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| -~ INTRODUCTION S o

ihx- paper 1- an effort to present some’ of the Organizing Principlea which have
emcrsod in- tho process of deuigning highcr education programs for ndul:u.1 The
«unafyull which is presented here relies on some of the recent raueqrch and literature
on a&ult'dcvelnpment. Yife ut;gea. and learning interests. The Organizing Prinéiples
, g’f’ i

were not pre-de:ermlned. but have.resulted from-eishc.Ve;ra f ‘experience in

. .

designing and 4mp1cmcutihg baccalaureate degree programs for adults in the University

.

Withont walla Program (UWW) of Loretto Heigh:s College (LHC).

}he prbgram has received approxihdtely one thouqnnd inquiries each year since 1971,
enrolled about one hungrcé new adult students vearly, served about two hundred
persons a year, and gr;duated almost foyr hundred in a variety of areas of concentra-
.ﬁiop. * The age range of persons served has been "from 16 to 74, gifh'an average of 36.
-.It 18 this experience b&se,which primarily informq.ihe ideas and conclusions

presented here. ) .

.Although a great deal of séatistical data has been collectea,-it is not the ﬁurpose

of this ‘paper to préséht it.” -Nor has our program been de§igneq as a research"projeci,
" ’ .

‘that is, establishing theoretical hypothesés and éetting about to test them. Rather,
our aﬁpfoaéh has been one of "action research." Utilizing awareness, knowledge gained
from study, obserygtiéﬁ, and a wide vafiety of gfperiences we made assumptions and
designed our UWW program, to vy the'needé‘of adults rgtyrning to college, as we
anticipated-taosg‘negds. Our experiencé wi;h adult learners over the past eipgt vear
per#od has causea us to.eQBluéte, refine and expand'fﬁématiginai model. Thiéhpapef is
intended to‘extract iroﬁ a complex array of issues and‘variables those which are- basic
in consideriqg the design of programs for adults. It is hoped that the delineation

of these Organizipg Brinciples, based on our experience, will aid other educators as

N
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They cdnstdcr adult.learhera as a populatinn to be servcd by educational instit tions
and agencies. It 1is nluo hoped that the Orsanixing Princiﬂlcu sot forth here will
have 1mplct on evaluntion of ptostama for adults and may lead to the devolopmnn: of -
criteria useful in assesning the qunltcy of adult programs., The focus of thil

paper is the learspr, as we hope the focus of all educational prdgram design Qill

be. ‘ )
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' , BACKRROUND AND PERSPECTIVE .

Iclia {mportant to note, the institutional philo.ophicnl environmant withln'uhich
.tho‘Univerlity without'Wn;la Program was desigped and developad at Loratto Heighta
.Coifcgc. Although, each institutional contci: must @e cgnuiderod somewhat unique,

we bcl%eve that certain aspects of adult dnvclopmc;t and learning can be consideored
universal, at least wiéh;n.thin culture at this time in history. However, the
cnvjronment and-tﬁe valuei‘of both the 1nat£tution‘and the progra& developers need
t; be made explicit. If.there is maximum congruence betueen‘:ﬁe expressqa vhluus of

the ingtitution, the program designers, and the perceived necdn of adults, programs

. are more likely 'to be succéssful than if there is dissonance between these factors.

The institutional mission of Loretto Heights has its roots in its more than 8N-year
history as a-Catholid liberal arts céllege for women. In 1967! thé College begame

an 1nuependeht. non-demon}national. co-edqu;ional'institution. It.has rgfainad Lgs
coym;tmenQ'to liberal learning, coupled wi&h pre-prquséional and profess!aﬁal.
'undergraduate education. The éollege values its small size (under.lﬂoo sradent:,)

as a p?e—condition for maximum individualization. In many ways, the Colicge describes
its unique character and qﬁality in terms of its éapability to be pefson-centured in
an impersonal soc;ety. .One might say that institutions of this type have the
potential (and often reaﬁa it) to improve our "quality of life," by focusing atténtipn
<. on the ;naiv1&ual. within the context oé a small community. Thi?ksmall inétitutional

model offers younger and}older adults alike opportunities for each student to be

viewed as an individudl and to be an integral part of a community. The small college .

interpersonal learning environment has the potential to build self-esteem and also

[/ , . 4
provides a training grodnd for learning how to function in cooperative groups in
.family. community and work settings. This kind of institutionél settingrprovides the

3
sub-soil in which developmental approaghes to education can prosper.
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Undorllrdtni the development of the Univbrsity Without Walls Program were perspectives

and beliefs within the Coglagc thch lupbortod a devalopmental point of viaw. s&u-

¥

of these pir-pechVea woere that: ‘ .
L]

- ndul:i can and do continue to grow and develop ghroukhou: their lives;

L4

= adults come to educational inscitutions hoping to find programs that
will be sensitive to, knowledgable about, and supportive of their growth
and development; and ' ‘ .

’ - educational programs for adults will achieve quality'if they are

! ‘o daaigncg to support and serve idults' devefopmen;al and growth neads.

Therefore, we concluded that programs for adults muat be enabling, as Jell as

\mm.. a
instructionaly Our basic assumption was that the learning that adults seek is move

’

than the acquisi:@én of knowledge, skills, and c;edintiall. although these objeE:ives
are post often expéelued. We contended that prbarama for adults musat make’;ualigakive
.diffe;encep in these leﬂfners' lives. Becauac‘prograﬁa faf old;r adulta are not
preparatory to life, in the uﬁy that they are for younqgr‘adujts. :ﬁey must éeln‘
mature persors to make meaning of :heir.complei livqs and muse offgr the po:entinl.tp.

improve the quality of 1ife in a variety of vays.
” - -

v

o

In this context and with these general perspectives, wc set out tc design a program

L3

to serve adults rétuxning to college at the underzraduate level. Th~ basic program
vas the University Without Walls. Special'Projects within the Unfversity Without

Walla, designed to serve particular populations and purposeg. have also been developed
2 '. .qi::o‘ ¢ i . ) -

and implemented.

¢

» e ¢

By ‘a number of measures and criter{a, the program has been "suecessfyl.” A primary
. . . il I

- i

task, at this point in the program's development ,\is to analyze why the University
Without Walls has worked so well for adult legrnérs and how it can be adjusted,

. | {

e - 4 - .
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.

refined and improved. A second task is to draw from thq réaant regaarch and
litctaguto'on adult development and learning in order to discover thu connectiona
between the theories of adult development and the practices of our ‘programs and

'proJectu. thereby extracting the Organizing Principles which oemerge from those

cpnndctionu. A third tamsk is to articulate our findings and share them with
others interested in these mattoers. Hence, this paper.

-

-




L \ LEARNING AND CHANGE,

- ‘ ' : ,
What learning has always been about is chanre. What change has uluaia been abauc
is dtuconieng; dissatinfaction, disequilidriu.., dissonance and disturhance. As
change oegurs, there ie a need to move, a need to learn, and a need to know more.
In effoct, to change Ls to transit from one state to another. We always experfence

..n(-qnué of restlessness priof to our own changes, our own transitions, and our

» .

own new learning. Without this restlessness, we would remain static, not learning,

not growing.

Each life-transition is prompted by a sense 'of discontent. In education; we speak
_of these transitions as "teachable moments.” These are the moments of opengss,
curionity, discontent, and restlessness which havé the greatest potential for the

taking in and the absorbing of new learnings. It is these "teachable moments" when,

A

developmentally speaklng, we hﬁvc out greatest needs for new learning in order to

¢

solve ncw issues and learn to perform new taskas. So it is throughout our lives.

It 1s our'discuntent and our transitions that glve us some confirmation that we are

alive and are still capable of learning and generativity.

When adults voluntarily seek us out in coileges and universities, they are exhibiting

a symptom of discontent, of restlessneés.‘and of transition. We must.be keen
diasnosélcianq to be able to identify what 18 causing them to be restless. 1Is it a
dlvorcg? Is it a need'tovfind»a new kind of cnréef or work? Is it a need for
intellectual stimulation? 1s it a need for new telationships? 1Is it a need for
‘new self—knqwledge? «Is it a need for the status of holdsng a degree? Or is it a
‘combipation lof these" needs? These atr‘c adults' "teachable moments,"” the'r times oF

-

discontent. Without these discontents, they would not have to come.

o N . i .
"Each institution has an educational ' menu. Some colleges bhave large menus; others

small. Some are specialty houses; others are diversified. Some say you must sit
v ,

-
.
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" in a particular room and eat a particular set of ingellgctual foods, Others have a
broad cafeteria, where the eater may choose the type of food, its qQuantity, the ,
o;dor in which the eating will occur, and the method by which :ha'toad is eaten., The
objectives are to satiafy the appetite of the diner, to reduce the hunger, to feed

the need of the consumer, and to respond to fhe_lenrner'u discontent. The process

“

used s one vhich supportes the transition of the learner from a state of hunger to a

new state of satisefaction. When a learner crosses the path of an educational

tnstitution during one of these “téachable moments,” the reault can be powerful.

o+

And, so (t is with all our learning, vur changing. and our transitie ing. First,
there i tﬁa need for a diagnosis of the nature of the learncr's discontent. Second,
there is the need.for an appropriate system which can offer these diverae menus of
learning experiences which may satisfy tﬁo adult learn¢r and aid in the inp;nding
transition. The wider the arrav of possible program responses, the more kinds of

tateré or ldarners an institution will be akle to serve.

N . A Y
Each of us has our own inteéhnl clock for the timing of our discontents, but we all

+

fall within some broad adult developmental patterns:. Hence, our uw4 program’s bias
is towvard indivldualizaixon. The infinite variety of sequences of external events in

adult lives, vithin the relatively predictable patterns of adults' internal transicional

needs, indicate that we must design educational brograga that offer maximum flexibilicy
and individualization. Such designs will be best able to accommndate thp wide range -

of developmental nepds, uhiéh occur during the two-thirds of a person's life expectancy

”
.

-

that we call adulthood.
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OURSELVES AS MIRRORS FOR DE¥INING THE

) M
Who (8 the adule learner? How can we know whée adule lﬁnruura‘uuwd? And how can

ve dosig: our programe and I(nstitutions to meet these needs?

In ovder to find the answers to these gquestions, ve must pay attention to vhat the
research and literature tells us about adule development and adult learning. But
alao, some of the answers to these questlions e tn our own lives and those of aur

et leaguon and friende, Por we too are adult learners. We, ourselves, are the

,mirrors, the models, and the orototypes for the students, But for a fluke of

> \

fortune, we might lack the credential == the B.A., M.A., or Ph.D, =~ which our
;tudautu seek from our colleges and untversities. And so, in addition to the
iouvurch. ?ur own lives and the lives of our collongu@u‘and poers give us wne uf‘
the best clues as to vhat Organizing Principles should guide our 4dul€ program

development efforts.,

»
-

What kind of college would we want to go to? What kinds of programs could £it best
fnto our busy, role-complex livés? Uith what kinds of faculty would we want to

learn?’ Our own answers to thase questions are =186 Lle apptoprl .te ansvers for out

-

B T . ’
Who, then,~are we? We are women returning to school and to work., Mothers. Wivew.

Ex-wives. Singles. We are men needing a shot at the next job., Striving. Financtlaliy
burdened. Restless. Busy., Asbitious, Runbinds. Fathers. ancrn.'mhll rf us
are the adult learner. Perhaps n.bit bored, Short on tiwu.ﬂ Gecting older. In a

hurry. HNot wasteful.

We are each men and women wanting to grov and learn nev things. W¥e are not totally

secure, Wo are egcountering crises {n our personal relationships. We are looking for
o . . "
[y - A—

- R .

11 | '
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nw models, néw mentors, nes Qifgctiamm. nev satisfacelons, ani. now friendanips,
5 u

A .
We are unsure of ourselves? ‘In apite of pesding (o appear certatn and confidunt,

s
[

in cursugvv;‘andvtn our owm life enperiocnces are the [;Lﬁiﬁﬁtthy @;HQG te adult
&o#alnﬂumﬂt ‘and to d@atgntng'prairami for adults, To vee Cail Sheehy's tormy »
from Passages, 1t s wur owm "Cetting into the Adult World,” aur "Gateh W'y |
our “nnndxtng hanaﬂqﬁ.“ our “%at:tiﬁg Dowr, " our "Second Adolegcences,” our
"Meliowing," cur ”rint&htng Up" stames that are che adult :rangailuny which should
inform thy design slements of ous promrans. Thowe learning processes and subjecta
which are upprﬁvrt;tq tor ua are also appraériuta for our etudents, 3 We are the
onen who #fd;mn the sgo dovelopment scales, Ve are the Self-Protective, the '
Conformist, the Rellf-Aware, the Q@;sclentinus. the Individualiatic, ihe Autonosous,
and a fed of us, cthe !ntagfu:wd ones of whos Jane Loevinger uritgﬂ.& We are the
Convergere, “tv@réerﬁ. Accommodatorn, and Assimilators whom David Kold doscribos
10 his Learning Styles !nvan:ary.&

It is Irqn au; knosledge of ourselves and our peors, as well an from the rqnwar?h and
££zerntur@. thar ve will be able to bulld appropriate programs for adults -- programs |
vhich are not removed, not lvory tower, not clltfrt and not excassively acadertc., Ve
need o behave not dnly as rescarchers, but as adult learners -odaveiup!ﬂns practicing,
analyzing, reflecting, observink, generalizing, a;huriencins. and vorking together | .
o8 ve design education lo; adults, We are progranm dovelopers uhq ace almo pgcrm and
learners with u;n«r adults, all of us learning. If we view ourselves and our students

as collaberative learners, our psogras designs vi;l have integrity and value, For w

are not only prograsming for others; ve are, indeed, also prograsming for ourselves,
Trusting in our own solf=-knovledpe, ve will consciounly and écl!h«rntuly'bﬁ‘abte to -
meet the needs of others, who are not only our gtudcn:w.4;u:.‘ﬁn this case, alaso our ‘
peers, "yp-doun" hierarchical relationships will not work. Mytuwal attitudes of equalfty

and collaborative seacching will more likely be uﬁctauwful.

