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ABSTRACT

PARTICIPATION AS A FORM OF EXCHANGE
IN ADULT AND CONTINUING EDUCATION

By

Stanley Thembelani Mpofu

Motivation to participate in Adult Education can be viewed as
a form of exchange. Exchange Theory states that people are more
likely to perform activities that are expected to bring returns and
benefits and less likely to perform activities that may prove too
costly to them.

The purpose of the study was to explore and describe
motivation to participate in adult education in the context of
exchange. To this end, the study was designed to establish whether
it is appropriate to use exchange theory to describe people's
motivation to participate in adult education programs.

Data for the study were collected through personal interviews
from a volunteer sample of 36 adult learners and 20 dropouts.
Learners were composed of 10 Adult Basic Education (ABE) students, 10
General Education Development (GED) students, and 16 Vocational
students; while dropouts consisted of 10 Adult Basic Education (ABE),
and 10 General Education Development (GED) dropouts.

The analysis of the data yielded the following findings:



Stanley Thembelani Mpofu

1. Economic and personal reasons are the exchange
reasons behind participation in adult education
2. Time and money are considered to be the exchange
costs of adult learning
The study's findings clearly indicate that exchange can be used to

describe motivation to participate in adult education.



"It is easier to say original things than to reconcile

with one another things already said."

Vauvenargues
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CHAPTER 1

RATIONALE OF THE STUDY

Background

The process of exchange plays an important role in shaping
the nature of human behavior in a wide range of settings (Baron,
Byrne, and Griffitt, 1974). Motivation to participate in adult
education programs can be viewed as a special case of exchange.
Exchange theory can, therefore, be used to explain human behavior
with respect to adult education programs.

Exchange theory states that people's actions are motivated by
the return those actions are expected to bring (Blau, 1964; Homans,
1973; and Ekeh, 1974). Conversely, the theory states that people are
not likely to perform behaviors that are not expected to bring any
rewards.

A key concept of exchange theory is reciprocity (Gouldner,
1960). Reciprocity is a kind of "give and take." If you give
someone something, he/she must give you something of equal or near
equal value in return (Ritzer, Kammeyer, and Yetman, 1979).
Similarly, when a person invests effort and time in learning a skill,
he/she expects returns or benefits that are commensurate with the
effort and time invested. An important principle of reciprocity is

that the more the reciprocal obligations of an exchange relationship



are violated, the more that the deprived parties are disposed
negatively to sanction those violating the norm of reciprocity (Blau,
1964). If someone repeatedly receives something from another, and
gives nothing in return, the giver will eventually stop giving.
Fundamentally, then, a learner will eventually drop out from a
learning program if she/he senses that:

1. The 1learning activity is not, or is no 1longer,
instrumental to the achievement of an expected return.

2. The expected yield from 1learning a skill is not
commensurate with the time and effort invested in
acquiring the skill.

According to exchange theory, there are two things that
society, educational institutions, and facilitators could do to
attract and retain people in adult education prograﬁs:

1. Maximize the rewards for participating in adult education

programs.

2. Minimize the costs for participating in these programs.

This study was designed to explore the nature of exchange
forces that determine people's behavior toward adult education

programs.

Statement of the Problem

According to Cross (1981), the basic assumption of adult
education is that people are motivated to 1learn, but lack of
knowledge about learning opportunities makes it impossible for them

to participate in adult education. The practice of adult education



is, therefore, mostly concerned with the marketing of available adult
learning opportunities (Cross, 1981). This approach ignores the deep
psychological motives that determine whether the potential adult
learner will pay attention to the information on 1learning
opportunities with which he/she is bombarded. There is a need for
adult education to pay more attention to other fundamentai aspects of
motivation.

The rationale in this study was not to pit the marketing
approach to motivation against the fundamental psychological approach
but, rather, to repeat what has been said by many educationists that
there is more to motivation in adult 1learning than "passing out
brochures." To believe that people's participation in 1learning
activities is ©based solely on the availability of 1learning
opportunities is tantamount to saying that motivation takes place at
a particular point in time. The process of motivation takes place
over a long period of time and is a result of many factors. In order
to understand all the possible reasons behind adult learning, adult
education must, therefore, pay attention to all aspects of
motivation.

The marketing approach to the study of motivation in adult
education does not address the psychological and spiritual
differences in human beings. It is largely designed to address the
extrinsic needs of potential learners, because it is based on the
assumption that these needs are the same for people who are in
similar circumstances. Also, according to Maslow (1968), the

extrinsic approach to human nature is encouraged by the fact that:



Our biological essence, our instinct remnants, are weak
and subtle, and they are hard to get at. Learnings of the
extrinsic sort are more powerful than our deepest
impulses. These deepest impulses in the human species, at
the points where the instincts have been lost almost
entirely, where they are extremely weak, extremely subtle
and delicate, where you have to dig to find them (Harvard
Educational Review, 1981, p. 152).

A social exchange approach to the study of motivation in
adult education has the potential to dig out these subtle and
delicate instincts in human beings.

A social exchange approach to the explanation of social
behavior is not without precedent. For example, Dillman (1978) used
it as the foundation of his Total Design Method (TDM) as a method of
social research. The concept of social exchange appears to have the
potential of providing a deeper understanding of human values and
perceptions and how they affect people's behavior toward certain

issues in society.

Purpose of the Study

The purpose of the study was to explore and describe the
relationship between exchange forces and human behavior toward adult
education programs. Social exchange states that people's decision to
act in a particular direction toward an issue is a function of their
notion of reward and cost. To conceptualize the constructs of
exchange theory, the study sought to investigate the influence of
exchange forces on people's behavior toward adult education programs
in three related areas: (1) to identify the benefits (rewards) that

a person is trying to achieve by participating in an adult education



program; (2) to identify the forces that may affect the individual's
participation in a learning program, viz., the costs that are
incurred in the name of learning; and (3) to identify forces within,
and outside, the learning situation that lead a person to drop out of
a learning program before completing it. Of critical importance to
the study was the identification of those exchange forces that have
the greatest influence on people's behavior. Also important was the

establishment of a threshold for each exchange force.

Importance of the Study

A review of related literature indicates that most studies on
the motivation of adults to undertake learning programs have been
mostly concerned with establishing the characteristics of those who
are most likely to participate in adult education programs. Very
little research has been done on what motivates adults to participate
in education programs. For example, according to Tough (1979), very
little is known about the benefits that adults anticipate from a
learning effort.

It is not enough for adult educationists to know who is most
likely to participate or not participate in adult education programs.
Before adult education can help an adult learner realize his/her
expectations, there must be a general understanding of what adults
generally hope to achieve through participation in an education
program.

According to Moorcraft (1975), the motivation road to a

"learning project is a complex one" (Tough, 1979). Adult education



must aim at understanding the general nature of this road: the
number of bends or corners in the road, the length of the road, and
whether it is a smooth or a rough road. Above all, there is a need
to understand the forces that determine the length of the road, as
well as the number of bends it has.

