Breaking this paradigm opens the way for people of privilege to examine 

openly how they benefit from and participate in everyday acts of oppression, and 

how they cm act to overcome such imbalances. 

Those representing minority or oppressed groups can also find themselves 

being expected to be a teacher. Far from forcing one's agenda on the rest of the 

students, as Fuss asserts, some students may be treated like a "case study " or 

teacher against their own will or interests. There is a fine balance to be maintained 

here-enabling people to voice their experiences and raise awareness against being 

expected to do the work of educating others about their oppression. 

Language 

Studying our experiences in socîeîy is important, but so are the experiences 

of our learning process. The lmguage we use affects the ways we are able to 

define our experiences and participate in theoretical discussions. As we struggie, 
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as students, to fmd a new voice to articulate our growing conscientization, it is 

easy to adopt the language of the professor or theorist who is offering us new 

ideas. As 1 developed critically, I becarne aware I was using a new language which 

was both empowering and alienating. This laaguage was tangible evidence of my 

learning. but 1 had an uneasy feeling that something was not quite right. 

One of the first articles I read on pedagogy that resonated with me, was due 

to its format of intertwining the voices of a student and a teacher (Lewis and 

Simon 1986). It is the student's writing that has the most impact. It is more 

immediate and "honest" to me, while the teacher's style is more burdened in 

academe. This leads me to question what happens to students' voices when they 

are interpreted by the teachers. and are not given their own unadulteratecl space. 

Further, what happens to students' own voices when they adopt the trappings of 

academic discourse? 

Students face a dichotomy between academic language and local language. 

Adopting a theoretical and abstract language c m  alienate us fiom old fkiends and 

family as we corne to be identified with the perceived snobbery of academe. Freire 

(in Shor and Freire 1987), addressing the issue of local lmguage usage versus the 

language of "intellectuals " , states that intellectual concepts such as " ideology " have 

evolved over a long time and cannot simply be cast aside. However, he aiso 

encourages the recognition of local metaphors and parables which can operate in 



164 

tandem with inteIlecftial concepts. Thus the dichotomy can be overcome by the 

reflexive process of blending languages to expand rather than to silence someone 

by giving more legitimacy to one voice over another. 

Alternative language usage, as seen in the work of contemporary feminist, 

critical and postmodem theorists, challenges the dominant academic language that 

forces a unitary voice on a multihide of perspectives and experiences. Yet there 

continues to be a pull towards conformity in these alternative models. Conformity 

is necessary to some degree to enable us to understand each other. However, it 

does shape our voices in certain ways. Sometimes words of liberation can be as 

personally limiting as the words of the oppressors. Reflexivity can assist us in 

understanding the meaning of the words we use. By being explicit and cognisant 

of how we use words, we can challenge the appropriation of our language by other 

groups, like "student-centred" to describe nothing more than a flexible thetable. 

When 1 re-read my undergraduate thesis, 1 recognize immediately the words 

and phrases that belong to my supervisor. They convey important concepts, but 

sometimes they jar in my head because they are her words and not mine. 1 notice 

that my best work in that document cornes through in my own words. 1 had to go 

through a process of distancing myself fYom some of the literature that had a major 

impact early in my own work, so that 1 could sort out what were my own words 

and beliefs, and what 1 was simply "parroting" fiom others. Some terms 1 adopted 
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were important for me when 1 came to understand their meaning and importance 

to my work. Recently, 1 have found myself removing some of the words of my 

teachers that no longer quite fit within my language-the pedagogical purpose of 

their use has been accomplished and now they seem to be a template that I have 

outgrown. 1 am remindeci of the little stickers that my mother put on the piano 

keys to teach me piano scales-once my fmgers learned which key was which, the 

stickers became redundant. 1 am trying to reclaim the fluidity of my own language 

without losing the integrity of the theories 1 am working with. 

Part of the emancipatory process is seeing how our thinkuig is changing. 

Language is often the most visible sign of this development. We can take more 

control of that development by ensuring we are not simply appropriating the words 

of others, but are developing a language of our own wnscious choosing. 

Safe Spaces 

The level of comfort or discornfort students feel with the language of the 

classroom is one element of the larger issue of safety. Participation and the 

willingness to share personal expenences in a classroom setting are also linked 

closely with one's feeling of safety. This is a key goal in feminist pedagogy-the 

creation of a refuge in a hostile academic environment. It is premised on the belief 

that the level of comfort a student feels affects the leamhg process. As dominant 
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models of education have promoted " objectified" knowledge that merely reflects 

the interests of those in power, anyone who does not identiq with that dominant 

culture can be made to feel unwelcome and is discourageci from presenting a 

challenge (Smith 1987). Through the strategies 1 have already discussed, as well 

as other ethicai and sensitive classroom practices, feminist teachers hope to 

establish a level of trust and safety in the classroom that will facilitate effective 

dialogue and learning . 

However, the creation of a safe space can be affected by dichotornized 

t b k h g  that presents a liberatory classroom as providing an opposite mode1 to a 

hierarchial classroom. The creation of a safe place sometimes assumes that al1 

students are rnarginalized and that they need a safe place to make sense of their 

oppression. Ellsworth (1989) describes how the feeling of trust often did not exist 

in her class, making it not a safe place to talk for many of her students. Trust has 

to be e m e d  through conscious effort. It is not enough to assume common interests 

wfl  lead to an open trustful environment. Freire often does not consider the 

problems that arise due to multiple layers of oppression, privilege, and experience, 

and how these affect the level of comfort felt by the students. 

In a feminist classroom, safety may be addressed in reference to gender, but 

potentially to the exclusion of race (Ellsworth 1989, Ng 1994), ability or sexual 

orientation (Gardner, Dean and McKaig 1989).The question that arises in my mind 
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is, how might safe spaces differ between younger and older students? 1 have heard 

adult students express anxiety about being the only "old" person in a class fuii of 

young undergraduates-they feel like they are treading on the young peoples' 

"turf". This is added to the performance anxiety of having been away from school 

for years, fearing that they have lost their study skills and memorization ability. 