-9.12 -
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- "~ ENTRANCE: REA'SONS‘I-.‘OR ENROLLING AS DIRECTICNAL SIGNALS FOR PROGRAM DESIGN

- e
P

¢

'33*.1’ -
In Weathersby s study o‘“adult students at Goddard College batween 1976 -and 1977,

- o

‘it was found that adults returning to college could be classified in terms of s2ven
! ' ; . y ! .
ersential motivations for enrolling. 6. 22% returned-tc ''work on career goals."

t

16 ;dis;JL£§ nwﬁ;eé~¥eﬂtomplete "unfinished business," 16Z claimed a need for "'re-
- Urientation and re—ditection," 14% wished to "pursue velued interests in an
individualized mahner;" 12% desired "petsonal growth.” 10% were looking. for
"'challenge and intellectual stimulation." 7% claimed that it was "the right time

to enroll."

In designing programs'for adults and in developing admissions'prOCedu;es and processes,

A .

231 of thiene wotivacors must be kept in mind. Each program must decide if *+ is.

interested in accommodating‘all, a few, or only one of these motivations. It doesn't
" make any sense to debate whether personal growth, 1nte11ec£ua1 development, or

career goals are valid institutional goals ‘missighs if onc recognizes that-a

-~

' combfnatioh“of all three goals are likely to be b;esent\withig\the Potential'pepulation

to be served. Some schools will choose to expand their capabilities\and _Parameters
\

and “to Néast a wide net." Other will choose to do that which is already within ;h\}r

' Lcanabi11tv nnd misslon and which they preceive themselves as having the resources to

”,

86complish quickly ‘and effectively.

S

*
LI

The‘University_Without Walls Prograh at Loretto Heiéhts Coliege was embitious,_;n this
.;régérd."heing a small institution immersed in the process of institutional chahée_in
Ié?i; the‘opportunitiés to desigh a pregram from scratch, with a "ciean slate," wefe
‘pnesent.’ And that is what was done. . In rettospeet, the program's design can be,
.hhal§2ed in terms’ of. the seven metivators described by Weathersby and the responses

“

Uww made:to each of .them,

"10" . ‘.’ ’0 : . L
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" In order'Lo respond to a wide variety of individual career goals, and to accommodete

- g -

the reality ‘of’ rapid and continuing changes in'the world of ,work, the UWW cffers its
" B.A. degree with depth areas (called Areas of Concentration to distinguisn them.wrom
v . -
the.regular pre-designed'majors offered hy the college) in a broad array of fields.
These Concentrations.are individualized as“to both content and methods of learni g.8.
Degree requirements are stated in terms of desired "balances" and overall minimvm

9.
,M*nvmbers of credits. A minimum’ of 128 semester credits 1is required for the B,A., with

a ‘minimm of 30 credits ia the»Area of Concentration (depth) and a minimum of 4 credits

(1/3) in Liberal Studies (breadthi}ﬁ Each degree program must be balanced in terms

of breadth and depth, theory and practice, and the use of. a mix of learning re%ources.

Within these broad but explicit parameters, total individualization can take p1ace.

-

This approach takes into accountcheinfinite mix of-experiences, competencies, back~-

grounds, and goals- which adult students bring to the program; ‘It also moves the
14

J program's, faculty to think about "competency outcomes' andudefinitions'of'eaUtatedness,'
. . . v ‘ .

as opposed, to concentratingeither solely, or"time spent/credits accumulated outcomes'

y

or curricular "content area inputs," as ‘the criteria for the a®ard of the degree.

In recogni on of thef"unfinished business" motivation, Uww helps to move adult students

»

-u';'

along ¥o completion as quickliy as is academically and financially feasible.’ TE

accomplish this end, enrollment is. monthly and schedu1es are flexible within 16_ week

1
gsemester (Learning Segment)'parameters._ The use of courses at many convenient,
- P . B ,
. o

accredited collegﬁ: and universities, as well_as theoretical independent studies and

-~

experiential independent field projects, expands the options within which adult students

.can manage time, along with maintaining family, community and work responsibilities.

)

\
TheoAdvanced Standing Credit Proposal process, whereby students can gain academic

hid -
r

credit for prior non—college learning, is an "important innovation, which recognizes

3

' - -

" compeiencies already acquired and. shortens the time requited to complete a degree

0. e T,

o - - 11 =

o TET e

. program.
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. The value of the credential and the resultant feelings of

&

on by pot having a degree in a credential:oriented cult e are recognized from the'

.. —

first conversation with the Admissions Coordinator & id throughout the relationship

...... s / . ¢ ' -
with the program. Efforts are made to build*egch/student's self-esteem and to
. . . . (/ .
identify and express value for experiences and competencies. Too often, degreeless
. ¢ '
adults havea felt put down and inadequate due to their lack of the ‘credential,
' . -.

) - .
v .

The motivation to gain re-orientation andﬂre-direction is reiuiorced continually

Te

. ' £

by the explicitness of the planning process in UWW . Beg1nning with the admissions

process, the application asksfor,amongother things, written essays on "Where have: you
P .

been?", Where are you now’" ‘and "'Where are you going’" . Each learning contract, «

.

written for each learning experience each semester, must state long and,short range

goals. Individual advisement sessions with the faculty advisor concentrate on careful

v, -

/4'" R ’
planning of learning”eﬁperiences and degree programs. Advisors continually raise

issues of re-orientation,and‘re-direction. Changes in degree plans gnd amendments

‘to learning contracts are encouraged, as new learning experiences open up
opportunitiegﬁand perspectives. _Change 1is viewed'as normal and desirable. Plans:
are nof locked in. But explicitness and consciousness of the forces producihg these
changes are continuously/examined and articulated. "Why’" is the key question..

"What?" follows that; and then "How?". Indeed, "a planning curriculum" is implicit

throughout the UWW process. ‘

Because people learn best what they are interested in, it is important to present a’,

- P .

wide array of options so students ,may begin- where they are and move slowly toward

new ground. People are so "accustomed to being told/"no" by institutions and being

.
'

given a prescribed set of courses to take without regafd to who’they are and.what . .

- a

they have done in their lives that our students often begin the program by asking

permission of program staff andigaculty (not a very adult—like habit7 ~'"Can I really

dO--? 'isa-. universal question asked by students during the early stages of ‘the UWW

fr.lZ-_- ]
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- with new problems, and to find one's self able and competent..

process. At some point (the earlier the better), our adult students begin to

<bélievesand’trustfthat ve. mean it when we say, "You propvse what you want to study .
and do and why, and_we will respond to your proposals.‘ What makes sense will

probably be 0 K - We are here to'support your learning interests-and career goals,

not to'play parent and give you permission to 'take a giant step.'" 'Re-orientation

and re—direction for adults depends largely on persons being able vo freely sample

,widely and to base their new dec! sion° on current experiences. pursuing valued

interests in an individualized manner,

Personal growth needs motivate-some“adult students, to re-enter college:‘ Colleges -

. ’ .
+

.ofteﬂ=5fite about personal growth in their catalogues, but -also assume that rowth
‘will be by-product or the'curriqulmr "+ and of the residential life style of the
campus. The conventional college model is to provide for personal growth in the .
non-classroom aspects of the college -— dorm 1ife, student services, cdmpus r”zaniza-

-4
tions, athletic programs,'etc. Since these experiencqs are not accessible-to . .e

working, family-responsible adult,’other means mast. be found to meet these perscnal

P

growth needs, consistent with adult:life styles. In addition, the_personal growth

needs confronting adults are wide.and varied and are unique to each individual. For
a forty;five,year old woman expePiencing a divorce after twenty;five years‘of.parriage,‘

. . . -

personal -growth can mean taking charge of her check book for the first time. For

a fifey year old man anticipating changing jobs, personal growth may mean risking his

ego in a job interview, ,For a twenty-six year old woman, personal growth may mean

v i

OVercoming the aftermath cf deciding to have an abortion. For adults, personal growth

often revolves around developing the ability to take risks, to try new things, to cope

.‘..
t

-
. . - __.,,

In wa, the faculty advisor/student one—to-one relationship is viewed as the central

S

cpre 6f the program design and provides students with opportunities to work through

e

these personal grthh areas with supportive persons who function as friends and

" .
- “ . . . oo .

mentors, - - « » . oL
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- The admissions application asks caniidates for admissions to comments on their

perce?tions'of:themselves in terus of 16 personal charaeteristics. 1']"""'I’e!.'so_nal
‘ assessment is of concern from the outset. -The desired outcomcs for-the‘B:A. degree
. through UWW state "personal growth and dngqtsmEnt" as.an'ob;ective. Tbe‘Degree |
"‘Review process inelud_ opportunities for each.student to address the area of -
personal growth}as he/she ekperienced it in the program. This maj~be done orally,

in written form;:or in other media. 'From beginning to end, the program keeps personal

growth and affeetive learning on the agenda andvin a central place in the UWW

<

-

experience.

.

Needs for intellectual stimulation and challenge are met primarily through the

content of courses, independent study, and independent field projeEts. Since the -
UWW student may ‘take courses at a variety of colleges and at a variety of levels,

\ . ; Co .
each person's level of sophistication in each subject matter area is likely to be

-

[y

accommodated. e “ 3

One of the significant dimensions of intellectual stimulation in UWW is the non-;

' competetive aspect of the program. Since each student's program is individualized
each person competes only with him or herself.,,There.are_no curvesy averages,
GPA's;“etc. to contend-with. The result is that 1) adult students often demand more
of themselves than‘others would demand o£~them, and 2) the desire for high grades,
the satisfaction of intellectual rigor ‘and stimulation are differentiated in ‘the
selection-of learning.experiences. Although both conventional letter -grades and
pass/fail systems are used, the studens‘is graded primarily in terms of the quality
of what has been learned when compared with the original goals set forth in the

"learning cofitract, and not in comparison;toJother studehts: Resource Persons and
Instructors often have had experiences_with‘other undergraduates to use as a context

. - A .-!]K . Y .
for evaluation. It is not uricommon for UWW students to .take -graduate courses nor for

- 14 -
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Resource Persons to comment that these s*udents' independext work and research is

on a par with graduate 1eve1 work. Often, it 4s slmply a matter of life s

circumstances that these students do rot already hold a BA degree, not a measure

-

.of their intéllect, mastery, or genera- umpetence. Since UWH chocses to admit /

: . ‘ oo , . /
- students with a ide range of: intelléctual competencies and academic backgroundsg

‘the program design utilizes course work in a variety of institutions. While &
tudent may be taking graduate-level courses in some subjects, he or she may/he

‘utilizing community college courses and baskc skills ‘labs i others. Intellectual

’

stimulation and cha11enge can be found at all levels. Once again, indiéidualization

permits.appropriata responses at a variety of intellectual levels. /
o : . v . R
o . . o : /S )
As for the motivation that says, "it's time to enroll," we have Féken'that qui%ﬁ
o e ' T s T
literally. Most of us know that we rarely make a significant investment In some
i} i -

activity because someone else told us that we’ought to. In fact, adulthood is often .

R

-

experienced as a time when we do <liose things we gurselve choose to.do. If we

0 school for a degree, for

i L

" have delayed our own gratification, such as returning

,a number of yearsabecause Qf other priorities, when %2 finally decide "it is time

to enroll," we adults move rapidly.

Our experience in UWW indicates that, on the verage, it takes a year to ‘a year
and a half from'the time of inquirzfto the-completion of an application: This pattern

has impIications for.recruitment, enrol 'ent projections, application procedures,

follow-up, and financing of the prog' m., In recognition of the difficultv people

have in making the commitments (t Aé, money, energy, etc..) to see a degree program

through to crmpletion and in order to build se1f-copfidence to return to college, we
12. l _

designed a. pre-entry explor ory time’ called Project Transition, In this four-
".month six—credit sequen ’ adults contemplating enrolling as degree qandidates meet

ax in-a small seminar grgup and’ engage in individual career/life-planning activities.

Q»

o
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In contrast to the motivations for returning to school, the fears of. returning

to college cannot be overestimated. These fears often prevent adults from "taking

the big step"” for years.