Considerable research has been done on the reasons why adults
participate in learning activities. Very little, however, is known
about what constitutes "costs" to an adult learner and why adults
withdraw from formal learning activities before completion. In order
to retain adult learners, we need to know more about what they
consider to be the <costs of learning, and the forces and
circumstances that may force them out of the learning situation. A
person drops out of a learning activity because of lack of motivation
to continue or because of a stronger motivation to do something else.
Theoretically, once a person starts learning something, he/she should
continue 1learning provided the education program and the reasons
he/she is undertaking it continue to be a priority to him/her. But
the situation is obviously much more complicated than that. There
is, therefore, a need to ascertain the forces and circumstances that
lead a person to withdraw from the 1learning situation before
completion.

Further, with regard to dropouts, research has revealed
little more than the demographics of the dropouts and the
nonparticipants. According to Edward Jones (1978), adult basic

education research:



. . has failed to generate any reliable basis for pre-
dicting what type of students are most likely to persist in
such programs. It has, in fact, produced only one

consistent finding: the apparent fact that most people who
discontinue Adult Basic Education participation do so for
reasons not primarily associated with the nature of Adult
Basic Education activities. On the contrary, as Prins
(1972) notes, many Adult Basic Education dropouts offer
high praise for Adult Basic Education Programs, teachers,
and materials, and express hope for re-enrolling at later
times (p. 48).
Thus, most studies on dropouts have produced very little information
that can be used for the retention of adult learners.

Adult education is a complex and diverse field. A complete
understanding of exchange forces influencing participation in adult
education cannot come out of a few studies, let alone a single study.
The complete understanding of motivation in adult learning can only
be sought through small, isolated, but closely related, studies--such
as this one. By examining individual motives in certain sections of
adult education, this study facilitates our understanding of
motivation factors in those sections of adult education and, at the
same time, contributes to a more complete understanding of motivation
in adult education in general. This study will, therefore, add a new

perspective to the wunderstanding of ©people's motivation to

participate in adult education programs.

Research Questions

The study was designed to investigate the influence of
exchange forces on people's participation in adult education
programs. The study was exploratory in nature, seeking to develop an

initjial, preliminary understanding of the relationship between



exchange forces and people's behavior toward adult education
programs.

Research Question No. 1: What exchange forces are responsible

for people's participation in adult education programs?
The study gathered primary basic data on exactly what a person was
trying to achieve by participating in an adult education program, and
the minimum return that person would accept for each reason for

learning.

Research Question No. 2: What exchange forces may affect

people's participation in adult education programs?
The study examined the nature of the costs that the person has to
incur by participating in a learning program--time, money, career,
etc. It was also the intention of the study to establish how much
each learner 1is prepared to pay regarding a pﬁrticular cost in
relationship to his/her education.

Research Question No. 3: What exchange forces lead people to

withdraw from a learning program before completion?
Data were collected from dropouts of adult education programs to

determine what exactly led to their withdrawal.

Definition of Terms

Adult Basic Education (ABE). The term "Adult Basic

Education" is used to refer to elementary education for adults. It
emphasizes the development of communication skills, and often

includes English as a Second Language.



Adult Education. The term "adult education," both as a

concept and mode of action, refers mainly (but not strictly) to
education continued after formal schooling, i.e., education provided
for the benefit and adapted to the needs of people not in the regular
school, college, or university system.

Liveright (1980) defines Adult Education as -"a process
through which persons no longer attending school on a regular, full-
time basis undertake activities with the conscious intention of
bringing about changes in information, knowledge, understanding,
skills, appreciation, and attitudes" (Axford, 1980, p. 1).

For the purposes of this study, adult education is limited to
organized learning taking place in a classroom setting. In other
words, independent learning projects are excluded from this study.

Adult Learner. An adult learner is considered to be a person

who no longer attends school or college on a regular basis, but is
enrolled in one or more organized adult learning activities.

Cost shall refer to anything the adult learner incurs in the
name and in the process of learning. Cost also means a reward
forgone. According to Homans (1961), the cost "of a given unit of
activity is the value of the reward obtainable through a unit of an
alternative activity, forgone emitting the given one" (p. 60).
Further, Homans (1961) considers as costs:

. .+ . only those forgone rewards that remain available
throughout the period in which a particular activity is
being emitted, as the reward of escaping from fatigue is

open to the pigeon throughout the time it is pecking (p.
59).
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Dropouts are those students who had originally enrolled in an
organized learning activity with the intention of acquiring knowledge
and/learning a skill, but who for some reason subsequently withdrew
form the learning program before completing it.

An Exchange Force is a motive.

A Learning Activity is what the learner does, individually or

as a member of a group, in the process of learning.

Learning Effort is the input, including time and costs, a

learner puts into learning something.

A Learning Exercise is a learning activity.

Learning Process refers to everything that the learner has to

go through or accomplish as part of acquiring knowledge or learning a

skill.

Learning Program shall mean an organized learning activity.

Learning Project. Tough (1971) defines a learning project as

a highly deliberate effort to gain and retain a defined area of
knowledge or a skill, or to change in some other way. This study was
limited to those learning projects that took place within a classroom
setting and were at least six months long.

Learning Situation refers to an organized learning activity.

Motivation. For the purposes of this study, "motivation is
that which causes us to act" (Farrant, 1980, p. 60). According to
Atkinson and Birch (1978); Klein (1982); and Weiner (1980a),
motivation is influenced by habits, expectations, and motives.

Gagne (1977) envisages three approaches to motivation:

incentive motivation, task motivation, and achievement motivation:
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1. Incentive (External) Motivation can be defined as the
use of incentives and reinforcements to initiate and
continue a particular way of behavior.

2. Task (Internal) Motivation is the want to do something
out of a sense of need or enjoyment.

3. Achievement Motivation is a persisting trait of striving
that makes an individual want to excel in everything
he/she does.

Motive. A motive is anything that increases the tendency to

act toward a goal (Atkinson and Birch, 1978; Klein, 1982; and Weiner,
1980a).

McDougall (1932) views motives as instincts. He defines

instincts as:

consisting of (1) a tendency toward selective
perception of certain stimuli (a hungry person perceives
food objects more readily than other objects), (2) a
corresponding emotional excitement experienced on
perceiving the object (the root of the instinct), and (3)
the activation of a tendency to seek a goal (McClelland,
1985, p. 34).

According to McDougall (1908), "every instance of instinctive
behavior involves a knowing of something or object, a feeling in

regard to it, and a striving towards or away from the object"

(McClelland, 1985, p. 34).