Such feelings ali play on their experience of the dichotomies in which they are 

caught: mainstream and non-mainstream, extension and on-campus, adult and 

young. 1 would like to see more research conducted on issues of privilege and 

marginalization based on age differences of students, particularly considering the 

widening age diversity in university classrooms today. 

Students who represent the identity of the oppressor may feel that this 

alternative classroom is not a safe place for them as they feel guilty or defensive 

when they are told of their privilege and how it oppresses others (MacIntyre 1987, 

James 1994, Ng 1994). Ettinger (1994) calls the privileged students in her class 

"People Lacking an Agenda (PL&)." However, 1 argue that they do have an 

agenda, irnpbcitly or explicitly, to remain cornfortable and not deal with issues that 

challenge their privilege. "Incorporating anti-sexisrn/racism into our daily practice 

is by definition unsafe and uncornfortable, because they involve a serious (and 

fiequently threatening) effort to interrogate our privilege as well as our 

powerlessness" (Ng 1994:44-45). By overemphasizing the need for a warm 
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environment, such reflexive analysis may be thwarted. Learning can be enhanced 

by challenging people in a way ';at encourages reflection rather than 

defensiveness. James observes, "If students become uncornfortable or angry as 

they learn about the mechanisms in Our society that have privileged andfor 

disadvantaged them, and about their role in maintaining rhis situation, this may 

well be the very crucial starting point of a self-reflective jouniey " (l994:5O). 

Recalling my discussion of "rosy representations" in Chapter 2, the purpose 

of emphasizing the warmth and friendship in a feminist classroom, I think, is to 

reaffjirm and legitimize the positive goals of feminist teaching. There is a role for 

f o s t e ~ g  an environment that increases confidence among students to explore 

challenging issues, but it is not an end in itself. The bonding phase of group 

actions, by affirming the positive, is good as long as potential problerns or diverse 

opinions are not glossed over. 

Power 

Participation, experience, language and safety in the classroom are al1 

closely linked to underlying issues of power. The very stnicture of the mainstream 

university imposes authority on the teacher, and students have been conditioned to 

defer to this authority. Critical and feminist teachers want to challenge this 

hierarchical structure, and attempt to break down the authority of the teacher to 
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create a more equitable relationship between the two groups. Hart (1992) calls for 

"an education which is oriented towards cooperative relations among the 

participants' needs to create moral environments which touch the deep structure 

of non-hierarchical, egalitarian relations " (1992: 195). 

However, some of these attempts merely mask the power imbalance, rather 

than work with it. Again, the trap of dichotomies lures some people into thinking 

that the only way to combat the rigid hierarchical structure of the traditional 

university setting, is to revoke the teacher's power and ensure the classroom is a 

t d y  egalitarian setting. Mumford (1985) challenges the assumption that we can 

simply toss out the idea of hierarchy-the tacher must show that she knows what 

she is teaching. A more realistic way to deal with the imbalance is to analyse it, 

describe its implications explicitly, and attempt to work with or through it. 

Nancy Miller (1985) describes the uncertainty she felt in relinquishing the 

power that is an integral element to a teacher's identity. This has led her to 

explore "how to create a cntical identity which understands the discourses of 

mastery without succumbing to their seductions. For seduced, we are simply the 

old slaves, or worse, the new masters" (1985: 198). Gardner, Dean and McKaig 

add: 

the goals and dynamics of (a feminist classroom) are to encourage 
nonhierarchical, mutually supportive, and empowering modes of 
thought and behavior . However , the patterns of interaction that 



emerge often conflict with this ideology. This schism is intricately 
tied to how students and faculty members respond to ciifferences that 
often reinforce patriarchal values rather t&an those mmmonly 
associated with feminism (1 989: 64). 

As much as feminist teachers may shy away from hierarchical models, they 

still must function within an institution that defines, to a large degree, the power 

they have over students. Some teachers now realize that, rather than simply 

abandoning their authority, they need to accept and utilize the power they have in 

ways that are ethical and respectful of the students' interests (Mumford 1985). 

Ellsworth (1989) is concerned that uncritical uses of t e m  like "student 

empowerment" and "dialogue" give the illusion of a nonhierarchical classroorn 

environment which ignores the very real power imbdance between teacher and 

student, and between the students thernselves. We need to recognize how these 

imbalances exist and fmd ways to work with them. 

Kelly's strategy for dealing with the power imbalance is for the teacher to 

state her or his framework explicitly and then engage in an open debate with the 

students (Brookes and Kelly 1989). The struggles that may arise from this process 

are beneficial, Kelly adds, since it is through struggle that students gain 

empowerment. It is not something given by the teacher, as is W i e d  in the work 

of Freire. While 1 agree that shifting the balance of power is not a simple matter, 

1 am troubled by the adversarial tone of her approach. 1 question how willing 
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students are to initiate such a stniggle, given that most students go through many 

years of being taught to defer to the authority of the tacher. I fear the ones who 

are most disempowered may be the least likely to "struggie" for their voice until 

the situation reaches an intolerable level. Those representing the more powerful 

groups of society are much more iikely to engage in such a power stmggle 

(Gardner, Dean and McKaig 1989, James 1994, Ng 1994). 