At the same time, when an adult student is ready, he or she 1is really ready and

wants to move before the merve disappears or something else happens in their

life to delay the rerentry. In recognizing this, UWW registers and enrolls students

-

niné times each ‘year (on the first Friday of each aonth, except Hay, August and

December). Each person's semester-lasts 16 weeks from the date of enrollment and the

¢ ]

student may select that month which best suits his/her personal and financial .
requirements, }n_this way, the college takes full advantage of *he twelve-month

calendar.‘

It is not long after ‘'nitiating a‘program designed to serve adults that colleges learn

. .
. '. e

of these variables in the motivations of returning adult students. The procedures

and .processes of admissions must' be carefully thought through in order to account'
“for se .realities. Program designs are best when they-offer flexibility in

meeting theservaried needs, It is our conviction that no one design will be able
. . . o [ .

‘. to serve everyone. But the most flexible design will be able to accommodate the

widest array of adult students. Here, again, balance is a key word. In this

. sL ot .

instance, it is the balance betwéen présenting too many options and purposeful

individualization. Standards and requirements,.therefore, are best piaced within

the lesrning processes and procedures of adult programs in order %o pay attention to
: adult development and learning p° ‘terns. Requirements which ouly refer to curriculum
content or input dimensions of adult programs are not sufficienc and will not respond
uniformally to 311 adult 8 developmental needs._ This ooncept is important in the
evaluation and accreditation of programs for adults. We are accustomed to evaluation

Iy
”
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<riteria which speak to curriculum inputs rather than to learning outcomes. New
and dppropriate esaluation designs for adult programs must seek ways to judge

quality in terms of processes and developméntal nreeds, if they are to be effective.

The varied motivations and needs of adults should inform our program designs. In
this way, we can best neet the needs of the learner. Iregrams which serve adults.

. .

may, indeed be inconvenient, for institutions, faculty and otnerﬁpollege personnel.

e

Adults go to school at odd times and at odd places They want our attention and

e

support after regular work hourg},,ThI’//eans that we must be willing to vork late
into the evening and often on weck—ends. Adults have/to cope with personal trazedies
and crises, such as deatb, illnes ' bankruptey, moving, divorce, depressipn, paranc-
childﬁproﬁlems,«and the like.,.We must help adult students grasp the moments of
"availabiiit& when?they arise and see them'throuéh periods of difficulty.-xour
fle;ibility and our compassion as peers are important to this process.. Evaln'tjng
,programs fon aduilts in these terms will lead to increased quality, higher sta;dardc

and integrity forrour non-traditional efforts.

1
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“parents, children. ‘and/or friends attend. A variety of

A . . -
. ' . -
. e . :
. N . ' .
-

S
EXIT: THE END AS A DIRECTIONAL SIGNAT FOR _THE BEGINNING

a p .

L 4

I have been 1mpreased, throughout the eight years during wh.ch I have been Director
of thé University Without Walls_PrPgram at Loretto Heights College. with the
'cdmménts nade‘by our adult graduates at the end of their B.A. degree programs,
Ltheir graduations, their Degree1Review Sessiena. These seasions are the last of -
four points in the program in nhich the entire degree'ia reviewed and approved} ~
It is intended to be morecelebrativein nature than evaluative. lhe degree candijdate
is in charge of the session. At each Degree Review session the Faculty Adéisor, the
Program Director or other program administrator,'and key Resource Persons (Instructors)

who participated i the student's program musts be present. Often hus?ands; wives,

erials are. presented

F

Most of the almost 400 graduates. have been very enthusiasXic about their UWW

-

expe*pce. They spesak in intense, sincere, articulate, and ofken e ional ways

. meaning and quality to a percon’s life.

- abput the meaning of their UWW experience. I am th!z prone to smile with pride and

? 3

say, "When,the person and the program meet up at the very right moment in‘time, the

-

qualitative differences we seem to make in persons' lives ‘are significant."” These

celebrations confirm,;or -me that "we mattered”. and that all the paperwork was worth-

while. They also re-affirm my belief that, in the vords of Hillel, "to save a single
life 1is as if to have saved the whole ;erld. These instances most often occur with our
female students in their 30's, 40's, and Sp's. Less often they have occured with

our male graduates in these same inge groups. But when the men talk about the personal

siénificance of their UWW experience, they are persons who are making significant

shifts in'their persona} lives and eareer directions. It is in these;personallv

‘gignificant Degree Reviews that T consider our program to have been most effective

and to have had the‘éreatest impact. In these instances we have facilitated not .

only the gaining of new knowledge and skills and delivered the credential (the degree),
!

but we have supported a developmental transition and helped to add a dimension of new

LY -
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A sacond group af Degree Review experiences are those that reveal that a balanced,

solid, intellectually defensible baccalapreate degree program has been completed.
£~

The candidate for graduation quickly revieus the degree summarv, displavs his or her

portfolio, reports on the Major Work, atd does an adequate job of describing a -~
- hy »

 satisfactory B.A. program. But there is no power, no spark, no excitement. Both

relief and pride are expréssed at being.finished. These pxoérams seem more instrumental
in nature. A specific purpose has been served. lBut the quality pf'personai impact

is missing. Often these .are the experiences oith our graduates°in gheir late

twenti:s and many of the men in their early.thirties. These éraduates seem to be

finirhing up an incompleted task;ﬂgut do not deem to have changed interna11v because

of 1t. For ze, that's 0.K.. 'The degree pgbgram will: stand up to the next accreditation
=
visit, but it's conventional. _Nq'kick. No mission. No impact. We recognize that a

* -

goal has‘been achieved, but ak“transformational change has not taken place. Perhaps

these graduates are in the '"developmental phase’ vears and not “transition" years,

’ 14- - ' P B
ih Levinson's terms. .Or, in Loevinger's ego development Schema,lsthese persons may

;have reached the Conscientious stage, but are not yet at the Individualistic stage.

A third set,of graduates -- those I.agonize over -- represent‘a group who neither

understood nor valued the breadth and depth balance 1in the degree design, which is
expressed as the Liberal Studies/Ar 2a of Concentration B.A. concept, nor valued the
one-to-one faculty advisor/student re1ationship, nor ‘appreciaged the“dividualized

processes, nor savored the wide variety of on- and off-campus léarning resources which
l‘they encountered and used. They seem to have been "dojng somebody else's thing' =-
* Co »

their employer's, their mother's, their wife's,"their‘parole officer's -- but not their
own. We fought with them all the way. We had "communications problems.” We felt

manipulated and conned, and .came out feeling drained. . We lost.® My secret hope, in

~these instances, is that no one ever asks us for tnese transcripts or\fa; 1etters of

.

. recggmendation.’ These graduates gained a certificate of attendance,' chalked up

E | . -19-*a 22
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128 <redits —— but nothing much happened in their heads or in @heir lives. My
stomach aches at these Degree Reviews. Too often these graduates have been .
members of _ethnic minofity groups or ex-offenders. Sometimes they have' been

.

women 1in their>50‘s, wh? bélieve that~the1r "time is runnidg out" hnd‘that they

were reklly ?educate&" befofe they enroiled in UHH? Sémetimes they have been adept
businessmen, manipulating the college system as they_hgve the commercial world,
Sometimes they have been aﬁgry young adults in their mid 20's, whase consc;ousness
1s ‘still that of the flower childrfn and of. the Vietnam holocaust. We had some~-
thipg that they wanted -- the degree. And their method of getting it was to pay
their .money and wrest it away fr;ﬁ us. I close their files with a senSe.of failure -
for‘not having dented théir defensiveness. ' Fortunately, }hey_re;:zzgaiié small =~

number of our graduates and do not dominate most 1h;3egree programs. . . .

N . . . ' . ) .
WHat do these three kinds of exit or graudatdon experiences tell us? I believe that ;

they instruct us in a number of wayé. But order to learn from these patterns, a

number of cautions should be cited. First, we must be aware of our own learning
o ‘ | ' ‘ .
styles, values, developmental stage: and ego levels in order not to confuse ,ur

personal perspéctives with the goals(of the program and the objectives of the students.

' Second, as program designers, administrators and fachlty, we must be keen diagnosticians
. / . - .
and must utilize the research literature in order to gain insight intc our studentq[v

at the same time‘guardingﬁaghinst destructive and limiting labelling. Third, although

-

‘'we need to have research attitudes, we must be careful not to view our students solely

as subjects of our inquiries, rathé} than uniqﬁe,human beings whose needs are to be

served. Fourth, we mu%t?recognizg that motivations for credentials and new knowledge

-and skills are”realtand worthwhile: and altﬁough we might like to make qualitative

I3

'1mpacts 1in the lives of our adult students, it might hot always be possible to do so.

-

Many kinds of students a:é'wdrthy of our services. We must decide 1if we intend to

serve a variety of needs or{just'q/few.‘ Fifth, we must bYecome sophisticated enough

[ / , i
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to r;cégnize uaniﬁul!tion and con games when we experience them. We must not permit
our liberal do-gooder instincts to obscure reality. We must learn to say "no" and

to suffer the abuse of being viewed as "just like all the rest of ‘the Establiishment.”

If we learn to know the differences between our own prejudices and those real

injustices in the society, we might be able to reduce our defensiveness and not

»

be prone to accept guilt or blame for conditions over which we have no control.

4
. Finally, we must continue to be willing to take some risks and meet people where they

are, in hopes that they may learn new ways of perceiving the world as they experience
4

un_and'our programs as trustworthy. Every college has a percentage of graduates who

-

‘do not méasure up to its ideals of academic quality or personal integrity.

We must
-~

keeb our Bwn sengse of failure in these sreas in perspective and not retreat into

elitist positions of only accepting and working with “the best ,a0d the brightest.“

Cagefultreflectioné at the time of awarding the degree can give‘us important insights
into bur‘gzogrim d;s;gns and 1ntentions.‘ These occasions are ripe for a host of
analyses. If experieé@ed indiyidua11y and personally, as occurs in UWW, they provide
rich opportunities for self-evaluation and feedbadk. They ;:y. indeed, be our own

~ "teachable moments” as we learn and improve in our roles as adult educators and

program designers. ‘%
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'+ ACADEMICS: GUIDELINES FOR CURRICULUM CONTENT -
APPROPRIATE FOR ADULT LEARNERS

-

In UWW, over, the‘ﬁaot eight years, e hav: found certain patterns to be true g
}n regard to structuring curriculum sequences appropriate for older a{gl;/i?i?ﬁ&rn.,
Since these pntterns are often different from and perhaps even opposiéc froaw the
wvays in which colleges have bcen dealgned for younger ndults just coapleclng high

school it is important to call nttention to them.

Older Qdults: ‘by the very definition of their ages and having lived longer,
exceed théir vounger student countargatts in qutsiity and quality of life experience.
‘thie 18 to 22 year olds in ah affluent soclety lre often the producél of tvclve'yearn
" of 1n:cnne schooliug and are "rich in th&ory and "poor in cxge.lc?ll + older ndJlts
present a contrasting picture. They are oftcn “experience rich" and ' theory poor."
That is,. iife has taught them much in the "school of hard knocks.” They have nsolved
qtfficult human, puycholdggcal and management problems as parents and family members.
They have often been involved in complex organizational ;nd ~ocial !asue; as commuynity
volunteers, ;hurch members, and political workers. They have met significant challeﬁse-

and demands as employees and worker@. They often know what to do and how, but are

less able to,articdlnte vhy their solutions work.
. . ""Vm‘;, .\

Consequently, programs for adults must insuré a balance of both theoretical knowledge

and practical skills. A 6umber of methods of learning provide oppbrtunities for 7“%&

theoretical study. .Adults will often wish to take seminars in order to engage in

discussion and exchange ideas with others. They do independent study and readinz’w4fﬁ

L

in order to become fomiliar with the literature of various fields while gaining ’
. , ' . ‘ '
independence in scheduling and time use. They take courses in colleges in order to

hear lectures froﬁ experts in their fields and measure their own expertise against the

‘ .

¢
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the -ntcrli and the lnsttuctor'n knowledge. They take lessons in the arts or

complate tJﬁBtl 1s 'with well-known persons in order':o capture the very best learning

experi iEe; w;E; acconplished professionals. ™ore then 502 of the credits sponsored
tﬁ;Ehe UWW program h:vc'bacn granted through those nethods of learning clagsified

. -

as “theoretical,” that is, seminars, courses, independent studies or tutorials,

with

The "experfential” methods of learning, primarily {ndependent field orojects related

to internship, volunteer service, and employment account for the gemalndﬁf. Ic is -
interesting to note that "experiencd rich” adults scem to seek out the theoretical

and ‘rather conventional ways of lesrning, while younger “experience poor” college
* [

studenty have nceds {or more experionced-based field projects.

1 4

e

By con:rast.'uos; of the credit awarded in th? Advanced Scanding Credit Evhluation
process comes from experiential learning, related to prior on-the-job experience

and volunteer service. A lesser amount of Advanced Standing credit {s proposed which is

based o non-accredited theoretical training programs or non-credit courses.