Organized Learning Activity. In this study, an organized

learning activity will mean an adult education course, seminar or
workshop in which the participants are registered or enrolled, and
offered at a particular time and place under the auspices of a

recognized adult education authority.
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Primary Motivation Theory. For the purposes of this study,

primary motivation theory refers to major motivation theories that
are generally viewed as pioneers in the discussion of motivation.
Included in this group is Skinner's Psychological Behaviorism, Kurt
Lewin's Force Field Analysis, Vroom's Expectancy (Valence-
Instrumentality-Expectancy) Theory, and Maslow's Hierarchy of Needs.
Reward. Homans (1961) defines reward as a unit of activity
or something that a person receives from another or from society for
emitting a unit of activity. A reward can take many forms: it can
be in the form of a praise, approval, etc.
Nigro and Nigro (1981) talk of extrinsic and intrinsic
rewards in the work situation:
Extrinsic rewards, unrelated to the job, are exchanged for
work accomplished (pay, benefits, etc.); whereas intrinsic
rewards are related directly to the job (satisfaction from
tasks accomplishment, psychological enjoyment of the work
itself, etc.). The former are most likely to appeal to
the concern for job performance (meeting minimum
requirements), whereas the latter are needed to motivate
employees to achieve that something extra in their work
(Mueller, 1983, p. 266).
Similarly, in the learning situation, extrinsic rewards are
unrelated to the learning task, whereas intrinsic rewards are derived

directly from the learning task.

Secondary Motivation Theory. This refers to those theories

that have reformulated the primary motivation theories to explain
motivation in a particular field, in this case, in adult education.

Vocational Education is the segment of education charged with

the task of preparing people for work (American Vocational

Association).
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Limitations of the Study

The manner in which the subjects for a study are selected
largely determines how extensively the findings of that study can be
generalized. In this study, subjects were selected on a volunteer
basis. According to Isaac and Michael (1971), the problem with a
sample consisting of volunteers "is the likelihood that volunteers
differ from non-volunteers, compromising the interpretation and
generalizability of the results" (p. 147). Rosenthal and Rosnow
(1975) provide the following volunteer characteristics:

1. Volunteers tend to be better educated than non-

volunteers
2. Volunteers tend to have higher social-class status
than non-volunteers

3. Volunteers tend to be more intelligent than non-
volunteers when volunteering is for research in
general but not when volunteering is for somewhat
less typical types of research such as hypnosis

4. Volunteers tend to be higher in need for social

approval than non-volunteers

5. Volunteers tend to be more sociable than non-

volunteers

However, the primary objective of this research was not to
generalize the findings, but to explore the relationship between
motivation in adult education and exchange, and thus be able to
provide a foundation upon which more complex research relating to

participation as a form of exchange in adult education could be
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based. Random sampling was, therefore, not considered necessary
because the purpose of the study was to generate, rather than to
test, hypotheses. Glaser and Strauss (1970) state that it is not
necessary to use random sampling to explore relationships between
variables. The exploratory nature of the study binds the findings to
the 36 current learners and 20 dropouts that were interviewed for
this study. Nevertheless, the findings do provide insight into what

influences people's behavior toward adult education programs.

Overview of the Study

Subsequent chapters of this study are organized in the
following manner: Chapter II consists of a review of related
literature. The research methods are presented in Chapter III.
Chapter IV includes a presentation of the study. -Conclusions drawn
from the findings, implications, and suggestions for further research

are presented in Chapter V. Chapter VI is a summary of the study.



CHAPTER I1I

REVIEW OF RELATED LITERATURE

The review of literature provides an overview of exchange
theory and examines its relationship to motivation theory. It also
examines adult education theory in the context of exchange theory.

The review of literature contains five sections. The first

section deals with the Historical Background and Meaning of Exchange

Theory. The second section examines Education Philosophy and the

Concept of Exchange. The third section, Contemporary Exchange Theory

examines the broader concept of exchange as it 1is discussed by
contemporary exchange theorists, and examines its implications to
motivation in adult education. The fourth section entitled,

Motivation Theory, examines Primary and Secondary motivation theories

and their relationship to exchange theory. The fifth and final

section examines Recent Education Studies that Appear to Use an

Exchange Format.

Historical Background and Meaning of Exchange Theory

The assumptions that underlie exchange theory can be traced
back to the philosophy of hedonism, which asserts that the ultimate
motive of every human act is the maximization of pleasure and/or the

minimization of pain (Locke, 1975). 1In the period between 1750 and

15
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1850 a group of economists, among whom were Adam Smith, John Stuart
Mill, Jeremy Bentham, and David Ricardo, used the philosophy of
hedonism to develop an economic theory that became known as
utilitarianism. Utilitarianism argues that man is primarily
motivated by economic incentives and will do that which gets him the
greatest economic gain. The individual weighs costs of each action
against the expected material benefits from that action and chooses
that course of action which he expects will lead to the greatest
degree of economic gain at the 1least possible cost. Similarly,
exchange theory assumes that people engage in any activity because of
the benefits they expect to get from that activity, that all
activities they perform involve costs, and that people aim at
maintaining these costs below the rewards they expect to receive
(Ekeh, 1974).

The original concept of exchange, as discussed by Frazer
(1919), in his analysis of cross-cousin marriages among the
Australian Aborigines, is mainly concerned with explaining how
economic forces can determine human action. Frazer's analysis of
exchange theory, in terms of economic gain and loss, is a reflection
of economic thinking that prevailed at that time. Economic thinking
at this time was dominated by Classical Management or Rational-
Economic Man theory, sometimes referred to as the Scientific
Management or Engineering approach to Management, the tenants of
which have been attributed to Frederick Taylor (1911). Classical
Management theory is based on the economic man who is motivated and

controlled by fear of starvation and desire for material gain. The
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economic man calculates the actions that will maximize his/her self-
interest and behaves accordingly.

The concept of exchange in terms of economic gain and loss is
evident in later economic and management theories. For example, it
can be detected in McGregor's Theory X and Theory Y concept. Theory
X is a continuation of the Rational Economic Man theory. It assumes
that the average human being has an inherent dislike of work, and
will avoid it if he can (McGregor, 1960). Theory X also maintains
that man wishes to avoid responsibility, lacks ambition, and wants
security above all. Theory Y is the opposite of Theory X. It
assumes that man does not inherently dislike work because work is a
part of human nature.

Applied to education, the Rational-Economic Man concept says
that because students characteristically dislike work, they must be
motivated to learn by either a "hard line" approach or a "soft line"
approach (McGregor, 1960). The hard line approach says students must
be coerced by controls, directions, and threats of punishment in
order to get them to put forward an adequate effort toward the
achievement of the desired learning objectives. The soft line states
that students must be coaxed with rewards, praises, permissiveness,
and blandishments in order to get them to work toward the fulfillment
of the learning objectives (Davies, 1973). Also implied in the
Rational-Economic Man theory is that education is a kind of
"preparation" for a secure and financially rewarding career in the

future. And, as soon as one is secure in this financially
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rewarding career, further learning must cease because it will be
serving no purpose then. Further, the Rational-Economic Man view
implies the need for specialization in education. Because of the
need for security, the Rational-Economic Man would specialize in a
particular field to such an extent as to totally exclude all other
fields.