Lewis recounts her experiences in a graduate classroom, where the women 

were made to feel extremely uncornfortable by the actions and language of sorne 

of the men. The women did not challenge the classroom dynamic until the situation 

reached a crisis point (L,ewis and Simon 1986). 1 was struck by the self-critical, 

disempowered language used by these female graduate students, who 1 thought 

would have more confidence to assert their position than, say, an undergraduate, 

or an adult student returning to school for the fnst time in years. Whüe these 

students did eventually achieve a more equitable balance of power, 1 believe that 

such negotiation should be achieved without students having to endure the intense 

levels of pain and selfdoubt as expressed by Lewis and her colleagues. Do not 

assume that a wam, collegial atmosphere (such as that described by Fisher 1987) 

will always work, but also do not assume that students WU take the initiative to 

fight for the position they desire. 
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Most discussions of power in the classroom are based on the assurnption 

that the teacher always has a great deal more authority than the student. This 

dichotomy of powerfil teacher versus powerless student, can obscure more 

complex and diffuse sites of power. MacIntyre (1987)' James (1994) and Ng 

(1994) each provide examples of where their authority as teachers was undeRnined 

because of their gender andfor racial identity. In each of these cases, white, middle 

class, male students publicly attacked the teachers' practices and cumculum. These 

challenges included submissions of forma1 cornplaints to the administration. James 

experienced a mixture of power and marginalization as a black male. He noticed 

a gender-based pattern to this marginalization: 

White females are more likely to talk of king intimidatecl and 
feeling unconifortable, males accuse me of being biased, 
defensive . . . It seems that males, White males in particular, are quite 
clear about the power and privilege accorded to thern by 
race.. . (females) understand that in our male orienteci society , whüe 
1 might have male privilege they have race privilege.. .my power and 
privilege as a Black male educator m u t  be seen in relation to how 
Black males are socially constructed in today's Canada (James 
199451). 

Ng, as a woman and as a member of a visible minority, was doubly 

discredited. Not only was her teaching challenged, she was ridiculed personally. 

One white male's threats of legal action, because he felt marginalized in Ng's 

class, led to the administration pressuring Ng to alter her curriculum and teaching 

techniques-the Pocahantas paradigm in action. This sbws an impressive (1 use 
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the phrase sarcastically) response to a student's concems, when one thinks of the 

many marginalized students who get nowhere complaining about the discornfort or 

d i s c ~ t i o n  they feel in their classes. Not only did this student feel tbat he had 

the authority to disrupt the class, threaten the professor and challenge the 

administration, he was listened to, reinforcing the fact that he did have the power 

to behave this way and subvert standard cornplaint procedures. 

In relation to non-mainstream students, discussions of power issues in the 

classroom often overlook the implications of the age of the students. Women 

extension students 1 have met often express that they should have the same rights 

as mainstream students, but they feel they do not have the power to assert their 

rights. Based on my own experïence and discussions with professors, adult 

students are often more willing to speak up in class to question or challenge the 

teacher than younger students more recently trained in docility. There may be 

authority at some level accorded by age. However, this authonty is often 

undermined by insecurities about retuniing to school in middle age or long-term 

low academic seIf-esteem (Campbell 1994). Power dynamics in the cIass can 

becorne more complex with age differences-between younger and older students, 

older students and younger professors. As I stated earlier, Fisher (1987) briefly 

notes a level of distmst between younger and older students, and sets up a 
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dichotomy by assuming antago* between them. Does this assumption express 

itself through an implicit preference for older students in her class interactions? If 

so, it is no wonder that younger students would feel resendul. 

One adult student 1 spoke with recalled a discussion with her daughter who 

was a full-the student at another university. When this woman expresseci her 

enthusiasm for her night courses, her daughter replied, "1 hope you aren't one of 

those 'keener' mature students. " The adult students were perceived by the younger 

saidents to be troublesome since they talked more, showed more enthusiasm and 

engaged in debate with the professor, making the trained docile younger students 

appear disinteresteci by contrast. In classes with a wide range of age groups, I 

often see that the younger students appear more afi=aid to ask questions than the 

older students. Also, they may be more accustomed to holding positions of some 

auîhority elsewhere in their lives-in their careers, as parents, as comrnunity 

leaders-that accords them the authonty to speak in a public setting. 

1 recall a political science course taught by a young professor that was 

attended by severai people in their 50s and 60s. These snidents had witnessed 

many of the events in Canadian political history that the professor was now 

teaching us out of a book. The professor was visibly uncornfortable at times when 

the students would speak up and recount their personal experiences surrounding 

these events. Once he accepted the fact that these students could and would 



challenge his knowledge, he began to redize how their input could be useful in the 

class. Somwne who has the potential to question the professor's howledge can 

be silenced by an authoritarian tacher, or can addressed in a way that enwurages 

mutual respect among all participants. 

The authority of age differs by gender. Beyond a certain age, males' 

authority tends to be sustained to a greater degree than for females. 1 recall two 

school teachers in my home community who were taking night courses together 

to upgrade their certification. The man was in his mid-40s, the woman in her early 

50s. Often the sarne people in the comunity who admired the man for his 

ambition, thought the wornan was wasting her time, or worse, was seeking 

academic prestige for selfish purposes. 

The Essentiai Student 

To conclude this section, 1 want to restate the importance of aclcnowledging 

the diversity represented by students, particularly among non-mainstream students. 

Many of the problems 1 have dready discussed thus far are related, at least in part, 

to essentialist assumptions about the student clientele who appear to remain 

constant in time and space. In previous chapters, 1 have critiqued essentialist 

definitions that portray nonmainstrearn students as being inferior to mainstream 

students, or as human resources who lack skills necessary to contribute to our 
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economy. In criticai and feminst pedagogies that emphasize the importance of 

rewgnizing the diversity of their clientele, essentializing definitions are particularly 

troubling. Not only do students reflect the wide diversity in Our society overall, 

people's behaviour and responses are affected by time and the conditions in which 

they live. 

Radical pedagogical writing describes the experiences of committed teachers 

in energetic or challenging settings. They do not usualiy write about the courses 

they found to be tedious. Students do respond to the "mood" or cornmitment of the 

teacher andior institution they expenence at any given time. The people with 

whom 1 studied in night school often commented that seeing a professor make an 

extra effort to overcome the limitations of extension (for example, providing extra 

learning resources and holding "office hours" before class) increased our desire to 

work harder. 1 rernember losing interest in a course when it became evident the 

professor had lost interest in teaching it. This situation can be magnified for part- 

time students, since their whole educational cornmitment at that time may centre 

on only one or hvo courses. 