Transfer credit from other accredited colleges which is classificd as "theoretical

“learning" accounts for about one to two years of an average UWW student's degree

. ptogran. Three types ot‘crcdit — :rd;sfcr. advanced standing credit for prior
EXn-collegc learning, and UWW-gponsored credit -- make up the total 128 credic (or nO{p)
B.A. degree program in UWW. Many times, the credits needed bv a }eturning adult
student will be completed in theoretical studv, given the experiential richness of

Y

adult life. Adult program resource systems should account for these phenomena.
Another observable difference from conventional college sequences is the liberal arts/
Major baccalaurcate design. ausgamarlly. ve eXpose young, adults to the 1 iberal arts

-

through varidus core courses. We also hope that these somewhat muperficial exposures -
4 ‘ .

to a variety of fields of study will aid them in relecting a majdr; The broader ¢nd of

of the tdnncl typically narrows into lnc}eauing upectalizatfoa in the junior year,

-23. 24 .
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Ho frequently encounter two different typea of ndolt sthdenta in UWW., First, there

is the person (often female) who had attended college a number of years ago. coupleted

one to 'two years of liberal -studies, had some idea or even a beginning of a major,

dropped out to marry and raise a family, and 1s now returning to begin a new Area of

Concentration for career re-cntry purposes. This student will probably spend most

of her time in UWW choosing and implementing her depth Area of Concentration. On
]

paper, she looks a lot like the younger adult in the junior year of college.

‘

.The secprid type of retorning adult student_(often male) has been employed in his

» depth Ared of Concenyfgtion: and‘max not have broadened his interests in other fields
of study in.many years. This person will need to concentrate on the theoretical 4
aspects of his or her owh field, but also add the liberal arts component to the

degree program. In this instance, we will be designing an hnpside—down degree",

T

that is, specialization has already taken place and there is a need for more general

:ducation before a B.A. can be completed.

b,

In any event, ‘core requirements, designed for post—adolescents are neither relevant

»
t

nor useful for adult degree programs. Instead, we need to work carefully to design

*; --d-

. appropriate "liberal studies" format for adults, which are neither frivolous nor
igrelevant and which necognize the nature of adults' needs as well as the values of

our institutions. For example, examinations of adult transitions, values. and ethical

~

issues, social trends, and future technology are often relevant and interesting liberal

~

qtudies for a lts. Basic academic survey courses may not be appropriate. In UWW,

our Project Transition design is an effort in this direction.

Adults often think that they know their own "learning styles." That is, they may
be aware that they 1earn bast .by doing and then generalizing or abstratting,\or they
may learn best from lectures, films, and reading tollowed by discussion. Whatever the

cognitive self-image of the student, it is important to pay attention to these insights.
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“" to buy .the very best product that he or she can afford. College is expensive. Adult

Just as witn younger learners, adults must fitst use those styles or media with
which tney are comfortable ana whicn they believe best help them‘to learn. This
means that adults must'start with what is familiat{ The fear of failure 15 great,
and<ne; learning environments impoae’great ego risks. It is not comfortable for
. adults to fail in the_full public view of others, especially 'in the company of
teachera4and'advisors who may Be younger than they are. So, while we support what
adq1t students can do well, we as educators must also find ways of supporting persons

to take risks in new situations. This 1s the way self-esteem,)confidence, and -

feelings of competénce are built. L . S)

In UWW, we often‘refer to the development of these skills as "res°urcing;nResourcing

A

involves investigating many college catalogues for just the right course. It means

4

calling up experts who may serve as Resource Persons, meeting them, and asking them
to serve as one's instructor in an independent study. Resourcing means approaching

an agency or employer with a proposal for an internship or:a researcn projept} which ‘

.

may have benefit for the organization as well as for the student. These activities

23

require self-confidence and courage. - They are frightening. They require the risk of
self and_they may meet with refusal or failure. In the UWW program, the Faculty Advisor

and Coordinator of Learning Resources are available to support and encdurage these
new resourcing activities. As the student gains skills in resourcing, self-esteem and

feelings'of competence rise, An active citizen begins to emerge as passivity decreases. -

-

/ Also, the adult sees him or herself as a consumer. It is important for the consumer

- c

o gtudents cannot.afford to waste time or money. By providing access to 1earning resources
-

both on and off one's own campus, we can insure that the student has access to the

’”broadest array of 1earning resources available. We as an institution ¢an also be
. _25- . . M ,
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‘selective ind‘gct the very beat instruction for our_studept;. Not all the .

quses, although many

. ) .
may be. Selecting the very best expert tp guide a resfarch project, .supervise

an independemt. study, teach a course by lecture, or lead a seminar dgacussion can

Al

be: one of the most valuable learning skills we can help our students acquire. The

result is often a confident, self-angertive adult who sees the Enmmunity and the

'world as capable of being approached. This reduces feelings of alienation.and
’ .
impotence and moves persons into positions to be better able to get what they need,

as well as give of themselves.

In'sup, learning experienceé‘and curriculum must provide/for different. learning

. , 1
styles. They must provide sufficient‘opportunities for theory and experience, as

well &s for reflection and action. Because adult students come to us with unique
w

. combinations of background, the pfhgram desigh and UWW Faculty Advisor.are able to

;1nd1v1dua11y accommodate these needs. And. since compétition is basically with

oneself, a non—competit‘ﬁg“hase 1s laid for the selection, _and~Attainment of - quality.
\ \ R ./ \
A special word should be said h about faculty. Itais very-important for faculty

\
who instruct adult/sfﬁdents to be avhre of the inappropriateness of the "teachen as

.father model. That is, a onq‘down view of the Eﬁggént as learner and the faculty

RN P {
member as seer is likely to turn of £, insulgrfand infantalize the adult student. Adults
S .,
are accustomed to making their .own decisions and to being responsible for the CE)

S
v

consequences of their actions. Faculty members who treat adult students like children, \
N : N " \
' . N
or worse yet, like stupid children, will not'bf>appropr1ate for adult programs. )
- : 3

An ideal situation would be to provide- faculty members and resource persons, who

4

work with and teach adults, with training in-adult development theory and édqft learn-

ing needs. Exposure to various studies and literature.on life stages, ego development,

- 26 - -

~ 2y




and learning theory would aid faculty members to be more sensitive and responsgive
to the adult rcturnina‘to college. There are seeds here for powerful faculty
development efforts, which havo promise , not only to facilitate faculty ofessional

‘growth but alao to enhance the personal: growth and development of facult .

SR .

Further, the utilization of material, which flows from practical life situations;

in a variety of courses and studies will best ihsure that the gdult student will

’ [ . . L4
take these studies seriously. The word "relevance'" is particularly important in

this-regard. It 1is one. thing to pose theoretical questions to the young student
who may lack experience, but a faculty megber will aoon losge credibility with the
adult student whose experience base indicates that things are different from what
the instructor has portrayed. In this sense, adults may be more ehallenging 22
teachf‘.we in universities can't get away uith too much. 01d graduate school lecture_

notes simply will not do. After all, we are, indeed, teaching our own peers and

»

not our children. There 1s no more demanding audience.

. . \.
Although {1t seems so basic, it should be mentioned here again that the very time

‘schedule and location of courses will regulate the use of them by adults. Informal,

KJ

..

‘Conveniience of place and time become primary criteria for adults in their seleetion
of programs and institutions. Although these'variables are basic, they are never-

vtheless_ essential to consider in program design, 1f it is to be successful for adult

learners. ' ; PR _ . .
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. WOMEN: SOME SPECIAL NEEDS AND CONSIDERATIONé

*

-
f A

In the 197778 acadcmic‘yoar. 922 of the enrollment incrcaaea in community

' collegol, four yoar collegea. and universities were ‘athributed to woment
Most of these women studenta were in the ' non-traditio:§§§‘adult age grqups,
beyond the age of 22. It would seem unwise, then, not to caneider the special
needs of women when discussing educational programs for adult33 ‘Informal

reporta from colleagues in other adult programs' testify to the fact?that'their

stydent populations are usually from 60% to 80% female. Program design for

' i

“adults in colleges, therefore, substantially means program design for female'

v
L

adults. And since much of the research and literature on adult developmenb

and adult learning has been conducted with predominatly male populations, one
must monitor the conclusions reached by these studies when applying their results

to women.

First, ﬁelmust.recognize the major impact that thie women's movement has had on"

A

the life styles and patterns of women's lives over the past ten years. This impact

is significant for all of us. Although, in the late sixties and eardx_sgyeggies_a. e

PSS 4 o

this movement may have been viewed as "fringy" and somewhat radical in its goals

and strategies, no one can doubt.that as the seventies draw to a close, almost

///Esery American family will pase been touched.by the issues.raised. Most notable

among these issues are those having to do uith changingfwomen's‘roles and the
resulting *"juggling acts" and variations in sequence of marriage, motherhocd,

education, work, and singlehood, which women of all ages and socio-economic groups

N .
-
.

now experience.
The second reality influencing our life styles, and which impacts on women in

particular ways, is the fact of inflation in the context.of affluence. Fe

- 28 -
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widdle-class Qmericno families can tmﬂkc it", at,present, with only one person

* )

‘in.thc-flmilyfcpployed. For reasons which are primarily economic and value-

‘ Iinkod,.women ore-nntering lnd re-entering the work force in unpreceden:od'
numbers. Some in:enencing data is, as followsgs' ' ‘
- More thln 40X of the work force is female.
- 50% to 60% of all women in the wark force ore married, not
ﬁelfare reoipieptswor ningie heads of households. . |

-

- More than 50% of all women are now employed; 72% are .
full-time. : ' .
- Less that 15% of American families are "typical nuclear families",

with one male breadwinner providing for female and minor dependenta.

Looking at these ~data, some overall trends are obvious.

~ In the future; increasing numbers of women will simultaneously

carry on roles of wife, mother, and worker.

b

= Working women will desire ano need increased amounts of training
and education as they progress‘ﬁp the career ladders and salary scales. .

- Employmeq;‘sdds to women's responsibilities and does not diminish

(et 4 A i g e e o

- their roles as wives and mothers. Time, resource, and'energy

v

-~

management skills are, therefore, essencial.

V': = Women returning to the work force, after some years of childréaring,
f, will be significantly "behind" men in their career development patterns.
A P .
o Women between the ages of 35 and 45 returning to work may exhibit

[ - patterns of adult development and career maturity which are

htjpically observable in men between 25 and 35. i

- ,Hoqe‘vomen will, in the course of their lifetimes, be alone for

s lome7tiﬁq4and will need to rely on their own resources for basic

<
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. ‘ ' ‘survival. Hhachn} due to delayed marriage, choi@ci to remain
single, separation, divorce. or,:hakcarliar dnatg of the spouse,
' uo;t women will be required to prbvid; for.their own economic
and psychologiénl indnp;ndcnbc ui‘u varinty of points in their
lives. 1In rcittt&‘ women no 10n§ur makg rélh choices, they only " =

gﬁnkc choices in thi particular loquensc-of their many roles.

\

College education for women, therefore, is neither frivolous nor superficial.
It 1is nof primarily a matter: of “salf-fulfillment'" or "filling in time" in self~

indulgent ways. It {s the serious business of ‘survival.

In spite of these data and fast moving trends, role definitions nnd'socinlization

patterns define women primerily as nurturers nnd‘relponderl to the needs_of

~ others. Sqlf—aslertion does not’ come easily for most women. And meeting one’s

own needs is still largely viewed as selfish and unfeminine. '

.

‘Women's socialization in this culture has resulted in producing the following

femalg value ndrms:
- Collaborativeness, not édmpetetiveness.
- Pirtnering. Aot individual achievement.
. - Belping others, not working for one's own good.

- Relationship orientation, not title-bound hierarchiacal

»

orientation.
- Practical skills, not theoretical knowledge.

S e - Money conserving, not money using. .

- Selflelsness.‘not self-orientation

- emr s
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« Qualitative oriontatlon, not quantitative orientation.
' ' ‘- Process orientation and expressive in style, not product’
inltrumantal xoriantation and objective in ltyle.'
In examining this list, some can see the "double edged sword" type of bind
many women Aare’ caught in. While the culture, still male-dominated, pro-

fcsies lupport for the aecond saet of values, women ard socialized in opposite
ays. Indeed, even those ego development scales and moral development scales17'
o which we refer as "adult” development scales, imply a hierarchy of develop-

nt which defines the most developed or matpre person as autonomous, independent,

and free of the constraints of others' definitions of the self.

Since colleges and universities are no less free from these larger cultural

-

norms thhn are any of our other institutions, it becomes important to examine

our institutional objectives in terms of their relevance to women. Some

3

challenging questions can be posed in tniﬁEing about the new opportunities offered

to us as ‘we design educational programs for adults and, at the same time, begin to
define those attitudes, skills, and values Hhich appear to be neeﬂed for cultural

'lurvival and for the improvement of our "quality of life" in the future. .Ironically,
many of the characteristics now attribyted to women and considered feminine are

those very characteristics which are often identified as being mecessary for our

future survival as a people. A "conflict of values" is surely apparent; and

-ambivilance and confusion in our personal lives and institutions appear rampant.

P

Some of the questions which need to be posed by institutions and persons designing
. ) ' < . ) - ’ .
programs for adults (the majority of whom are women) are:

L

- Do wowdn have to become like men in order to succeed in agademe

and the work world?