Malinowski (1922) studied the Trobriand Islanders--a group of
South Seas cultures--and concluded that exchange was more than just
economic gain and loss. To him, exchange meant both economic and
symbolic exchanges. Symbolic exchanges were in the form of armlets
and necklaces, and they served to consolidate social relationships
among people. Unlike Frazer, who viewed exchange as serving the
personal purposes of the individuals involved in the exchange
relationship, Malinowski viewed exchanges in the Kula Ring, his unit
of analysis, as serving the psychological needs of the individuals
involved, as well as societal needs for social integration and
stability. Mauss (1952) reinterpreted Malinowski's analysis of the
Kula Ring and placed even more emphasis on social needs. To Mauss,
individual exchange relationships are mere representatives of what
goes on in society at large. Exchange transactions among individuals
are viewed as giving rise and reinforcing the normative structure of
society.

The social view of exchange was later echoed by Levi-Strauss
(1949). To Levi-Strauss, it is the exchange that counts--not the
things that are exchanged. Exchange must be viewed for its function

in integrating the larger social structure and not for what it does
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for the individuals involved in particular exchange relationships.
Exchange behavior is regulated by norms and values that exist in
society. Exchange relationships are, therefore, a reflection of
patterns of social organization that exist in society as a whole.

The social view of exchange is evident in the Human Relations
approach or Social Man view of management, the prominent exponents of
which are Elton Mayo (1945) and Douglas McGregor (1960).

Mayo (1945) analyzed the Hawthorne Studies, the later part of
which he helped plan, and concluded that man is basically motivated
by social needs and obtains his basic sense of identity through
social relationships. For him, the evidence of the Hawthorne Studies
and the subsequent data obtained in interviews with workers was
convincing proof that man's need to be accepted and liked by one's
fellow men is as important in motivation as the economic incentives
offered by Scientific Management. Rational-Economic Man theory and
Scientific Management viewed human behavior from what Mayo termed the
"rabble hypothesis," the supposition that each individual pursues
self-interest to the total exclusion of all other motivation. He
countered the "rabble hypothesis"™ by pointing to the existence of the
"informal organization" demonstrated in the Bank Wiring Room. Mayo
argued that the existence of the "informal organization®™ in the Bank
Wiring room was made possible by the spontaneous cooperation that
develops among individuals when they are brought together.

The social view of exchange is also reflected in McGregor's

Theory Y concept, which basically means the integration of individual
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and societal needs. Theory Y assumes that man inherently likes work.
To the average human being, work may actually be a source of
satisfaction, and the expenditure of physical and mental effort is as
natural as play or rest.

The social view of exchange holds several important
implications for 1learning. First, it implies that 1learning is
natural. Consequently, external control and the threat of punishment
are not the only means of bringing about effort toward learning
objectives. Second, it implies that students will exercise self-
direction and self-control in the service of objectives to which they
are personally committed. Finally, the social view of exchange
implies that motivation and commitment to learning objectives is a
function of the rewards associated with their achievement (Davies,

1960).

Education Philosophy and the Concept of Exchange

Van Cleve Morris (1966), a strong proponent of existentialism
in education, embraces the rational-economic man view of exchange
theory when he says school should be optional, i.e., there should be
no compulsory attendance in schools. A person must attend school
and/or learn a particular skill only if it is instrumental and
suitable to his chosen lifestyle. In other words, a person chooses
the lifestyle he wants to lead and then engages in the kind of
education that is going to make his choice a reality. If a person

realizes that he/she can achieve his/her chosen lifestyle without
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engaging in a learning activity, he/she need not attend school or
study any particular subject.

The basis of Morris's view is what he calls the "epistemology
of appropriation." A person must take a position in relation to all
options and everything to which he/she is exposed. As soon as each
student reaches the "existential moment," he/she must choose a
lifestyle from all the options available, and then try to align
everything else to suit this lifestyle.

John Dewey (1938) views education as "preparation" for the
*good life." His view of the "good life" is, however, different from
the one implied by the Rational-Economic Man theory. "Good life" to
Dewey means "intelligent 1living." While the rational-economic man
would view education as ‘"preparation®™ for a successful and
financially secure life, Dewey views "preparation" as the basis for
the promotion of further learning and "intelligent living." The
rational-economic man would make "preparation" the controlling end
and, thus, sacrifice the potentialities of the present educational
experience to a "suppositious future." To Dewey, preparation for the
future occurs when we extract at each present time the full meaning
of each present educational experience.

Dewey views the type of specialization implied in the
Rational-Economic Man theory as noneducative and not contributing to
intelligent living--his view of the good life. According to Dewey,
this type of specialization forms an obstacle to further growth and

intelligent living because it leads a person into a "rut" or "groove"
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and shuts him off from "stimuli" that could promote further
intelligent living.

Behind Dewey's view of the "good 1life" in the form of
"intelligent living" is the concept of "rationality." The concept of
"rationality" is a relative term. In terms of what objectives, and
on whose values shall rationality be judged? 1Is the behavior of an
individual in society rational when it serves his personal desires or
when it is reflective of what is generally acceptable in society?
Dewey is very clear on this issue. The value of a person's behavior
shall be judged by whether or not it is in accordance with scientific
findings on the issue, i.e., whether it is in 1line with what is
generally acceptable as right in society. Thus, Dewey's view of
education strongly supports the social view of exchange. To Dewey,
education must be based on those issues which have been identified
through scientific methods to be the most fundamental issues in
society. Basing education on fundamental issues, such as political,
social, and spiritual affairs, makes possible any attempt to tackle
other issues, while a serious deficiency on fundamental issues can
prevent or undo all other problem solving. An education that is
deficient on fundamental issues will produce future citizens who are

unable to cope with the demands of society.

Contemporary Exchange Theory

According to Turner (1974), classical exchange theorists were
mainly concerned with simple person-to-person exchange relationships

taking place in relatively small settings. Contemporary exchange
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theorists have expanded the conceptual framework of the theory to
take into consideration some of the complexities inherent in less
direct processes taking place in modern society (Turner, 1974). To
contemporary theorists, exchange involves goal-oriented behavior
involving the selection of alternatives in the pursuit of expected
rewards. Prominent among contemporary exchange theorists are Homans

(1961; 1974), Blau (1964), and Thibaut and Kelly (1959).

Homans (1951, 1961, and 1974)

Homans' original work on exchange was undertaken from an
inductive point of view. He analyzed the Hawthorne studies and other
field studies undertaken by psychologists, sociologists, and
anthropologists, and noted that human behavior is mostly determined
by the operation of three social variables on each other:

interaction, sentiment, and activity. In his book, The Human Group

(1951), Homans used the concepts of interaction (social
communication), sentiment (attitudes), and shared activities (tasks,
roles) to explain each of the social situations described in the
Hawthorne and other field studies.