To what extent do teachers force their own participatory ideal? Sometimes 

we must accept that a group of students just isn't going to react in the ways that 

the teacher has experienced before, thus requiring altemate strategies. To react 

against the banking model, we may feel stuck in the dichotomy of clinging to the 
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opposite extreme. The demonized "lecture mode" is not seen as an option even 

when it rnay acîually have pedagogical potential for the group one is working with. 

1 am also cuncemed about this literature's common neglect of the wider wntext 

of the university. The feminist literature 1 have read mostly recounts experiences 

in smdl ciass settings, however, the economic consvaints facing universities are 

contributing to larger class sizes that make labour intensive participatory learning 

models extremely challenging. How might empowering models of learning be 

applied in a class of 200 students or in a distance education package? By 

maintahhg the lecturelparticipatory dichotomy, the development of creative ways 

of dealing with large classes or other programme formats is thwarted. Gardner 

recognizes the danger of this dichotomy: 

The more 1 conternplated what a "tnily feminist" classroom 
environment might entail, the more my thoughts began to mirror the 
dualistic thinking so accurately describecl by Lorde (1984). For 
example, if professional authority and expertise were emphasized in 
the traditional classroom, then these qualities would be devalueci or 
absent in a "truly feminist" classroom. Instead of being the source 
of knowledge and socially distant, I would become a peer and 
facilitator of knowkdge (Gardner, Dean and McKaig, 1989:65). 

The shortcomings of feminist pedagogy may not be addressed in such a debate. 

Weiler believes the goal of the feminist theorkt and teacher is to make "students 

themselves theorists of their own lives by interrogating and analyzing thek own 

experience" (1991:462). 1 would add that teachers must also l e m  and releam their 
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own assumptions from their contact with students, and must critically reexamine 

the* own perspectives. 

A "participatory" class can become almost as restrictive as a traditional 

lecture model, if one forgets the diversity of students over t h e  and space and that 

what works one terni may be inappropriate in another setting. Ellsworth's 

reconstruction of a course that was problematic taught me a great deal. Her 

problems began when she designed her course around her own assumptions of how 

she thought her students would think, and what their shared political objectives 

would be. 1 was impressed that she would admit publicly that her assumptions 

undermined the success of that course. It would be easy for others sirnply to 

accuse her of being an ineffective teacher. Her strategies had worked in other 

settings, but this mixture of students and timing relevant to other events on the 

campus created an atmosphere that required different strategies. We cannot assume 

that our political objectives are the same as those of our students. Social 

empowerment is a popular theme in much of the literature on literacy education. 

However, do we have the right to attempt to force an elderly man to achieve 

conscientization when his only motivation for requesting literacy tutoring is to be 

able to read stories to his g~andchildren?~ While it c m  be fmtrating to witness 

 gain, thanks to Sue Adams for this example. 
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oppressed people's expressions of powerlessness and despair, we must be refi exive 

in examining our own practices and agendas when we wish to intemene in 

situations that we -define as oppressive. 

I would like to see more articles like that of Ellsworth, not to challenge the 

validity of feminist pedagogy but to expand it, and to acknowledge that students 

do behave differently, unpredictably and dynamically in classroom situations. The 

fust t h e  1 was in a feminist course and was told to keep a journal, it was initially 

an intimidating, but ultimately empowering process. A few years Iater, in another 

ferninist course, 1 was again given a journal assignment. This time, due to a 

combination of factors, it was an onerous, mistrating and unproductive task for 

me. The joumalling exercise alone was not what determined how much 1 leamed, 

it was the context in which that assignment was given-the teacher, the course, my 

own frame of mind at the time-that contributed greatly to the effectiveness or 

futility of the exercise. Were I to mite a paper about the pedagogical value of 

journals based on that first course, I would Say dramatically different thhgs than 

1 would were 1 to write on that topic using ody my experiences in that second 

course. Both would provide valuable information, but neither would represent a 

complete story. Researchers should be more forthcoming in acknowledging such 

limitations when they present their pedagogical success stories in the literature. 
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Participation, experience, language, safety, power and the essential student, 

as 1 have discussed them above, al1 exist within the walls of the classroom. 

However, the driving force behind emancipatory education is to enable students 

to see their world in ways that help them organise for social change. With that in 

mind, I now l a v e  the classroom and contextualize the empowered student within 

the community. Integral to this process is an examination of the potential role of 

the university to assist the empowered students whom it has assisted to create. 

Educational theory is in dire need of a theory of comrnunity, and of 
educating for community, thus going beyond an analysis of 
educational practices which focus on transformative processes within 
the learner herself. 

- Mechthild Hart 

The traditionai image of the university as an ivory tower needs to be 

challenged. By overcoming dichotomies such as individualist versus collectivist 

goals and the campus versus comrnunity, we can begin to examine what resources 

the university can contribute to the process of social change at the community 

level. There is much to be leamed from the practices of adult and contiming 

education programmes of the past. However, their limitations must be taken into 

account when adapting such practices. As 1 argued in Chapter 4, the corporate 

mode1 provides little encouragement for building sustainable communities-by 
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sustainable 1 mean communities that are able to thrive by integrating the economic, 

social, environmental and cultural needs of the population. Therefore, we need to 

focus on alternative practices that recall the communiîy cornmitment of the past, 

as evidenced by the Antigonish Movement, but which incorporate emancipatory 

practices developed by critical and feminist thinkers that enable people to 

understand the global context of their local participation. 