1

3
]

Can the presence ot womgn change our institutions and work
‘places for the better? ,
= How can collegee help vomen gain the skills and seif-confidence
to alter ou; institutional management systems and humanize .
v the world of i;:k? X
»~ How .can ;ollcgcs 1d¢qt1£y.vuluc. and credit the skills and
knowledge that women hl;. gained through non-classroom
and uon-traditiopal learning? .
= How can women be prepared for leadership roles as opposed to
subservient aslinting rolas? |
- Where are the role models for women in glgher-edu;at16h? Who
'are the Department Chairpersons? Who are the Project Directors?
Wno are thc.Deaha? Who ;rc the Presidents? Where does thé power .
reside? Who are the faculty members in adult prqgrnma? And
 how do needs for role models and mentors for ﬁomen impact on our
program designs and staffing patterns?

-

and, ’.nally, ueanw recognize a need to enéage in aer;ogs re:;arch to explore .
the adulte devclopmedt theories Qs they re#gte to women. Assunptioﬁs made abo;t
uoncn'g.transitiona: ego development, moral developmént and developmental phéses
and‘nEnges whiclr are based on studies of men simply will not do. Higher educa-
tion%brogrnns designed to serve adults offgf pote&ttally rich reservoirs of
’jﬁtnévledge and insight. And, as we proceed to diacover "wvhat 187", given our

patticﬂlar culture and time in history, we iﬁould not forget to agsk, "What might
be?" For the "quality of life" issues, which promise to dominate our thigking

. o;er the next twenty years to the year 2000 A.D., secm inextricably bound up

< - .
1 e, Y " R R P NN . .
Bged S n T D L ey e S s e 3.’“‘
c




.

+

with many of those values and characteristics ve now attribute to women and
to their sooializatiof. In our quest for equity, we need to take care not to
"throw the baby out with tbe bath water" uni:shnrnby lose the precious and

vital dimension of our culture -- that vhtch‘ s typically seon as “reulnlno“.

“'y
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ONE CASE EXANPLE: A "TYPICAL" ADULT LEARNER

The average UWW student at Loretto Heights College is 35 years old, te,
Anglo, and female. Shf has 2.6 children and 1.7 years of college, whicﬁ took
place 10 toAIS years ;;o. Her children are in school all day, heading into the
teen-age years. She is experiencing a marital crisis, even conaihcring divorce
or separation. She has few lltkatublé skills and must consider how to re-enter

the job market.

She 1s at the end of the "Catch 30's", and moving into the "Deadline Decade of

the 40°s (as Sheehy would call it). She is expericncing & new level of need for

intimacy with others and has felt increasingly isolated as her children have

grown up and her husband has become more distant and interested in his career.

Her middle income status 1is comfor:lble! but not luxurious, and inflation 1is

eating away at the family's standard of living. She exhibits anxiety as she e
anticipates higher cbllego costs for her children over the next five to ten

™

years. It 1s becoming economically important for her to work to simply maintain

.
the fadily';.lifentyle. ‘ . ‘ . .
. . . )
As a voman, she identifies with the 1saueiwqf the womeﬁ’s movemeng,_but not with
the political strategies. She does, however, gain support for hei newvly emerging i
needs for ind;pendence from the movement and ;he press. This caus;s her to feel
less alone about her needs to achieve for hefcelk. but creates guilt and.conflict
within her family, especially in regaéd to her husband. -
R . 7
r remcnbegp herse¢lf as a "gooq. sélid B student'" in college, but neder f;it'
conf;i-n: to exccll in a co-ed, mpié7dcnéhhtgd‘college environﬁent. ?he doubts 4
., =3 -
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her ability now to keep up with younaer°ltudencs. to read difficule text

books, to write papers, and to expruiu herself in class. 8hq fears the
possidbility of failure. And, althougﬂutha has chalred studias for the League
of Women Vorers, organized PTA events, éunl in the church choir, and velunteered
at the local hospital, she doubts her ability to succeed as a student. She
nllombn- shifted from her earlier art and music interests to "wanting to work

L »

with people” in a counseling capacity. Her own recent personal expﬂricnca with
counseling and the resulting new gfowth she has uxpdrtonceéihau convinced he;
that there are many other parsons with unmet needs. She perceives herself to
. be a good listener and a sensitive person who "has been through it al1" heraelf.
She is aware, however, of a tough jop market and knows that she noédn to know

more about counseling and psychological theory ir order to becown a cdnpetcn:

professional person.

Craduate school secms like a distant aream - and .an expensive one - but ghe

needs to design hex degree program in terms of that popsibility, in case her

B.A. just isn't sufficient to move her into professional status.

Yes, she wants the degree and a new career. But’ she is also interested in her
own personal growth, in new intellectual challenges, in finishing the "unfln{ahed
business' she started before she was a wife and mother, in gaining new directions

.

for her life, and in meeting people.

She .has heard about de'n flexible a@ult prqgran. ﬁut lslskepticnl that a college
. wouid ew r give her academic credit for her years of wolunteer wctk and learning. -
Simple .n;dgs 1ike how, where and when she will study worry %cf. given her smdllv

home and busg;fauily. She has no money of her own, is probably not eligible for
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financial atd because of her hu.baad'a income, nnd is lnc!nldatéd by the
financial aid forms and the poautbility of taking out 4 loan without any

credit base or probable employability in the near future,

lhajnecdu stmeone to talk to "right away" ==~ before she loses her nerve.

She has thought about returning to college for wore than five years and now

8 the time. She requested program liter-turs nine months ago, but just could

not deal with the probing questions on the spplication. Recently, she took

a "New Directions for Women" class at the local community college and began

to enjoy her student role again. .

When she attended the UWW Pre-Admissions Workshop, there vere twel#w people

there. \!avcn ware Anglo women between the ages of 23 and 353. Two were black

" man, around 3). Two were young Anglo men, bearded and wearing jeans, about

26. And one was . Chtcano“uo-an. about 44, divorced, working in a govqrnnaut
agency and talkative about her need for finisking a degree quickly. 'Abouc half
the group was employed full-time, a quarter of the group had part-time jobs,
and another quarter vere not e-gioycd. Three wvere single. ' Four were married.
And five were divorced, separated or widowed. Most of the people in the group
had Jgst cxp;rlonccd a :t-ngi:AAh or crisis within the past two years. A few
vere anticipating changes that would take place in their lives very soon. The

men seened to”be in s more ltublc'place than the wvowmen.

It was comforting to hesr others ask some of the questions that were on her mind.
They, too, vere confused by thq*acadtnlc vocabulary, overvhelmed by the cost and
intimidated by the application requesting an autobiography and a tentative degree
plan. But it was séod to feel that she was not alone. The intellectual challenge

of the conversation and the enthusiasm of the workshop leader were contagious and

invigorating.
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Vith a mistures of fear, excitoment, apxiety, #nd eager pntleipé:tm. ihe was
woving toward a decision to apply. She had to begin somevhere -~ and she did
not want & large, impersonal environment designed for young people who were
closer to her own children's ages than to hers. She nesded support and encourage~

ment and a feeling thst her life oand her needs really mattered.

»

Nas this the right place? uﬁn this the right time? Was uuu mé. right

program? .

Civing herself paranission, she moved ahead. And that first etep fele good and
adult end confirming. She first decided to enroll as a Special Student, for
four months, in UWN'e Project Transiction. 1If this worked out well, she tatended

to complete the application to the WN/N.A. program and get her degree.

¢ Project Transition would give her four months in vhich to deal with the .
logistics of returning to school. Which hours did she need to be home! For how
nany credits should she register? Where would she study? What did she want

to study? And bow was she Qol?g te pay for it all?
wd - .

She had taken the first big step. .SM had begun to take control of Mr own
future. Although some aspects of her life were ending, 1t seemed clear that she
was making new bulnninu...:unuuon!ng...a;wmg,..inm a new space. sm; had
already b?gun to leam new questions. Soon there would be new answers. Sbe

.4

felt good and reneved. She had something 0 look forward to,




UWW PROJECT TRANSITION AN EXAMPLE OF A SPECIAL PROJECT

. - - DESIGNED TO MEET THE NEEDS OF ADULTS RE-ENTERING COLLEGE

\

<

In-the-course of implementing the UWW/B.A. pfogram between 1971 and 1976, it ~
. ‘became apparent that a number of- persons experienced great difficulty in
deciding whether or not to return to college at a particular time in their

. iives. For others, having made the decision to return to collége to acquire o
‘¢
: a baccalaureate degreé, it was often confusing to determine which institutions

and which program was best suited to their particular individual's needs,
' .Tesources, and goals. And, for still others, having made the decision to ;
apply to'UWW,it was difficult to deal with the procedures R

required by the UWW application process to- apply for’ financial aid, and to select
an appropriate Area of,Concentration_and career path. ’ |

[ - -

Our UWW data told us that although we received about 1000 inquiries annually, we
typically enrolled only_one out of ten of these persons'in the program and, there-
. fore,'served about 100 nev adult{students each-year.. Where did the others go?

What frightened them away? What caused their delay and apprehension? How could

-

" we identify and reduce those factors which tended to inhibit their return to

o collegeé How could we assist them in applying to‘our‘program? ' - \\

J :

In addition, we began to wonder if there might be groups of _persons employed

/
together who were potentiél UWW students, if they only knew about the program. Huadh

—

And, we asked "Were there employers who were interested in encouraging their
employees to continue their educations and increase their career ladder mobility,
who would welcome the presence of a college ‘program located in their own work place,

visible and accessible to all?" '




i
A

At the same time, we began to search seriously for the theory or theories

about adult development'and learning.which could explain why and how our

particular UWW processes and procedures worked for adults. What_uas there

N

that was intrinsic . the nature of adulthood which matched our UWW approach?

A

"How could ‘we better predic¢t an individual's success or failure at the point of
adhissions, thereby reducing the agonies and difficulties which were‘sonetimes
- experienced a semester down the road? ‘And what could we learn’ from the research

and literature which might inform our. advisement and our procedures so thex

3

might better match our adult students' needs? What were the connections
between thelgliberal arts', within‘the B.A. degree design, and adult's needs?

Weré there ways of designing a "liberal studies" component for adult_students?
These were the kinds of questions we raised as we began to develop Project

: -
. i

Transition. .We saw a need for a short‘term; inexpensive, convenient, personallya_

" relevant and "liberating" educational experience, prior to éntry into the degree

program: We viewed the project as supportire.to the decision-making process about

1

o returning to college, while giving persons a re1ative1y structured small group

environment within which to taste and test the highly individualized Uww process
Ke wanted personsito be able to put a big toe ‘into the water before diving in
entirely. And, we’'wanted to test our hypotheses about those aspects of the liberal

arts .which we thought.could be made relevant to and congruent with the needs of

" ‘the- adult learner. o . N\ . x5 . e
A proposal was developed in the spring oi 1977 and submitted to the Fund for

the I vement of Post-Secondary Education (FIPSE) It;was funded for three
years (1977-78 to 1979-80) It is this grant which has supported our research

efforts in the area of adilt development and learning and has linked our UWW Program

at Loretto Heights College with three other projects in other parts-of the country

to form a Research Network. 18.
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The basic design of Project Transition is built around the organization of
"clusters" or small seminar groups of about, ten to fifteen adult Special

Students (nonfdegree candidates)f These clusters have mét both on the LHC
campus and in locations in'the.community, offered by community organizations
and aéegcies.‘ The groups meet for two evening sessions each week for 16
weeks (one semester). Each session lasts about 2 hours. In addition,
individual counseling appointments can be made. Six semester nours of
underéraduate credit are offered at a cost to the student of $200-(which is
less than 1/3 of the usual.$105’per credit LHC tuition, 1978-79). The

' balance of the costs arefsupported'by the grant and the college. More than -

one hundred adults, ranging in age from 22 to 58, have participated in the

project since 1977. ST
| N

Pre-admissions workshops and individual counseling appointments orient potential
students to the project. Often, persons inquiring about applying to. the UWW/B.A.

program are adivsed to begin in Project Transition. Dozens of discussions with
, i ) ,

. local industry executives and personnel training officers have been held, along

.with many presentations to groups of employees. Although. some companies have
given verbal support to the project, announced presentations and offered to
supply facilities and. some tuition support’, relatively little enrollment has
resulted from these industry-aimed efforts. 7There are a‘variety of speculations

as to what this phenomenon means, although it seems too early to draw final

conclusions.

-

The student group,“then, is comprised largely of'individual'persons seeking some
new personal and career-related directions -in their lives. The group support

o and interaction.which these students derive from Project Transition 1s not now

.
: Al
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built'into the basic UWW program design for all UWW students, but 1t appears
. to play a significant role in easing the transition into college for many

adult learners.