Homans later abandoned this approach in favor of a deductive
one. Building on the psychological principles of stimulus and
response, Homans (1961) extended the explanation of human behavior
beyond the interdependency of the concepts of interaction, sentiment,
and activity in order to accommodate other variables and conditions

that place the theory much closer to social psychology. "We believe
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that the propositions of behavioral psychology are the general
explanatory propositions of all the social sciences" (1974, p. 67).

He broadened the concept of "activity" and used it to define
the key concepts of exchange:

Rewards: Anything a person receives, or any activity directed
toward him, that is perceived by the person as valuable.

Value: The degree of reinforcement or capacity to meet needs of
an activity for an individual, whether his own activity or
activity directed toward him.

Sentiment: Activities in which individuals communicate their
internal dispositions, such as 1liking-dislike or approval-
disapproval, of each other.

Interaction: Behaviors in which people direct their activities
in order to derive rewards, and avoid punishments, from each
other.

Norms: Verbal statements--a type of activity in which people
communicate the kinds of activities that should, or should
not, occur, in a situation.

Quantity: The number of units of an activity (whether rewarding
or punishing) emitted and/or received over a particular

period of time (Turner, 1974, p. 235).
Homans does not completely abandon the economic principles of
classical exchange theory. The remaining concepts of his theory
retain the hedonistic-utilitarian economic man assumptions on which

the original concept of exchange is based:

Cost: an activity that is punishing, or an alternative reward
that is foregone in order to get another reward.

Investments: a person's relevant past activities (such as skill,
education, and expertise) and social characteristics (such as
sex, age, and race) which are brought to a situation and
evaluated by both the person and those with whom he is
interacting.

Profits: Rewards, minus the costs and investments, for engaging
in a certain activity.
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Distributive justice: Activities involving the calculation of
whether cost and investments have led to a fair profit by
individuals in an exchange (Turner, pp. 235-236).

According to Homans, a person expects profit from his/her
activities. He defines profit as reward minus cost. If profit is
not realized from a particular activity, a person will stop
performing that activity: "the less was a man's profit from a
particular action, the most likely he was to change and perform an
alternative one . . . as his profit approaches zero, a man does not
become more apt to do nothing but rather to switch to another kind of
action" (1974, p. 122).

However, Homans rejects the hedonistic-utilitarian economic
man notion of maximizing utilities and argues that it cannot be
applied to social exchange for two reasons. First, it would not be
possible to measure value precisely enough to establish whether
utilities are maximized in these terms. Second, to say that two
persons in an exchange maximize their rewards, would mean the
relationship would have to be terminated at an exact point. He felt
that for the economic concept to be useful in the explanation of
human behavior, it must be altered in four ways:

1. People do not always attempt to maximize profits; they
seek only to make some profit in exchange

relationships.

2. Human beings do not usually make either long-run or
rational calculations in exchanges.

3. The things exchanged involve more than money, but other
commodities, including approval, esteem, compliance,
love, affection, and other less materialistic goods.
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4. The marketplace is not a separate domain in human
exchanges, for all interaction situations involve
individuals exchanging rewards (and punishments) and
seeking to derive profits (Turner, 1974, pp. 234-235).

The key to understanding Homans' discussion of exchange lies
in wunderstanding "behaviorism." "Behaviorism" states that "any
behavior can be shaped by environmental reinforcements" (Hollander,
1981, p. 177). For Homans, "behaviorism" provided the means for the
"explanation" of all human behavior. The focus of Homans' discussion
of exchange is the effects of reinforcement by social rewards on
individual ©behavior. The essentials of Homans' argument are
contained in several "propositions":

1. The "Success Proposition":

For all actions taken by persons, the more often a

particular action of a person is rewarded, the more

likely the person is to perform that action (1974, p.

16).

2. The "Stimulus Proposition":

If in the past the occurrence of a particular stimulus,

or set of stimuli, has been the occasion on which a

person's action has been rewarded, then the more

similar the present stimuli are to the past ones, the

more likely the person is to perform the action, or

some similar action, now (1974, pp. 22-23).

3. The "Value Proposition":

The more valuable to a person is the result of his

action, the more 1likely he is to perform the action

(1974, p. 25).

4. The "Deprivation-Satiation Proposition":

The more often in the recent past a person has received

a particular reward, the less valuable any further unit
of that reward becomes for him (1974, p. 29).
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5. The "Aggression-Approval Propositions":

When a person's action does not receive the reward he

expected, or receives punishment he did not expect, he

will be angry; he becomes more 1likely to perform

aggressive behavior, and the results of such behavior

become more valuable to him.

When a person's action receives the reward he expected,

especially a greater reward than he expected, or does

not receive punishment he expected, he will be pleased;

he becomes more likely to perform approving behavior,

and the results of such behavior become more valuable

to him (1974, pp. 37-39).

Propositions 1-4 state the general conditions for learning,
echoing the tradition of Thorndike (1911), Tolman (1925), Skinner
(1938) and Hull (1943). They are nothing more than statements of
relationships between frequency of reward and frequency of behavior--
the more frequent the reward for an activity, the more frequent the
emission of that activity (Proposition 1); between a person's past
history and the effectiveness of a particular reinforcer in
influencing his behavior,--the more a situation approximates one in
which activity has been rewarded in the past, the more likely a
particular activity will be emitted (Proposition 2); between value of
a reward and frequency of behavior,--the more valuable the results of
an activity, the more frequent the performance of that activity
(Propositions 3); between frequency of a reward and satiation,--the
more frequent a reward, the less value it will have (Proposition 4).
Proposition 5 introduces the concept of distributive justice which
qualifies Propositions 1-4. Distributive justice is "an expected

ratio of investments and costs to rewards; when this expectation is

not realized, humans . . . get angry" (Turner, 1974, p. 237).
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Homans considers these propositions basic to the explanation
of elementary aspects of social behavior. He presents what has been
labelled the "reductionist" approach, arguing that any level of
"institutional analysis" is reducible to his elementary propositions.
The essence of Homans' argument is that societal structures "are
nothing more than the composition effects of the sum of individuals
pursuing self-interest--and that the directions and formations
resultant from this fact are "explainable" (cautiously halting with
any suggestion of "predictable") by referring to psychological
properties "basic to man" (Mitchell, 1978, p. 25). Homans writes:

We assume now . . . that though much emerges in social
behavior, (and) is emerging all the time, which goes beyond
anything we can observe in the behavior of isolated
individuals, yet nothing emerges that cannot be explained by
propositions about the individuals as individuals, together
with a given condition that they happen to be interacting.
The characteristics of social groups and societies are the
resultants, no doubt the complicated resultants, but still
the resultants, of the interaction between individuals over
time--and they are no more than that (1974, p. 12).

Homans' propositions can be best understood if they are
examined together. Hollander (1981): "They each 1limit, modify, or
increase behavior, not in 1isolation but in combination with one
another" (p. 39). For example, propositions 1 and 3 state the
relationship between frequency of reward and frequency of behavior,
while proposition 4 indicates the condition under which propositions
1-3 "fall into temporary abeyance" (Turner, 1974, p. 236).