1 began to discuss the tension between individual and social in Chapters 3 

and 4, but r e m  to it now to consider an individual's place in the community and 

how university and comrnunity can cooperate to enable people to engage in local 

level activism. This process must acknowledge the locations from which the 

students arrive when they corne to school. Elsewhere, 1 discuss the danger students 

face in becoming alienated from their community as they develop intellechially and 

critically. Al1 too often, alternative pedagogies forget the everyday experiences of 

the students outside of the classroom. We are taught to theorize our experience, 

but what do we do with this knowledge? 1 believe there is a role for the 

University's more active involvement within the greater comunity. The students 

themselves cm be key players in t h i s  process to demystify the academy and 

introduce people to the types of support universities can provide in their 

development s trategies . 
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The University in the Community 

The dienation fkom commWYty that a student may face that 1 describeci 

earfier in this chapter, anses partly from a community-based suspicion of the 

university. Sometirnes the ody contact many people in a comunity have with a 

University is occasional visits from researchers or images of academic "experts" 

intervieweci in the media giving their pronouncements on a local situation. These 

rare contacts may only reinforce people's suspicions of the "ivory tower. " This can 

be particularly evident in poor or m a r g W e d  cornmunities where few people 

have access to university education. When social scientists corne to conduct 

research in a community, they may be accusecl of doing work that merely reflects 

their own professional interests, or the interests of grant fimders. "This 

preoccupation can result in the failure to carry out research of critical concem to 

the citizenry because such research does not fit the research agendas of the 

anthropology and sociology disciplines " (Neis l992:329). There may be weii 

founded suspicions at the community level that would need to be addressed to 

facilitate future university based CO-operative projects. 

Cruikshank (1996) notes that global economics are so pervasive that people 

feel powerless to effect change. While universities have jumped on the corporatist 

bandwagon by offering couses in international vade and economic relations, 

rarely do they provide courses that focus on "local politics and local economics 
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and in dernomatic decision making at the local leveln (Cruikshank 199657) that 

would help people fmd ways to challenge corporate forces. The corporate 

emphasis attempts to make the individual more competitive, not more cooperative. 

Community economic strategies can attempt to overtum this competitive mode1 to 

ensure community sustainability through cooperation. Instead of competing for 

limited resources, people can find ways of building a socio-mnomic resource base 

that benefits the cummunity as a whole. Employing emancipatory pedagogical 

practices, and teaching extension courses on issues that can be seen every day at 

the local level can enable people to be more critically aware of how their 

communities operate both locally and within the iarger global context. The 

problem is that community development, like continuhg education, Iacks academic 

credibility, thus universities continue to lag behind in their cornmitment to provide 

the resources to facilitate information sharing that would propel this process. 

Models for Change 

Hart (1992) calls for a revival of the community development commitment 

within the university. There is considerable debate as to what the role of 

community development is, but she cites a d e f ~ t i o n  from Kenneth Haygood who 

worked with Memonal University's Extension Department. It is a combination of 

education and action with local groups to work toward collectively agreed upon 
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goals. Hart adds that this may be the "purest" f o m  of adult education since it 

integram self-refiective learning and problem solving at the social level. The 

collaborative skills that are developed enabIe students to work within the 

community . 

Cmikshank (1994) recognizes that îhere are many community groups who 

have the expertise to engage in sociai activism whose activities should be supported 

by the resources universities can offer-such as education and research support. 

This is, after all, what the Coady Institute is engaged in by providing training and 

consultations with partner organisations throughout the Third World. There 

continues to be a belief in the university's role to provide a creative space for 

movements to develop theoretically and critically (Harding 1991). Such movements 

are comprised of individuals. Those individuals who attend emancipatory academic 

programmes, could break the individual versus collective dichotomy by sharing the 

strategies and analyses developed in the classroom with the cornmunit-. 

The Extension Department is now trying to revive the community 

development role more visibly. The "Ideas Fair" is a showcase of local economic 

initiatives to maintain services and employment in the area. The annual Topshee 

Conference each year invites activists and acadernics to discuss regional 

developrnent issues. The conference in 1996 focused on alternative economics and 

reviving sustainable communities. There was also a collaboration behireen the local 
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women's association a d  the Extension Department, inviting women involved in 

cornn1wity development from around Northem Nova Scotia and Cape Breton, to 

share ideas and "network" . The Sisters of St. Martha at St.F.X. have built up a 

reputation for social action that began with their active involvement in the 

Antigonish Movement and continues today. W e  these are specifically community 

development projects, 1 believe that formai university education can play a greater 

in this proks by educating people in ways that enable them to participate more 

effectively, through the development of theoretical ability to critique their social 

context, and the confidence to believe they can contribute. Also, through 

community cooperation, universities and professors can leam much from the 

relationship as they develop strategies that they wish to test out at the community 

level . 

Again we must be weful  about imposing too strict a dichotomy between 

individudist versus collectivist goals. After ail, cornrnunities comprise of 

inaividuals. Nemiroff is wary of some critical educators who overemphasize the 

social, collective level of educating students at the expense of the individual 

student. "AU relationships with the students seem to be theoretically mediated by 

a complex and inaccessibly articulated educational theory that could lend itself to 

overt political posturing by the teacher, to be taken up with gusto by those students 

who have been trained that 'doing weli' in school consists of pleasing the teacher" 
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(Nemiroff 199267). While emphasis on the individual subverts collective 

potential, collective emphasis that hides the individual can become insensitive to 

individual needs . 

By squaring off the dominant model against the critical model, the bits in 

between can get lost. In critical work, there is sometimes a tendency to overlook 

programmes that are not explicitly emancipatory or cutting edge, but which do 

serve an important role in students' social development. This can obscure the good 

work people are doing in places where critical and radical models would be viewed 

with suspicion, or not be understood. Weser (1988) cites older women teachers 

who scoff at this "new" feminist pedagogy, arguing that what feminists are now 

claiming as a radical shift in education, they have been quietly doing for years in 

their classrooms. Such moderate programmes could be enhanced by encouraging 

students to explore ways in which their individual education cm assist them in 

contributhg to their community more effectively . 