The curriculum of Project Transition 1is based on the liberal arts assumptions
that all persons need knowledge of themselves, othets, values, and the political/
social environment in order to-function as free, learning and growing human
beings.. Therefore, the four seminars,one month each in length,ﬁare‘based in
these topics:. Seminar #1 is hIhe Psychology of Aﬁulthood"; Seminar #2 1s »
"Yalues'in Human Experience";'.Seminar.#3 is "?erspectives on the Future"; and

- :4 Semiuar #4 is‘"Learning as Adults.” The seminars are supplemented uith.a series'
‘of lire/career planning and.counseling activities.”'Also, some of the‘processes
used in.bWW,vnamely, the learningvcontract,'learning resource indentification,
the beginnings of the advanced standing proposal process,:andievaluation.are.
.1ntroduced.and used within ProjectlTransition. Readings,‘papers:-lectures,

- and group'discussions'follow.ramiliar academic processes andzprovide a four-
month period for students to re-orient themselves to academe and to learn to
manage their time and energies in order to complete assignments and participate
in the group_seminars. .

—_— : ' ‘ S '

In the design of Proﬁect Transition, we attempted to select learning activities

“'which were likely to meet” particular adult needs, as defined‘in the literature

and-identified through our_wa experiences. We distinguished in our own think-

-

ing betgeen those external "marker events" and situations,-which are.likely_to

\

occur at some point iq‘adulthood'(such as death of a spduse, children leauing

home, termination of employment, divorce, etc.), and those internal:transforma-

tions, which occur . 1arge1y during our transition periods and which are more \
AN

closely linked to our developmental phases and transitions, our ages, and our

.~ego development stages than to sbecific happenings,
, A ! S41 - 41
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One might sa§ that although both kinds of changes are often described'as
Yerisis", it is the internal transformational changes that are truly crises.
'Important external events whick happen to us are often emergencies s that is,
disturbances in our environment to which ve must respond One example of an

emergency would be if our aging mother fell down and broke a hip. A
second kind of happening or external marker event might be classified as a

"problem”. These are important oceurrances which disrupt the normal'flow of
- _daily life, but are amenable‘to solution by thinking‘through a uariety of
.4approaches and moving toward new "answers". One example of this kind of a

"problem" might be the loss of one's employment. Although the issue may feel

critical, it is a problem that can (and probably will) be solved.

. A true crisis requires a signifigant change inwour assumptions. A crisis may
be catalyzed by an,external or “marker",event, but thelreal work that nust be
-done'is internal and requires significant'amounts of intellectual and emotional
.energj.. Such a crisis mayloccur when children. have grown up and left home, |
requiring a maritalTrelationship'to'be reAdefined(if it is to surviQe. Role

V changes may be required;.mother may consider.returning'to work orlséhool;'and )

.former assumptions about daily living may undergo significant alteration.

Anothef example of an internal-transformation: which DanieliLevinson views as

. age-linked in males, . and which may be considered a developmental transition and

—

produce\a crisis , is likely to’occur in men in’ their forties. This 18 the

-

period Levinson calls 'Midlife Transition and "Middle Adulthood”; Sheehy labels ‘

it "The Deadline Decade"' and,Erikson describes it in terms of‘“Generativity'

."vé. Stagnation'. As a sense of the finiteness of 1ife becomes apparent, these

researchers te11 us that we re-examine our values and goals, seeking to better

e ) P
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match and fit the reality of our lives with ideals, dreams, and visions

we had established in our twenties and sought to achieve in our thirties. : E

Some writers view this period as a "second adolescence”, since wve appear

to be experiencing a "crigin of identity" once again.we ask oursefvea
questions about the weaning of life, how we are 1iving 1it, andtﬁhethér ve
want to make major adjustments in our life style. 'It féels like our "last

’_chance". Our assumptions are shaken.‘ Our values are in question. Our
8

energies are turned inward toward self re-definition. This can be a time of

major upheaval, transition, and crisis.

¥ ' . . .f'
: Resulting from these developmental internal transformations are definable-

"developmental tasks". That is, we need to "work on" certain aspects of

ourselves and our lives in order to move through and out of a transition period

*

to a new state of equilibrium "freedom and match with’ the. world.

-

If we see disequilibrium, change, transition, dissatisfaction, indsed, crisis
‘as a potential "teachable moment", we .can view these disturbances as positive

motivators for new learning. It is this phenomenon with which Project Transition

v,

hopes to deal.'

- By utilizing educational institutions to support persons and help them ‘to better

understand these transitions, program designs such as Project Transition can build
Al 9
) on’and tap into adult developmental processes, thereby encouraging new adult

learning. The potential power of these kinds of. educational models is signifi-
cant. As we better understand the phenomena of adu1t development, we are more
llikely to be able to tap into the implicit liberating curriculum enbedded in the '
* develqpmental processes and to design programs which truly serve the needs of adults’

"and significantly impact on the quality of their lives.'

[
”
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Thn fbllowing chart outlincl how some of the apecific activities (or

: curriculuu) of" Project Transition which are 1ntended to respond to.the needs

)

.of adult students and to aid them in accouplishing "developmental tasks'", *

which are internally generated and are potentially transformational dn

nature.

_.

. . e e et
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UWW, TRANSITION:
Activities/Curriculum.
1. Seminars ‘ . .

#1. The Psychology of Adulthood
Readings:

Pasgages, by Gail Sheehy

Childhood & Society by
- Erik Erikson

Exercises: ‘ _
a) Marker Event and life
, 1line drawiig -
b) Personal life experi-

ences found in Passages -

. : ' written paper

. ment and.draft

i SR
- i .-

“©

.  CHART #1

Activities ¢urr1cu1um Adult Develo

-

c) Learning Contract develop—-

_and Intended Outcomes

‘Adult De#élogmentni Needs/Tasks

-

Self~knowledge )
Knowledge of adult development-
Role clarification A
"Normalcy" of experienced crisis
Giving self permission to learn .
and act on ofie's own behalf -
Ideniification of pattern of
"turning points"
Clarity about .relationship’ of
external events to internal
changes

.Ability to invest 1n nev relation- -

- ships and be acceptable

-




)

. Activitiu[Cumculu

N 4

"R Values it}-ﬂmn Experience
ludiugs: L .

Man for Hinself, by Brich
From

A New Look at Chribtian :
Ethics, by Joseph Fletcher

Exercises: o

¢

8) "Lived Moment" - .
written description of
personal noral dilenms
and own solution -

b) Paper on values

C ;o
#3, Perspectives on The Puture

Readings:

Future Shock, by Alvin
Toffler
Stall 1s Beautiful, by

| Schumker~

- Exercises:

a) "Resourcing” in the -
comunity
b) Research

CRART 11

: (continued)

~ "Mult Developmental Needs/Tasks

Values re—clarificasion
. Tntellectul intinacy with others

Gaining perspective on relativity of
norality and ”oughts" and "shoulds"

Determining one's own path, recog-
nizing behavior geared to pleasing
othets

Increasing autonony and “adultaess” .

Gaining new knowledge of social/
political environment '

Developing a sense of self within
history and our society

Vieving 1ife as hopeful

Fefhng part of 8 group and trusting

/ _group meabers

’

Intended Outeoues' -

L]
N

. Clarity about our values

© and their sources

Trusting own {ntellectual
capacity

Making decisions

Becoming more independent

Recognizing interdepeadence
vith others .

Gaining confidence and
autonomy '

Dealing with abstract {idess
and concepts

Beconing {nterested in current
events

Generating new energy

Learning how to get what
you need 'In the world

o~

i)
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E (Continued)
Activities/Curriculum . Mult Develogmental Neede/Tasks
M., Learning as A® its Identifying optisns "

L N Realistd ‘self-assesonent

" Readingst ~ Making decisions re: school,

i Some PBducational vork, finily

§

licstiony of Human  Prioritizing
Paychology, |by Abrahan  Bvaluating present tesoutces
Maslov . Recognizing own learning style

A Bev Look At Lifelong and coping mecharisus

Learning, by Williaa = Valuing one's own competence
" Chatland and skills

Learning With the Whole :

Brain, by Bob Samples

Exercises:
s) Learning Style.
Inventory, David Koly -
b) Group discussion and
transcripting dbout :
Prdject Transition ;

Y eperience
W Drafting resune portion
of ‘Advanced Standing SO
Propossl
d) Learning about UWW lnd
other prograns

-4l -

intended Outcones

Choosdng college or progran to.
enter

Choosing not to retbrn to college

Freparing applications for

- adnission and/or Pnancial Atd

Beginning Advanced Standing
proposal

Time re-organization

Baergy and, resource allocation

Caining selt-contidence

Increasing autonomy and indepen=

dence
Developing reading and writing
~ skills

9
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.  (Continved) |
. Activities/Cureioulun Ault Developmental Needs/Tasks < Intended Outcones
. ‘ , c‘,\h ' ‘
n:w$L Career/Life Planning MMNMMOIAknunsHHh Decisions re: school and/or
. , " Aptitudes, | career path
Instrunents: . ~ Self~knowledge Appreciation of own competencies

o) Strong-Campbell Inventory  Career planning and direction ~and potentisl ‘

b) Decision-naking about future Directions for future

¢) ' career and preparation Co S

. . needed '
* Exercises: Skills in identifying and .
- 4) Individual counseling communicating competencies

b) Resource location
activities o

¢) Tnvestigation of job ;‘ \ . '
market and careers

-~ d) Resune preparation and
Advanced Standing credit
© proposal draft
o
, R

N




The final session of Project Transition provides some interesting ralearch
and evaluation information. The group 's discussion is recorded on an nudio
cassatte. ‘Fivo items posed in the form of "sentence completion''are: ,

1. "Being adult is..." ' o
2. '"What I most need‘to learn now 1s..."
3. "My éxpectations oé Project Tranaig;on were..."

4. "What 1 valued tn Project Transition was..."

5. "What might have been done in the Project was..."

These tapes are then typed 1nto verbntim transcripts. ‘A research team of

project staff persons and consultants 1nd1vidually read the typed transcripts
looking for recurrent themea._ The "content ana}ypis regearch team then meets
and reviews the results ofstheir readings and cnalyses. These analyses are

being accumulated throughout the project. Tre resulcs will be viewed along

vith information ¢ rived from the three ocher FIPSE-supported adult learning
projects in the network, the adult devclopment literature and ofhers' experiences,

and will be reported at the end of the three - year period.

A second research activity is conducting and taping in-depth 1nterviews with

four\participants in the project each sémester.

i

- The tﬁ&rd gesearch dimension is the collection and analysis of baseline data
and demographic information on all the project participants. This data 1is
common among all four FIPSE projecta in the network and should provide us with

a sizable sample of adult learners from which to draw some conclusions at the

end’ of the three-year period (1980).

~

-~ >

After one year, Project.Transiiion had served 65 adult learners. Nine of these

students have since bes

+admi tted éo‘and enrolled in the UWW Program at Loretto

- 49 -
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Hnizﬁt- bolloso. During the second year (1978-79), a follow=up study wlil
be 9onductod 6n the "77;'78 uéudanta to determine what they have dectdeﬁ "
about returhinj ;o coileso. changing careers or jobs, and other personal
uittnrf. Efforts will bq'madc to assess :ha,éffectivenca- and 1mpa3£.of

Project Transition'on these persons' lives', after the passage of some time,

It can be reported, however, that the evaluations and responses to the project
by the participants have largely been véry:positive. "Our faculty and con-
sultants are rofining':he curriculum' and couhseling model. The Resea;cﬁ
Network 1is functioning'as a collegial group, in spite of the geographical
distance between us. The University Without Walls Admi%gions office now has
t;o options 'to present to potential applicants; and éﬁi‘number of persons
served by the UWW Program was increased by 65 in one year. The UWW Faculty.
Advisors report that students entering the UWW Proéram from ?roject Traqsi-‘

[#

tion are very well prepared for self-directed learninq.

' {
Recruitment remains a continuing issue. The involvement of business and
iudustry, per se, continues to require long term nurturing. More precise

"market data' would be helpful.

The assumptions made in thé'projgct's dé§ign regarding meeb;ng‘the developmental
needs of adults seem to be holding true. The con;ent of adults' lives and |

development offers a potentially powérful base for designing "liberal studies"
programs far adults. By identifying and utilizing the events and transformations 3
-inherent in adultﬁood3 academic studies c&n become both personally and pro-
fesaionally.relevant. Learning is, 1n{fact, supported and suppoftive. And

the quality of individuals' lives appears to be enhanced.

: - - 50 -
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uaving conplctcd Project Tranoition. the adult lparncr ha- cxpcricncod
support in the dcciaion-maktng process, feels less alonc. is more .olf—

contidcnt, and is ready to m7ﬁc on. A new ltudcnt ‘role has been tested.

uww may now be the way to go to complete :hc B.A. §ix credits have been

v

transcripted. A learning contract has been completed. Arrangements for a

.space and time to read and study at home have been made. The family
schedule has been cltnted to prcyi@e for :ime.at‘hckool; For some it is
now time to.completc the full applicction to Universi;y Without nglq and
bccomc a degree candidate. Re-entry to college has been accompliahad and

the prospects for. success seem brighter.