In order to demonstrate the empirical application of the five

basic propositions, Homans presented a number of "corollaries." A

corollary of propositions 1 and 3 is the concept of reciprocity, which
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expresses the mutual returns which are expected in interpersonal
relationships, generally in a positive sense (Gouldner, 1960). In
proposition 1, reciprocity is expressed in equivalent frequencies of
reward and behavior, and in proposition 3, value is exchanged for
frequency. A further corollary of proposition 3 states the
reciprocity of value to value and value to frequency--"The more
valuable to a person is the activity of another, the more valuable is
the approval he gives in return and the more often he directs activity
towards the other" (Chadwick-Jones, 1976, p. 166).

Other corollaries of Homans' propositions extend exchange

beyond two people:

. . as usual we begin with a proposition stated in terms
of the relation between only two men. We shall next . . .
show that the proposition implies about a larger number of
persons. . . . On the assumption that a group consists of a
number of pairs . . . (1961, p. 188).
Two of these deserve to be mentioned here. One states that "the

larger the number of members that conform to a group norm, the larger
is the number that express social approval for the members"™ (1961, p.
119). Homans identifies three rewards of conformity to group norms:
1. "The result that the norm itself, if obeyed, will bring,"
such as mutual assistance or protection
2. The value that other people attach to conformity behavior
3. The approval received from others as a result of
conformity to group norms (1961, p. 116).
To substantiate this corollarly, Homans cites two studies. The first

study by Festinger, Schachter, and Back (1950), involving three
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groups of female subjects, showed that the more friendship choices
there are within a social group, the more is the conformity to the
majority opinion. The other study by Seashore (1954), involving 5871
workers in a heavy machinery factory, established the existence of
correlation between group productivity and employees' attraction to
their work group.

The other corollary extends the liking-interaction
proposition to the degree of esteem, defined by Homans as "approval
or respect" (1974, p. 108). ". . . the larger the amount of social
approval received by a single member from other members (that is, the
higher his esteem), the more frequent the interaction he receives
from other members (1961, p. 188). A study carried out by Homans
(1954) illustrates this corrollary. In this study, a frequency count
was made by checking the social contacts in a group of clerks every
fifteen minutes of their working day. The clerks were also asked the
following question™ "Who are your close friends in here?" The study
revealed a positive correlation between the fregqeuncy of interaction
and the rank order of friendship choices obtained from the interview.

Other derivations from Homans' five basic propositions
include an eleven point "deductive system." Two of the points are
particularly pertinent to this study:

1. Men are more likely to perform an activity, the more
valuable they perceive the reward of that activity to

be.

2. Men are more likely to perform an activity, the more

successful they perceive the activity to be in
getting that reward (1971, p. 23).
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These two points constitute what Homans calls the "rationality
proposition," which "sums up the first three of our propositionms,
those concerned with success, stimuli, and value® (1974, p. 43).

Homans' five elementary propositions and their numerous
corollaries contain three variables, viz., frequency, value, and
justice. According to Chadwick-Jones (1976), frequency is easy to
measure because it is only a matter of counting incidents of exchange
behavior. Chadwick-Jones is unable to say the same about the degree
of value because as the "deprivation-satiation" proposition says,
value may fluctuate with time. Also, as Homans, himself,
acknowledges, two persons may make different evaluation of the same
reward. This, according to Chadwick-Jones (1976), is similar to the
utility function mentioned in game theory, which acknowledges "a gap
between the objective material payoff and its subjective utility to
the person" (p. 175). Finally, certain values, like altruism, and
self-respect cannot be easily subjected to measurement (Asch, 1959).

Homans identifies two kinds of value:

l. the value of an activity in a scale of comparison with

other activities
2. the value of an activity over a period of time,
fluctuating with deprivation or satiation

Justice, the third variable from Homans' discussion of
exchange, refers to "fair exchange"--mutual returns that are expected
in interpersonal returns. It is often equated to "equity" and

"reciprocity." However, according to Chadwick-Jones (1976),
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justice involves more than the reciprocal return of
outcomes. It involves the evaluation of investments and
rewards by a variety of criteria and it involves assessing
one's own returns against those of another without
necessarily implying an exchange with that particular
person” (p. 243).

To the parties of an exchange, the failure of "the rule of
justice" is a form of punishment, and ipso facto, "its avoidance is
accordingly a reward" (1974, p. 77). People are thus more likely to
engage in activities that are rewarded by the attainment of justice
and less likely to engage in those that involve unjust exchanges. In
this sense, "justice becomes a value itself exchanged and efforts
will be made by participants in a social exchange to maintain a
standard of distributive justice" (Chadwick-Jones, 1976, p. 162).
The problem of measuring value has already been mentioned. Homans
acknowledges this difficulty when he says:

Unfortunately, the fact that people accept the same general
rule of distributive justice need not mean that they will
always agree on what is a fair distribution of reward
between them. Even if they concede that reward should be
proportional to investment and contribution, they may still
differ in their views of what 1legitimately constitutes
investment, contribution, and reward, and how persons and
groups are to be ranked on these dimensions (1974, p. 250).

The difficulty in measuring certain variables of exchange
limits the number of variables that can be empirically studied.
This, in turn, limits Homans' explanation of exchange behavior to
those situations "that can be expressed clearly by rank order or
frequencies" (Chadwick-Jones, 1976, p. 176). For the rule of

"distributive justice" to hold the same meaning to all parties of a

relationship, it must be assessed by all concerned on the same scale.
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Homans realizes this problem, and states that rewards and costs
should not be measured on a "cardinal scale," only on an "ordinal

ranking scale," aimed at establishing "more or less" comparisons.

Peter Blau (1964)

In his book, Exchange and Power in Social Life, (1964), Blau

intended to present what he calls a "prolegomenon of a theory of
social structure" (p. xi), i.e., a conceptualization of some of the
simple and direct exchange processes occurring in relatively small
interaction networks, with a view to expanding the conceptual edifice
to include some of the complexities inherent in less direct exchange
processes in larger social systems (Turner, 1974).

Like Homans, Blau based his discussion of social
relationships on the principles of social psychology. He views
exchange as a social process embedded in "primitive psychological
processes" (p. 4), from which many complex phenomenon can be derived.

The basic social processes that govern associations among
men have their roots in primitive psychological processes,
such as those underlying the feelings of attraction between
individuals and their desires for various kinds of rewards.
These psychological tendencies are primitive only in respect
to our subject matter, that is, they are taken as given
without further inquiry into the motivating forces that
produce them, for our concern is with the social forces that
emanate from them (p. 19).

However, Blau objects to Homans' assertion that all forms of
human behavior are explainable by the psychological process of

reinforcements. "To be sure, each individual's behavior |is

reinforced by the rewards it brings, but the psychological process of
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reinforcement does not suffice to explain the exchange relation that
develops" (p. 4).