Bowl's survey of contiming education shidents in England reinforces his 

cornmitment to ensuring the availabrlity of a liberal arts education for anyone who 

desires it. The liberatory potential here is not explicit, but he f h n l y  believes that 

such programmes enable students to develop the "intellectual tools" to engage in 

social change. "There is a focus on praxis, if hardly revolutionary practice" (Bowl 

1992212). While these people may not topple Parliament tornorrow, they may 
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start thinhg about their lives in new ways. This couid encourage them to becorne 

active in c o m m ~ t y  projects or municipal politics. Newman (1994) cites the work 

of Jane Thompson who taught academic disciplines in ways that were relevant to 

the lives of the working class women with whom she worked. Subjects like law, 

literature, sociology, politics and history were fiamed in ways that enabled women 

to theorize their experience at the community level. 

Cruikshank (1989) argues that for extension departments to realize their 

potentiai for promoting community development, greater efforts should be made 

in developing professionals in this field to create effective strategies for 

participation. However, such activities should be carried out with 

acknowledgement of the dangers of co-option that always lurk when professional 

models are developed. A major problem Cruikshank sees is the lack of networking 

among cornmunity development practitioners, particularly women. She 

recommends the establishment of a "centre for social change" that would be 

modelled after such programmes as the Coady International Institute and the 

Highlander Center in Tennessee. Each year, community development practitioners 

corne to Coady to reflect on their work, share ideas, and develop new strategies. 

I confess 1 was pleasantly surprised to see that she cites the Coady Institute as a 

good mode1 on which to base a future site for women comrnunity development 

practitioners to network. However, having witnessed some of the highs and lows 
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of this dynamic process of bringing together such practitioners from around the 

world, tensions are inevitable. Often, problems arise when wnfiicts in the wider 

social context surface within the group. For example, debates about gender and 

Iiberation theology have, at times, caused heated debate and friction between 

students. W e  1 applaud Cruikshank's idea, we m u t  remain aware of the fact 

that people engaged in similar activities do not always share the same vision, and 

that we need to acknowledge diversity. 

Highlander was established by Myles Horton in the 1930s in the 

Appalachian region of Tennessee. Highlander is not based at a university, but it 

provides a fascinating mode1 that 1 believe a university could leam from. It has 

worked in many stmggles on behalf of rnarginalized people, ranghg from the early 

days of labour rights and the civil rights movement, to the environmental issues 

concerning people today . Deschler and Seiener (1 99 1) describe Highlander's 

involvement with a community resisting the development of a toxic waste dump 

in their locale. "Adult education in social action, therefore, has a role to play in 

providing leamers with the tools and information to permit them to arrive at 

economic analyses of the organisations, communities and social structures they are 

trying to change" (Newman 1995:256). 

Deschler and Selener (1991) make an important point when discusshg the 

toxic dump actions in which Highlander was involved. Many citizens supported 
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the dump because of the jobs that were to be generated in this economically 

depressed region. 1 am reminded of Cruikshank's (1990) warning that often in 

community developrnent strategies, unity among the citizenry is assumed, just as 

unity within the classroom is sometimes assumed in pedagogical literature. The 

diversity, conflicts and controversies that are evident in any wmmunity must be 

anticipated. She adds that even when some of the sources of confiict or diversity 

are recognized, ail too often gender continues to be overlooked. 

As the old adage goes, there's strength in numbers. 1 believe that a major 

cause of low recognition of the work of adult educators and extension departments 

is their low profile and isolation from each other. Establishing a centre such as 

Cmikshank suggests would provide an opporhmity for people engaged in these 

activities to get together to share ideas, and to improve their academic credibility. 

Another potentiai for university input could be for educators to identiw 

emerging grassroots projects that could be fomalized in an academic context to 

provide a mode1 for others. Newman (1995) reminds us that many non-formal 

initiatives have grown over the years to become established educational 

programmes, citing centres that have resulted from adult education initiatives 

among Aboriginal people in Australia. Such initiatives include bridging 

programmes to assist Aboriginal people to enter mainstream educational 

institutions, and training programmes designed to produce more indigenous adult 
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educators. Such activity is rnost vividy portrayed through the success of the 

Tranby Aboriginal Cooperative College. "Tranby provides an example of 

Aboriginal people resisting white control" (Newman 1995 1252). Based on 

Newman's description, this college sounds like an enwmging example of 

professional development as promoted by Welton (1987) that has so far escaped 

the dangers of CO-option as warned by Laidlaw (1961). It provides an education 

that people want, and that promotes econornic survival in the region. 

SUMMARY 

Shor and Freire (1987) warn of the tendency of critical educators to 

envision excessive expectations of the liberatory potential of their work. We must 

attempt to be realistic in our goals. Too much emphasis on the liberatory power 

of education can lead to disappointment and cynicisrn if this potential is not fully 

realized. We are not creating revolutionaries, but assisting people to critically 

reflect upon their world (Shor and Freire 1987), and hopefully bring that newly 

developed knowledge to effect changes in their social context, no matter how 

small. Polster echoes this warning, in that we m u t  recognize "the constraints that 

a form of social organization imposes upon liberatory education" (1992:261). In 

some settings, even small steps towards social change can be viewed with hostility 

by those in power. 
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This process is dnven by a Utopian vision of a better future. Utopia may 

be overly idedistic, but it still c m  be held as a vision to work toward as we take 

small steps to improve our conditions. It rnay be difficult to see the potential for 

agency when the discourse stays at the mass level of "the oppresseci." Yet, a 

global vision is necessary to understand the wide range of causes and effects that 

filter down to the local level. Conscientization, hooks (1994) reminds us, is not an 

end in itself. The liberatory practices in the classroom are only the first step in a 

continuous cycle of reflection and action that people may engage in to effect social 

change. Reflection comprises of assessing past practices within the frame of new 

information and theories, and tested against the ideal vision the activist may hold. 

Referring to the Utopian vision of Freire, Newman argues, "Utopias are the 

shiff of dreams and we may discourage and disempower people we are helping to 

leam if we ask them to strive for the impossible" (Newman 1994:36). White 1 do 

not disagree entirely with Newman, he does set up a Utopiadrealist dichotomy. 