-
B

The transition has bcen bridged. For those deciding to return tc college,
the task now 1is to'ccmplete the B.A.;degree aﬂd.begin to behave‘out stated
goals and»objectibec, laying the groundwork for a new phase of development
and growth. For others, job or career chaugc is neyt. Fog yet others,

personal decisions are beginning to take shape. But for all the participanfs,
nomething new has been challenged and conquered.. Just how these outcomes have
impacted on each participant s -life is the subject of follow-up ‘studies and

future reporting.‘
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, . THE UNIV g’nr WIThoUT WALLS PROGRAM:
ONE AFPROACH TO DESIGNING uunmmpxrg DEGREE (BA) PROGRAMS FOR ADULTS

The University Without Walls ?rogrlu vas de.i;ned primarily to serve the needl of
Lnon-treditionel adult students. Itl hellnerk is the individualization of eech
person's BA program. Its design eoncentretel on the proceleel of learning.
Alnnlt any .content area can be approached through thele procea-el. although the

UWW experience at Loretto Heights College indicetel that the aociel sciences,

) humnn services, hunnnitiel. artl. manegemcnt nnd business fields are most often

. 2

chosen by our students.  BA degree requiremcntl are spocified in -terms uf 1)
-minimum credit distributionl. 2) balances in the BA conceptval design, and 3)

.

‘cognitive and affective outcomes oOr pompetency coals.lg. Staffiny patterns
provide for the re-definition of the)feeuety advisor ee a facilitator and coord-
inator of degree programs and are based on a close and personnl wdvocacy cclatyon-
eﬁip Qith eecﬁ.student.’ Learning resources (ins:tuctota. codrees. semina:s;

~ field experiénces. etc.) are drawn from many ins:itutions and from a wiae va:i -
of conmunity'resources. in addition to zuurses and iudependent studies o fered |
by on-campus faculty. Emphasis is piaced on plannirg. - selecting tie best resources,
and evaluating the ‘ottcomes of learniag activities. Demonatretion of knewledge
and competency gained is the basis of evaluation. The student is a full partrer

with the faculty and administration in all aspects of his or her degree program.

It was UWW's intention to design a prcéess which could increase access to higher
education and reduce many of the barriers usualiy encountered by adult students.
Persons employed full- or part-time, with family.and community responsibilities,

limited financial resources, and often iiving at a distance from the campus

\
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eéuprlln the population intended to be served. UWW Special Projects have

focused .on lpoctui populations and neede within this adult group, such as
inmates. ox-oiloudora. Navajo mental health workers on the reservation, '
ethnic ninority psrsons, persons .qoking teacher certification, andyrurnl
rocidaqtc.zo'Tho basic program design has been adapted to sccommodate special
needs tﬁrOuuh tpanc Spacial Projects, but the same eclements and pé&cocuil

as the "core" UWW program can be found in each of the Spacial Projects.

Cha?t 0111:utl£noo each of the UWW program's processes and procedures, indicat-

1&3 some of the adult developmental needs and tasks to which they relate.
‘Ducoilod discussion of each aspect of the program is not intended here.

However, one partigularly powerful technique, the Advanced Standing c;-ax:

. -
Evaluation process, will be discussed in some depth.

Advanced Standing ctedicvavaluation Process:
Proponiqg_hcadenic Credit for Prior Non-Collepe Learning

One of the most valuable, and often controversial, aspects of non-traditional
programs for adults is that process which is intended to give recognition to
learning which has taken place prior to the time a student is actively registered

and enrolled in & collegenérogtnn._ Various labels have been applied to this

’céncopt..luch as, "credit for life experience”, "experiential learning credit",

”ptiof learning credit”, and so on. A growing body of literature describes the

{ )
issues wvhich surround this concept and gives numerous examples of procedures which

" have been developed at various ins:itutions.ZI' It is not the intent of this paper

[ %

to review procedural issues or to debate the academic validity of the concept of

credit for ;fiot learning.. .hat is importént to note and-to share with others

=
. %3 -
* See pages 59-62. '
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‘'within the context of adult development and program design, 1nitha impact

of this process on the adult lvarner and how it may effectively meet adultl‘

neads. ' . _ . .

?n éur program, 99X of thc'ctud’ntp enter the program with a plan to devciop
a p;op;calu for Advanced Standing Crndig. This process is a mljor incentive
) for enrolling. Gaining such credit holds the proﬁioc of lhorégning the time
for the completion of a dcgrqc and S!faaving money. These are important
incentives, given adulta"limitcd time and finaicial resocurces. As a recruit-
ment incentive, the Advanced Standing process is not to be denigrated nor

undersstimated in importance.

Froa an.;aucational point of view, the Advanced Standing process makes real
qu of the philosophical underpinninss'of the pr&gram: namely, that it is the
learning outcomes that are the Qo:; significant and the desirable ends of a
degree program, as opposed to the activity inputs, which are often used as the
measures of "educatcdness." Carrying out this philosophy brings one quickly
into a confrontation with questions about whether it ig necessary to have
delivered, sponsored or supervised learning for suéh learning to be recognized
gﬁ;wcredentilied. Put gnother way, we believe that the "where, when, and for
how l;dg?" acpécts of lgarning are less significant than the resulting knowledge
and cényetenc}es gained by the learner. Since we are committed to the position
that it 1s the learner who 1s central to the educational process and that it is
his or her own leatniné that must be damon;tra:ed and evaluated by appropriate

experts, documentation and academic credit for learning acquired pridr‘to

eurollment is_a‘logical and useful process to employ.
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This pt&ccdnro in the Uu;vurllty Without Walls program at &oroﬁto‘unigh:n College

is lengthy, rigorous, and complex. 1t requires that the student review and

reflect on the past and {ts meaning, write a g;nut deal, orsihiac much material,

conceptualize the relationship bctuoon activity and lnarnins. contnc: many pcrlonl,

And coordiua:o the qynluation process. The procedure often takes from six

nonthl to one year to complete. The sections of the Advanced Standing cr;dit

Proposal are as follows: | ’

« A total proposed B.A. Degree Plan, itomizel by lubjcét matter content,
methods of learning, and courcn‘of learning, resulting-in a bllaﬁca
between depth (Area of Concentration) and breadth (liberal le;rning)
totalling a minimum of 128 semester credits.

= A Resume ~ A chronological outline of c&uca:;on. employment.‘volunteer.

g nng personal activities relevant to the pfoposal. )

- A de;niled_descriptive Narrative of each subject area Seing proposed
for cgedit. including appropriate titles in terms of method and content
and with emphasié on the learning (competencies, knowledge ana skills)

f
which resulted from each experience. This phase, which will eventually

-

generare the transgéipt sdpp;ement or "cogrse description’, tequires the
’clustetlng of similar subject matter often inherent in a variety of
experiences - jobs. olunteer work, reading, etc. - and is the most
challenging and fruitful part of the proposal. This 15 the aspect of

Advanced Standing where meaning.must be dis;illed from experiencing.

-~ vVverifications - letters or certificates attesting to the accuracy of

the reported experiences.

-~ Samples, of materials or products resulting from the learning expefienées,

4

such. as papers, reports, art worl. and research.
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After drafting and assembling this document, Resource 'Persons with expertise

in each area being proposed for credic arc asked :o review the material and meet

for an evaluation and work session. '1f the proposal is lengthy and !or a

[}

substantial number of credits (ovcr 20), a number of sassions may de required.
The UWW Coordinator of Academic Programs and Research works closely with the
Yaculty Advisor and the student theoughout this process and must be present for

L]

the evaluation uulngonl.

An oral presentation dctaiiin; item byiltam. is made by the student. Discussion
may result in recommendations for ro-orgn;;zntion of the material, title changes,
credit changes, etc. At the completion of the process and after thc;crtdltaaarc
approved, the student writes cranacripc supplements (brief course doacrip:ion- -
like paragraphs) on each,item approved for credit and submits them to the prosrna

*

/
to be officially recorded by the Registrar.

One of the aspectn of this task which is so difficulc and so critical ‘1s the .
conversion of .ctivi laa to academieally creditable learnings. This requires
ailignificant level of abstraction and conceptualization. jﬂany faculty members
have diffidmlty writidg behavioral object;Vts Yor their courses. Our students
must 40 this in retrospect for the Advanced Standing process and must go a step

further by converting statements of objectives to statements of demonstrable

‘outcomes. Our position is that.we are not §iving credit for experience or

activity alone, but for the meaning . d learning outcomes of the experience.
One can hold the same job for ‘ten years and only acquire one set of learnings,
repeating those learnings many times; or, one can learn many new things in a

single position over a one ycar period.

- 56 ~
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Now, what does this procsss mean developmentally? Why is it that' elmost
every graduate of the program points to the Advanced Standing process as the

most valuable aspect of the program, while also acknowledging how difficult

% '

"4t was?

Our'aulptcion- ere that this process specifically meets some of the most

significant needs of ndulto and helps them through their current transition to

& new "f1t" with the world. In a very real sense, dcvolopnantll tasks, those
aspscts of our growth based on Internal needs which require new -iill- in order
to be addressed, are aided. Sohe of these adult developmental tasks and out~-
comcs are:
- An éxplicit review of vne's life, noticing the "marker events" ln§
"“turning ﬁoiﬁfp". vhith made significant differencqs in the course
of esvents.
~ Development of written and oral communications skills.
L o- Tﬁe valuing of one’s own experience, life, and learning and the
affirmation of their worth by others. .
- The recognition of how much one knows and how much one has done.v
- = The resulting -elf-confidencg. self-esteem, and autonomy which come
from completing a difficult task and being affirmed and rewarded
by others. - | ' *
= The identification of one’s competencies and one's deficiencies.
- . The dcvelgpn;nt of conceptual and organizatfonal skills. -
- The development of pllnniﬁg'and qoordinlting skills.
- The consciousness and explicit statement. of one's goals and ob}ertlves,

-

- The clarification of one's values.
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~ A sense of identity and gemerstivity; s sense.of toruurd‘-ovcuenf.
= The support of others for one's efforts, dreams and goals.
= The joy of fdeutifying oneself as a "iifelong learner”..

- c1‘tt§y about career paths, personal goals and naxt’;copo.
If quality education also involves good mental health and affective growth, this.
process ;roytdo- enormous opportunities for both. If 1iberal studies have as,
some of their goals: critical thinking, ths ability to analyze ;nd abstract,
iho ability to generalize and make judgments, communication skills, self know-
ledge, human llbcration; and the encouragement of learning th;ouihout 1ife - =
then cht; process provides & wealth of libersl learning qxptrtanco-,for adults.e
8 4 -njéi-'or Areas of Conctntr‘:ton are intcpdod to provts:rpc;ton: ;ith in-depth
jtudy and axperience in a given field, with prohadble v;;attogal~o&jcctlvcu,’:haﬁ,
| the Advanced Standing process provides oQtucandin: opportunities to be precise

about levels of competence ard aress of deficiency in relation to marketable

career skills.

In a host of ways, tbiu'procols‘li rich with cognitive and affecci-e dimensions,
. . * -~

as wvell as with depth/career and breadth/liberal learning content. It serves .

practical needs. It is "adult” and mature in format. And, it can neet the

criterig of academic quality and integrity, if carried out with rigor and care.

It is, then, no wonder that our University Without Walls students.find it both

fruatrating and satisfying. Its succe:nful completion marks a mileatone in the

degree program. It's power as a mechanisn tg: adult growth and transition s

significant.
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TRE PROCEESES OF ONTVERSTTY VITIONT WALLS OGN OF LOKETYO KEIORYS couuace
Thetr Relationshdp To Mult Developmontal Neods and Tesks

od Intinded Outcones
. | ’ i i
L Individualisation of each DA, Autonowy, ditecting one's owe path, Inerease trust of ooe's ow \
progran perniosion to be salf| respect lor decipionn; match of each .
aach Indlvidual's goale; "sdult” - progean to unique beckground
response 1o adult learmer and poaln of each Individualy.
- rosscompatitive learning;
140 davelopaent support
P One-to-One Paculty Advisar/ Intinacy o & adult relationshlp, Dxpeionce vith o noa=judprental,
Student Relattonship , valuas clarif{cation, opportundties; nupportive (nom fanily) adult;
tine #nd attention from sn scademdc nentor provided: potential roles
¢ parson, potential mentor relationship nodely mitual trust
[} | *
J. Degree Plans (spproved at four  Letablishing priorities and own Planaing skills, tine sanagenent
polots In the program) directions; giving sel! parnission skille: finsncial/resource
' , to do, with afftrastion and approval ollocation skilla; career plan
Lt respected ocherss visions for: and or graduste school plan;
~#" the futurer corser ditections explicie statement of comitments
( for future and long=range goal-

sotting

4 Leaming Contracts written Re-prganization of resources and energles; Masniog ekills, divectionality
" edch samantar for each leaming fosl and objective clarificatfon: mtusl  for purposafull setion and
exper fence) coppitaents vith others; conceptual skill bedavinr, explicitness, writing
lopaent; writing cowpatency: skills, corceptual skille, selec-
sclousncss of o learniag styles tion of manspeable objectives
and casks vithin resource cone
! S straines