Thus, while Blau, like Homans, recognizes "a psychological
base for human social behavior," he rejects Homans' claim that the
psychological process is "extendable to an explanation of more
complex societal phenomena" (Mitchell, 1978, p. 59).

For Blau, exchange occurs in those behaviors that are
oriented towards specified goals or rewards, and that involve
individuals selecting from various potential alternatives, or costs,
a particular line of action which will yield an expected reward.

The only assumption made is that human beings choose
between alternative potential associates or courses of
action by evaluating the experiences or expected
experiences with each in terms of a preference ranking and
then selecting the best alternative (p. 18).

However, like Homans, Blau rejects the hedonistic-utilitarian
economic man notion of maximizing utilities:

The statement that men select the most preferred among
available alternatives does not imply that they always
choose the one that yields them the greatest material
profit. They may, and often do, choose the alternative
that requires them to make material sacrifices but
contributes the most to the attainment of some lofty deal,
for this may be their objective (p. 19).
Blau's discussion of exchange is guided by the following

assumptions:

Assumption l: The more profit a person expects from another in

emitting a particular activity, the more likely he is to emit

that activity.
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Essentially, this assumption says the frequency and the value
of reward from an activity increase the likelihood of that activity's
being emitted.

Assumption 2: The more a person has exchanged rewards with

another, the more likely are reciprocal obligations to emerge

and guide subsequent exchanges among those persons.

Drawing from Gouldner's "norm of reciprocity,"™ Blau states
that reciprocity does two things: (1) it serves as a "starting
mechanism of social interaction" (p. 92); (2) it serves to regulate
subsequent social exchanges.

Assumption 3: The more the reciprocal obligations of an exchange

relationship are violated, the more are deprived parties

disposed to sanction negatively those violating the norm of

reciprocity.

This assumption is a corollary of Assumption 2. Naturally,
when a person's expectations are not fulfilled, "he becomes more
likely to perform aggressive behavior" (Homans, 1974, p. 37).

Assumption 4: The more expected rewards have been forthcoming

from the emission of a particular activity, the less valuable

the activity, and the less likely its emission.

Utilizing the economic 1law of marginal wutility, Blau
stipulates that "the more a person has received a reward, the more
satiated he is with that reward, and the less valuable further

increments of the reward" (Turner, 1974, p. 268). At this stage a
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person will seek an alternative line of action offering new and

different kinds of rewards.

Assumption 5: The more exchange relations have been established,

the more likely they are to be governed by norms of "fair

exchange."

Unlike Homans, who implies that the principle of
"distributive justice" can operate independently of group norms, Blau
says "the system of values and norms that prevails in society, is
what gives people's notion of justice its specific content and
meaning" (p. 68).

Assumption 6: The less norms of fairness are realized in an

exchange, the more are deprived parties disposed to sanction

negatively those violating the norms.

This assumption is a modification of Homans' assertion that
anger results when justice/fair exchange is not realized.

Assumption 7: The more established and balanced some exchange

relations among social units, the more likely other exchange

relations are to become imbalanced and unstable.

Most people engage in more than one exchange relationship,
and the balance and stabilization of one exchange relationship, in
accordance with Assumptions 1, 2, and 4, "is 1likely to create
imbalance and strain in other necessary exchange relations"™ (Turner,
p. 269). Turner writes:

For Blau, social 1life is thus filled with "dilemmas" in
which men must successively trade off stability and balance
in one exchange relation for strain in others as they

attempt to cope with the variety of relations they must
maintain (p. 269).
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Blau views social exchange as a process of "decision making"
in management. And, just like the decision maker in management, the
individual in exchange is subject to the following environmental
limitations (adapted from Buford, 1979)

1. He can devote only a limited amount of time to the process of
selecting from the various potential alternatives.

2. He can mentally weigh and consider only a limited amount of
information at any one time.

3. The amount of information initially available to every
individual about each potential alternative is only a small
fraction of all the information potentially available on the
issue.

4. Important aspects of potential alternatives involve
information that cannot be procured at all, especially
information concerning future events (Blau, 1964); hence, the
individual's actual selection must be made in the face of
some ineradicable uncertainty.

5. The activities of the average individual requires him/her to
pursue more goals than they can consider simultaneously

(Blau, 1964); hence, the individual must normally focus his

attention on only part of his/her major concerns while the

rest remain latent. Focus on one exchange relationship is
likely to create a strain in other necessary exchange

relationships (pp. 23-25).

In his explanation of social behavior, Blau employs the basic
concepts of exchange, viz., reward, cost, profit, etc. But, unlike
Homans, he "limits their application to relationships with others
from whom rewards are expected and received" (Turner, 1974, p. 266):
"Social exchange as here conceived is limited to actions that are

contingent on rewarding reactions from others and that cease when

these expected reactions are not forthcoming (Blau, 1964, p. 6).
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Blau distinguishes between intrinsic and extrinsic rewards.
Intrinsic rewards refer to value that is inherent in a relationship
itself:

Friends find pleasure in associating with one another, and
the enjoyment of whatever they do together--climbing a
mountain, watching a football game--is enhanced by the
gratification that inheres in the association itself. The
mutual affection between lovers or family members has that
same result. It is not what lovers do together but their
doing it together that is the distinctive source of their
special satisfaction--not seeing a play but sharing the
experience of seeing it (p. 15).

Extrinsic rewards are those benefits that result from the
activities of the relationship rather than the relationship itself
(e.g., "social approval of those whose opinions we value" [p. 17]).
Blau discusses four classes of extrinsic rewards, viz., money, social
approval, esteem or respect, and compliance. To Blau, money or
financial return is inappropriate and the least valuable reward for
most exchange situations. Unlike Homans, who equates "social
approval" to "liking," Blau views "social approval" as support from
others in the form of agreement with one's ideas. According to Blau:
"Men are anxious to receive social approval for their decisions and
actions, for their opinions and suggestions. The approving agreement
of others helps to confirm their judgments, to justify their conduct,
and to validate their beliefs"™ (p. 62). While this type of social
approval is appropriate to exchange relations, its value "depends on
its being genuine" (p. 17).

Respect and esteem are just another form of social approval.

They often accrue to those that have the "power" to provide valued
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services in society. According to Mitchell (1978), Blau's
explanation of the origin and consequences of power constitute his
primary contribution to social exchange theory (p. 63). Blau defines
power as the capacity to obtain compliance from others through the
supply of valuable rewards. "A person who commands services others
need, and who is independent of any at their command, attains power
over others by making the satisfaction of their need contingent on
their compliance" (p. 22).

Blau illustrates this assertion by referring to the
relationship of lovers and the relationship of employer and worker.
With regard to the former relationship, Blau writes: "The girl with
whom a boy is in love has power over him, since his eagerness to
spend much time with her prompts him to make their time together
especially pleasant for her by acceding to her wishes" (p. 22).