1 dream of a Utopian future, not to delude myself it will happen in my lifetime, 

but to inspire my work. 1 try to remain reflexive in considering what ideals are 

iUusory and which ones are attainable, and what purpose those illusory ideals have 

to give me the energy to work towards the attainable ones. As We need to find 

ways to "recapture the vision" (Cruikshank 1991) of developing educational 

programmes that help people change the structural barriers that constrain them. 



CHAPTER 6: CURENT CLMATE AND FUTURE VISION 

The academy is not paradise. But learning is a place 
where paradise can be created. 

- bell hooks 

Many of the problems that currently exist for nonmainstream students and 

continuhg education programmes result from long held asswnptions about such 

students and programmes. Throughout this thesis, I have identified a number of 

these assumptions and the effects they have had on the quality of education and 

service students have had access to. By setting up the dichotomy between 

mainstream and nonmainsueam, attitudes have developed in which nonmainstream 

programmes have been considered inferior to the work of the "real" university . 

Attempts to improve ouîdated nonmainstrearn programmes corne with their 

own sets of assumptions as to what is best for the student, and what is best for 

society. These models must be examineci carefully to determine whose interests 

they really refiect, and how they too are lirnited by assumptions about students. 1 

believe firmly that anaiysis of these models from the standpoint of students is vital 

to ensuring future educational models. 

1 have drawn from my own experiences at St.F .X. which have informed my 

research and analysis. This thesis is not intended to be a description or critique of 

the programmes of St.F.X. specifically. My intent has been to develop a 
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theoretical framework and highiight key issues that could make primary research 

of individuai programmes and institutions more thorough. As standpoint theorists 

remuid us, the purpose of researching from a standpoint is not to present the 

experience as an object of study, but to provide a point of entry into understanding 

the social relations that organize that experience. 

By studying standpoint theory, 1 have corne to a greater understanding of 

both the importance of this work, and of the ways in which students' experiences 

can be utilized to contribute to knowledge in the field of education. In order to 

accomplish this work most effectively, we must have the ability to understand fully 

what our standpoint is. A reflexive process in developing a standpoint, and the 

howledge created from that standpoint, is necessary to avoid reproducing the very 

dichotomies that create inequality in the first place. Rather than throwing out 

"identity" because it has been dismissed by postmodernists as essentialist, praxis 

can help us to make conscious decisions as to how we construct and maintain 

identities that advance our efforts to effect social change. 

CURRENT CLIMATE 

As 1 describe in Chapter 3, traditional programmes for nonmainstrearn 

s tudents are not particularly emancipatory , however , they are no t as inefficient as 

administrators looking for a "fast buck" would like us to believe. Concepts such 
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as outreach and lifelong learning for selfdevelopment are worth keeping. The 

objective of social change has been, at tirnes, implicit (providing a liberai arts 

education makes a person a better citizen in a democratic society) or explicit 

(providing the opportunity for group learning engages the comrnunity in a process 

of social change). While the critiques that challenge the effectiveness of these 

models are vaiid, we run the risk of replicating oppressive ideologies if we 

pronounce some types of education more valid than others without a critical, 

reflexive analysis of these types, and whether there is potential for their reform. 

As 1 argue, the blanket dismissal of nonmainstream programmes as second-rate, 

not only perpetuates discrimination against nonmainstream students, it shuts d o m  

the opportunity to develop innovative models that could best utilize the advantages 

of these programmes. 

I am fearhil that the prevailing corporatist ideology will subvert the intent 

and promise of continuing education to allow a wide range of people to enjoy the 

opportunity to develop acadernically and intellectually. Proponents clairn to be 

providing the type of education people want and need to participate effectively in 

the national economy. However, the actual strategies being employed are designed 

to make people adapt to an economic mode1 that often works against their own 

interests. Defining education primarily in terms of economic development only 

serves the purposes of those in power who profit most from the economy . People 
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are packaged as human resources ready for exploitation. Prcgammes that are 

designeci for economic efficiency can result in highiy stmctured "pre-packaged" 

courses that offer no flexibility to adapt to the clientele or location. 

Lifelong learning as a process of intellechial development is replaced by 

what 1 cal1 disposable learning. Rather than building upon the lcnowledge, both 

f o d  and experientid, that students possess, emphasis is placed upon teaching 

employable skills to replace old sküls that are no longer valued on the labour 

market. In addition, some forms of education are more highly valued than others. 

Liberal arts programmes are criticized for not providing employable skills. The 

dichotomized thinking that dismisses liberal arts this way stifles an examination of 

the ways in which studies in the arts and social sciences can offer and how their 

effectiveness cm be improved. 

The retraining model 1 describe is unlikely to provide the most effective 

learning environment or curriculum that responds to students' individual and 

collective interests and needs. Any commitment to community outreach expressed 

by the university in the past is subverted in this highly individualistic retraining 

model. They ignore the po tential of community economics as a viable alternative 

that acknowledges the social context in which dl individuals live. Dichotornized 

thinking stifles the voices of those educators and students who are seeking creative 

strategies to help people deai with our changing society. 
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1 remain fm Ui my conviction that better models for education that more 

accurately refiect students' desire for leaming can be achieved if we leam from the 

work of critical and ferninist educators. However, to realize this potential fully, 

the assumptions and dichotomies imbedded within these theories m u t  also be 

addressed. Education that claims to be liberatory but which is limited by 

unaddressed assumptions can be extremely detrimental to the process of creating 

a tnily liberatory education. Challenging traditional roles of teachers and students 

shifts the balance of power in often unpredictable ways. Goals of student 

empowerment and collective learning can be severely undermined if complex 

social relations are glossed over. Assurances of student participation and non- 

hierarchical settings when more apparent than real, can be very fnistraîing for 

students. Dichotomized thinking about radical and mainstream education c m  limit 

opportunities for self-reflection. 1 question the practices of critical and feminist 

educators, not to discredit their work, but to add a student perspective to their 

work, to encourage them to be more effective in the future. 

Researchers and educators like Cruikshank (1996), Jevons (1987) and 

Welton (1987) are identibing injustices within the system that discriminates against 

their field. 1 agree with Welton that adult and contiauing education require greater 

credibility in the university and that educators m u t  work harder to ensure this. 

NonmainStream students will continue to be discredited as long as the programmes 
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within which they saidy are deemed to be inferior. Thus, it is vital that this 

complex process of participatory design and evduation with students both 

individually and coIlectively continue to ensure the development of effective and 

ernancipatory models . 

FUTURE VISION AND HOW FVE GET THlEm 

In the process of finding answers to questions, we invariably find more 

questions. Throughout this document 1 have raised questions that, due to the limits 

of this project, I was unable to pursue. 1 want to raise them here to provide 

suggestions for future research. 

1 wish 1 had more time to explore and reflect upon the theoretical tug of war 

between essentidism and constructionisrn particdarly as it relates to identity and 

the legitimacy of the researcher's voice. How do people who do not share the 

identity of an oppressed group conduct research with the oppressed in an ethical 

way that does not trample their interests and rights? 1 am stiU not satisfied with the 

explanations 1 have rad ,  as they tend to remain at the abstract level without 

considering the hard work and power dynarnics involved. In addition, 1 would like 

to reflect M e r  on the role of praxis in mediating dichotomies that define our 

society in so many ways. 
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1 would like to see a deeper analysis of the conditions that have given rise 

to the process of defining people who work as "human resourcesn and how 

education participates. Does this echo the industrial revolution attitudes towards 

the exploitation of labour that prompted the rise of labour movements to instihite 

rights in the workplace? 1s there a link between the increasing use of such 

terminology (and its underlying ideology) and the apparently decreasing influence 

of the labour movement in this decade? There is more research to be done that 

examines theones of corporatism, human capital and the interests of workers 

within the context of education. 

Recognizing that a significant number of nonmainStream students 

acknowledge they did not fit into the mainstream mode1 as youths (P. Campbell 

1994, Knights 1995), how many nonmainstream students have learning disabilities 

that hinder their advancement in the traditional university setting? What role can 

alternative pedagogies play in broadening the range of learning practices that 

accommodate people's different ways of leaniing? I believe the creativity and 

fiexibility promised by alternative pedagogies can do a great deal to enable the 

widest possible range of nonmainstream students to fulfil their academic potential. 

1 would like to see such potential more explicitly examined. 

When considering issues of participation and power in critical and feminist 

classrooms, 1 would like to see more work being done that takes into consideration 
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the diversity of ages represented by nonmainstream students. While there is a body 

of literature available that debates how adults Ieam and to what degree this is 

different from the learning processes of younger people, there is not a great ded 

of analysis of the social interaction between students of various aga, and the 

effects this has on classroom dynamics and power relations. Further, there 

continues to be a desperate need for a more explicitly feminist analysis in adult and 

continuhg education. 

While 1 encourage the development of creative programming for 

nonmainstream students in the university, it is of little benefit if the students cannot 

afford to attend. There is now considerable debate regarding the effects 

dramatically increased tuition costs will have on Ml-time undergraduate students. 

There needs to be a similar analysis and debate to assess the effects the 

restructuring of government fünding will have on nonmainstream students and 

continuhg education programmes. 

In order to ensure that students have a voice in programme design that is 

relevant to them, there needs to be a greater cornmitment on the part of 

universities to ensure meaningful student representation within the administrative 

fhmework. A comparative analysis of student participation in programme design 

and administration at universities and other leaming institutes could provide the 

basis for designhg better management models. Do student unions ensure equitable 
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representation and participation by nonmainstream students? How can university 

departments elicit input from nonmainStream students as they design courses and 

devise programme options? To what extent are students invited to evaluate courses, 

and are theu recommendations seriously acted upon? 

Above dl, 1 want to see more action and research being conducteci to assist 

in developing the potentiai of extension and continuhg education prograrames to 

work with nonmainstream students for social change. Much more work needs to 

be done in providing the social context and effects of educational programmes. 

What strategies are being developed to design academic p r o g r m e s  in the arts 

and sciences in ways that increase their relevance for people in the community? 

Critically evaluated case studies of both the success stories and failures of 

university-community cooperation cm provide a wedth of knowledge for future 

programme design. 1 cannot recommend too strongly to researchers and educators 

to take a closer look at some of the dynamic "grassroots", community-based 

leaming programmes now being developed by the most marginalized groups on 

Our planet. People in Latin Arnenca, Africa, Asia and aboriginal groups in the 

industrialized nations, are creating rnodels of participatory education that respects 

individuds and their communities . 

I applaud the work now being done by Cruikshank (1996, 1994a, 1994b), 

Welton (1987), Hart (lW2), and others. Welton (1 987) argues that adult education 
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literature presents teacbers' opinions of what students want. He caiis for work that 

lets students speak and define their own needs and goals. We are the ones who are 

on the receiving end of each new pedagogical framework, ideology, or passing 

fad. Yet it continues to be the teachers and administrators who analyse and critique 

these models. As 1 mentioned the similarities between critical social theories and 

critical pedagogies, 1 wouid like to see more research that explores this comection 

more closely, with a view to sharing what each field can l e m  from the other. It 

all cornes down to developing an understanding of how knowledge is socialiy 

constructeci, organised and disseminated. 

By combining the potential of creating participatory design and evaluation 

models, as weIl as reflexive analyses of education from the standpoints of students 

themselves, it is my hope that strategies can be developed that are more genuinely 

"student-centred". 1 remain hopeful that the voices of protest can continue to 

operate together to seek alternatives. Critical and feminist educators, by their own 

definition, seek fundamental social change. 1 share Cruikshank's future vision of 

university continuhg education that participates with people, to enable them to 

make their visions a reality. 
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