In the relationship between employer and worker, "the
employer can make workers comply with his directives because they are
dependent on his wages" (p. 22). However, Blau says:

The superior's power wanes if subordinates can resort to
coercion, have equally good alternatives, or are able to
do without the benefits at his disposal. But given the
limiting conditions, unilateral services that meet basic
needs are the penultimate source of power. Its ultimate
source, of course, is physical coercion. While the power
that rests on coercion is more absolute, however, it is
also more limited in scope than the power that derives
from met needs (p. 22).
Thus while Blau acknowledges the existence and importance of coercive

power and the threat of physical punishment in certain relationships,

he places more emphasis on the power derived from the capacity to
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supply services needed by others: "Providing needed benefits others
cannot easily do without is undoubtedly the most prevalent way of
attaining power . . . (p. 118). And Blau continues: "the greater
the difference between the benefits an individual supplies to others
and those they can obtain elsewhere, the greater is his power over
them likely to be" (p. 120).

From Blau's discussion of power, Turner (1974) formulated
four general propositions of power:
1. The more services people can supply in return for the
receipt of particularly valued services, the less those
providing these particularly valued services can extract
compliance.
2. The more alternative sources of rewards people have, the
less those providing valuable services can extract
compliance.
3. The more those receiving valuable services from
particular individuals can employ physical force and
coercion, the 1less those providing the services can
extract compliance.
4. The more those receiving the valuable services can do
without them, the less those providing the services can
extract compliance (p. 272).
Thus, Blau's discussion of power contains various 1levels of
dependency. He 1incorporates Thibaut and Kelley's concept of
comparison 1level for alternatives (discussed in the next sub-
section).

The rewards that people acquire from exchange relationships
are not without costs:

The rewards individuals obtain in social associations tend

to entail a cost to other individuals. This does not mean
that most social associations involve zero-sum games in
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which the gains of some rest on the losses of others. Quite
the contrary, individuals associate with one another because
they all profit from their association. But they do not
necessarily profit equally, nor do they share the cost of
providing the benefits equally . . . (p. 15).

Blau identifies three types of costs that are incurred in
social exchanges, viz., investment costs, direct costs, and
opportunity costs. The first involves the investment of skills--what
a person brings into a relationship in order to make himself
acceptable to the other. A direct cost occurs when a person accords
another superior status through subordination and the expression of
respect for another, as well as by complying with another person's
wishes. An opportunity cost entails the costs of giving up
alternative possible actions for reward. Blau's meaning of an
opportunity cost is similar to that of Homans' definition of cost as
a reward foregone.

However, according to Blau, there are social rewards that
involve no cost at all--mutual love--for example. A lover's cost in
alternatives foregone are repaid by the pleasures of being with
his/her partner which he/she obtains while he/she is rewarding the
partner. Blau also argues that the costs of exchange can be reduced,
and the rewards increased, if the latter were supplied in a manner
which simultaneously obligates many others and thus multiply the
benefits produced.

For people to continue with an exchange, they must continue

to realize some profit in the relationship:
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The continuing attraction of the individuals to social
relations depends not simply on the rewards they derive
but also on the costs they incur and, specifically, on the
ratio between the two, which determines how profitable the
social relations are for them (p. 146).

As described by Homans, exchange stabilizes at the point
where costs balance rewards. At this point, according to Blau, "the
declining marginal utility of additional benefits is no longer worth
the cost of obtaining them" (p. 90), and a person will seek an
alternative relationship offering new rewards.

Finally, like Homans, Blau accepts the view that "there is a
strain toward reciprocity in social associations" (p. 314). However,
he extends the discussion further than Homans by drawing attention to
the other implications of reciprocity on exchange: "the strain
toward imbalance . . . in social associations" (p. 26):

Reciprocity on one 1level creates imbalances on others,
giving rise to recurrent pressures for re-equilibration and

social exchange. In complex social structures with many
interdependent, and often interpenetrating, substructures,
particularly, every movement toward equilibrium

precipitates disturbances and disequilibria and thus new
dynamic processes. The perennial adjustments and counter-

adjustments find expression in a dialectical pattern of
social exchange (p. 314).

Thibaut and Kelley (1959)

Thibaut and Kelley (1959) identify three broad types of
exchange relationships, viz., (1) a trading relationship; (2) a
relationship of dominance of one person by another (fate control);

(3) a relationship of compliance, persuasion, or influence over the

other person (behavior control).
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A trading agreement can be defined as an implicit or explicit

reciprocal agreement between two or more people. For example, two or
more people may agree to share the costs and rewards of a joint
enterprise. A trading relationship maintains itself for as long as
both or all the parties concerned receive satisfaction from it. Such
a relationship breaks down when neither of the individuals involved
is satisfied, or when the exchange is perceived as uneven by one of
the participants.

A relationship of dominance (fate control) of one person by

another occurs when one person has power over another and is in a
position to allocate rewards to himself, irrespective of the choice
of action by the other. Fate control can be implemented either
through formal authority in an organization or through coercion in
interpersonal behavior. It is on this point that Thibaut and Kelley
differ from Homans' and Blau's views of social exchange. Homans and
Blau 1limit their discussion of social exchange situations to
interpersonal behavior in voluntary relationships, whereas Thibaut
and Kelley extend social exchange to include "coercive power such as
may be found in prisons, the armed forces, or even in industrial
organizations" (Chadwick-Jones, 1976, p. 36).

According to Chadwick-Jones (1976), there is a limit to fate
control in that if the weaker person's costs increase to a point
where alternative relationships are more attractive and, if escape is
possible, he may leave the relationship altogether. Thibaut and
Kelley seem to acknowledge the limitations of coercive power when

they say fate control may be converted to behavior control.
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Converted fate control or behavior control occurs when "by

varying his behavior, A can make it desirable for B to vary his
behavior too" (p. 103). 1In behavior control, "B's" outcomes vary not
as a function either of A's behavioral choices (fate control) or of
his own, but as a function of the interaction between them (pp. 103-
4). Behavior control can take place in a situation whereby each
party pursues his/her personal objectives and the other's activity is
of no consequence to him. For this reason, Chadwick-Jones (1976)
states that "in behavior control, there may be no exchange, strictly
speaking" (p. 40).

To Thibaut and Kelley, the probability of exchange behavior
is a function of individual and situational factors and also of the
amount of previous reinforcement. They argue that the outcomes of
social associations are determined by the ratio of.rewards and costs
for each person. They represent this scenario in the form of an
elaborate payoff matrix system. They use the payoff matrix mostly to
illustrate reinforcement principles in social behavior.

We assume that the probability of any one of A's behaviors
being elicited is a function of two factors: (1) the

strength of instigation to it (either from external or
internal stimuli) and (2) previously experienced

reinforcement resulting from it. The probability of
occurrence reflects both of these factors whereas the
objective reward--cost matrix reflects only the

reinforcement consequent on the act (p. 26). (See Figures
2.1, 2.2, and 2.3, next page).

The figures contained in the cells of the matrix represent the
maximum rewards and minimum costs which "set the limits within which

the actual interaction must occur" (p. 19).
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