), Learning Stipends (s portion of  Experience in financisl nanagement and Sudgeting skills vith 1inted resours
tultion requested by the student  budgeting vithin constraints; consumer M8 getcing best buy 1o the edu-
to pay for off-caspus learning  ~ attftudes regsrding petting “the best catiooal marketplace: confidence I

resources: *valoa" for'each dollar the use of money; esmential control
, over the purchase of cne's om
. u u ' loarning resources; trust o ope's
" L R . ovn judgaent; re-affirmed by othmi
. Q 66 | N | » 59; |
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| : . | (Continued) L |
UWW/LHC Process and/ot Procedure - Adult’DéngOpmental Need/Task _ . Intended Outcome
6, Use of the entire commumity as  Galning Enowledge‘of‘thg acadenic world  Potential job/qareef entry; puts
a potential learning resource and of world df work; identifying gtudent "in charge" of own
(courses at many colleges, '~ options; undeqstanding comunity - choices, as a selective consumer;.
Tesource persons ag-instructors, . systems; new career/job opportunities self-confidence in seeking what
training programs, seminars, and experiences; videning learning one nepds; building contacts ad -
internships, etc.) options, meeting new-people B relationships for career dirgctione
1. Use of adjunct faculty or. Meeds for mentors and role-models; needs  Confidence in ca Ling upon importunt
- tesource persons (Instructors, for gaining new knowledge and competence; persons and asking for what onv -
_college faculty ot professionals, needs for widening circle of contacts needs; new opportunities for nentot
selected for their expertise). : B ' | ing and role-model selection; gain-

ing a professional advocate; enhan
respect for "successful" real life
. | | career professionals and gives
4 . o ~ insight fnto their careers and-
! B | education: contacts for new jobs ,
| and careers,

\

R 3 Personalized .evaluation: group,  Homest evaluation of achievement, Assessment of one's own competenc.es
oral, and demonstration of affirmation by others, and sélf- and achievements, explicitness,
_competencies - ' evaluation needs for success; gaining consiousness and awareness of
support and mature judgment of respected  cognitive and affective learniu,,.
~ others as seen by self and others; courd-

| inating ability
o ‘ ‘, _ _ P . ‘ |
"9, Transcript Supplements {course  Writing skills; need for mechanism for Explicitness, consciousness of what

description written by the stu-.  review-and statement of what has one- has done; skill in reporting
dent on each learning experi- occured; documentation skills . ~ on one's ownh behalf, to be read
‘ence each semester) . o ' K | by. others ‘(graduate schools,

| o ‘ . employers, etc.)

09
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CHART #11

o | 3 Lo S
S | b (Continued) o ’(/\;' | - - Co-

UWW/LKC Process and/or Procedure Adult Developmental Need/Task . Intended Qutcome

10, Advanced Standing Credit mmmmmﬁwmmH cts of  Self assessmént skills and apprecia- -
Evaluation for assessment of  , one's life which are valued by others tion of own competencies; skills
non-college prior learning and by an institution (in the form of in writing a resume in both -
(vritten proposals and convening  academic credit); self-confidence chronological and competency terms:
of evaluation committee) building; practical ability to document  shorten time for degree completion;
: - ‘ and report about one's life; time ° ~ writing-and oral skills; conceptual

saving; "time running out", money - ability to convert activities to

saving; resume development " competencies and learnipgs, co=
‘ ' ordinating and organizing ‘skills,

11 Pre-degree Review (session to - Techniques for reflection and-analyéis; . Critical thinking skills; written

. Teview B.A, degree program in match of personal views to "@orld * ahd oral communication skills;
terns of balances, require- view's plan for the future ", cognitive and affective growth .
ments, and future goals); areas : - ,
analysis: | 1 p g Yy |
: . . . - N, . 'Il
a) balance of theoretical and Appreciation for knowing "why" ae well Increased career competence, vocat ion
practical ‘experiential  as "k to" | al releyghée; sKills in reflection -
 learning - ”’hj and "wh@" "{ob placement: imiediate |
s | - entry 1ito labor market "
b) 4 variety of methods of Knowledge of own learning styles; needs B :
learning (courses, inde- . for intimacy, needs for group inter- Experience with aloneness; one-to-one
‘pendent studies, field . action, needs for privacy * study, group study; learning about
projectd and special - “one's omn bestdfiarning style:
seminars) - , . creating habity of lifevlongvleapi-.
. | oo ‘ , ~ Ingor generativﬂty (vs. stagnation)
¢) Breadth (liberal studies, - Learning relevant to the vocational,
winimum 43 cr.) and_Deth personal, civic and leisure aspects of  Balanced classical B.A, degree, sym-'
(Area of Concentration, 1ife; need for integration.and wholeness bolizing "the educated person’,
_‘minimum 30 cr,) ~ and ego integrity prepared for the worlq of work
( 4 ’
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S (Continued)
UWW/LHC Process and/or Procedure Adult Development Need/Task Tntended Outcones
12 Degree Review S Closﬁre’; {ntegration, celebration Integration; prioritizatiori;"
~ 8) Major Mork  + - and ritual for "narker event"; synthesis; skill reflection on ..
. .b) W Permanent File . sharing accomplishments with ' mesning of activities; affirma-
) Degree Summary caring and significant others. - tion and assertion of self in
" d) Reflections (written or oral  "fit" of self with activities presence of supportive others,
| comment synthesizing all and world ', self-confidence; B.A. degrec
, program elements, with | B k completion; celebration of
| emphagis on affective : | - - «accomplishment of goal; prdjertion
’ domain) | for the future and assumption :f
L : . - responsibility for self-directed,
life-long learning, A’sense of * .
vholeness, . ' ‘
}
‘ |
‘‘‘‘‘ . : r“ °,
%
]
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CONCLUSIONS ;

Twenty Orggnizing Principles for Program Design

-Rooted in the Life Stages and Learningglntereats of Adults

The focus of this paper has been the adult learner. 'In describing some of the .
elementa and programgatic responses of the University Without Walls Program at
Loretto Heights College to the needa of adults, this writer has attempted to

show the linkages between program design . and the developmentally-baeed learning

needs of adults.

The twenty Organizing Principles for Program Design preaented here have emerged

'

from examining some of the literature and research on edult development,,linking

theories to our program design, and extracting those principles which have become

‘apparent from our eight-year program experience.

Although we make no claim for the universality of these Organizing Principlea.

-

ﬂ ‘we do view them as significant guidelines for designing and evaluating educational +
programa which intend to serve adult learnera. Purther. we believe that the field
of adult development, as it relates to post-secondary education.-ia Just now

w“beginning to provide poue;ﬁul,clues to edueatora. As population data andAenrolla
ment prqjectlons continue to ‘forecagt decreases in the traditional college-age .

'fpopulation and many institutiogs turn their attention to the potential of the

. adult learnor markethf it betomes especially important to increaae our under-

‘'standing of adult life an learning intereata. Only by doing 80 will we be able
to develop appropriate ‘standards by which to evaluate auch programa. Only by .

doing so will we be able to help and train faculty to meet the needa of adults._

And, only by doing a0 will we be able to deaign and implement quality pPrograms

whieh truly - aerve the needs of adults.

’ . K - . .
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TWENTY ORGANIZING PRINCIPLES FOR PROGRAM DESIGN
. | (
1. Prograds for adults and institutions serving adults must-be enabling

and flexible and provide for maximum individualization.

2. Programs for adults must have as their aims botn the acquisition of new

knowledge and credentials and the enhancement of the quality and meaning
of life. ) .
3. Change must be viewed as a precondition for learning. The most potent

v “teachable moments" for adults' learning are periods of internal transition

and external "marker event" changes.

4. In addition to insights gained from the research and literature on adult

development and learning, our own lives and those of our colleagues and

friends hold significant implications for program design.

T 5. Attitudes of equality, mutuality and Qhared learning are necessary

ingredients for successful relationships between adult program Eaculty,n

staff - and students.

6. Adult program designs can and should accommodate a wide variety of motiva- .

. -
tions, adult transitions, and developmental stages.

7. Faculty and staff must be alert to persons who view institutions as objects

to be manipulated- and conned'for their own purposes. ’ . . e

8. The ability to tske abuse aad say "no" must be developed by adult program

faculty and staff.

9. Programs for ndultsjmust find a balance between only serving persons of
gﬁ]gomgetence who'exﬁibit ‘life o:yles and values much like our own and
continuing to takc_giggg. believing in the human pntential for change and

grawth.through education. This balance must 1naute high standards of

| quality while guarding against alitlsu; and continue to provide avenues

_ B A - 64 -
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10.

11.

12.

13‘

14.

15.

. ‘ a Q.

of access for those prev&ohsly disénfranchised from the benefits of

‘higher education. : - .

’ . . ——

Because there are a variety of motivations for adults' enrollment in.

" colleges; programs must seek to identify those motivations at the

ady .sions level and to provide maximum flexibility and individualfza-
tfon in meeting the developmental and learhing‘needs of a diversity of

adult students. S&me areas needing flexible approachds are: how, when,

where and with whom learning may take place for it to be creditable and

part of a quality.degree program. Time and calendar are especially

importanrt variables in designing programs for adults.

Academic curriculum designs for adults must provide locations and

physical environments appropriate for adults.

curriculum designs must provide for combinations of liberal

studiéa and majors (breadth and dgpth) as well as tﬁ‘bretical and

experiential learning opportunities in varied sequences in order to
meet adults' developmental needs.

chulty and resources wh‘gh.pf!wide'instruction for adult learners must

view their roles as equal ahd mutual , avoiutr_ . -archical relationships

witn ‘the aduiL iearner®

The changing nature womens' lives and the high ﬁroportion'of women

returning to colleges in addlt programs require that 6ur program deaigns
take care to account both for the aocializaticn affects and the value
orientations of women in order to meet'® the needs - of women . as adult atudents.

In viewing the adult development literature ang?qhe quality of 1life'"" issues

facing our society. we must be careful not to fegatively rgiﬁforce those

4 .
typically female characteristics and skills which have value for the entire-

'culture, as we seek 1ncreased access and equity for women 1n(bducat109/§nd

in the world of work. ' o 76
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16. The external tvents and internal transformation.:! aspects of adult-
hood have the potential to give us insight into the dynamics of adult
development and adultvleekning., Educational programs which have qheir'

conceptual roots in these areas of major concern to adult students

" point to new directions in curriculum and program desihns. which can
best meet adults' needs and define appropriate liberal studies for

adult learners.

17.~ If education 13 viewed as a process and is on-going throughout life, then
w»

adult prograu deslgn must be’ proceas-oriented. whereby the processes

utilized help'adule stuoenta_to learn skills which will be of value-
throughout 1life, euch as: planning, coordinating, selecting, communicating,
oecision-ooklng. critical thinking, value gelecting, eonfidence and
competence building, etc. : R

°‘18.- Curriculum and content must seek congruehce between the 1den1e and goals

of the 1ns£1tugion and the realities of the worlds of work, family and

*

community. Liberal learning and career preparation are mutually dependent

and should meet the adult learner where he or she 1s, ‘aiding in the !

+

acquisition of knowledge and skills appropriate for our- faat-changing.
r-‘

' complex contemporaty society and for the future.

19. Adult degree programs buflt around. processes which trust and rely on

students to be self-directed and responsible for. their own learning
support growth and development and can lead to gr- ater autonomy, combetence.

and maturity. A match between the program's design and adult developmental’

~ needs is esgential to achieve both quality of oytcomes and'qppropriatenesd

*

'of "Fig" bQCUeen.the learuer and .the program.
20. Programa designed to serve ndults must deal in sophiuticated ways with -

basic developnentn;ﬁ‘nsues and profound philosophical 1ssues. which

P
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encompass the very ueanthg of life 1taq}f. If programs are able to

seize this ;hallenge. we have the potential of building the foundat{on

.

of a true learning societv. we'pan lay the basis for a culture which

R

values recurrent and contlnb@ng learning throughout life as one means

] c e -
for enhancing the quality of life and for developing the skills necessary

to cope with an uncertiin, complex, and changing future. PFor those of us
- .

who hold strong beliefs about the power of education and‘learning: wve

can do no less. . ~

-l’)7_



THE CHALLENGE

. *
A

One perspective on the trends of the past fow decades and a projection

. into the future i{s this: ~

»

The 1960's were an era of access Lnd choice.- During this periocd, characterized

N mainly as the “civil rights cra"”, previously disenfranchised groups of persons
in our society sought access to the fruits of mainstream American life. In
all arenas of domestic conéern. people clgmored for "as way in”. Overt conflict

with and challenge to our institutions created new'legiliatlon to insure the
‘rights of ndces; to each American. This vas a time devo:cd to laying the
legnl groundwork for equality of opportunity. 1t was al:o a decade focused’
on quantity. The challenges were defined 1n terms of numbers, not negeusnrily

of meaning.

-

»
. & .
Toward the end of the '60’s, the issues catalyzed by the Vietnam War caused

& major cxanlngcton of'our values and lifestyles. With access and choice
legally protected, we questloned tha nénnlng of thnt access and choice and
sought to re-organize our ingticutions and ngenciel to insure equity. We also
experienced major value conflgggltn society. TthUShO“t the '70’s, the vomen's
wovement, the aftermith of the Vietnam war and the dislllusionnent of

' Watergate conblned to give us a sense of drift.

-

As we enter the °'80's, 1t.appeats that we are now concerned with issues of
S!&li&! Both the media and our private conversations are “dominated ut:h
conceras such as. the qualLty of educntlon. the quality of the envtronment. the

quallty o! uotk. and the quality of telatlonnhlpa. = in short, the quality of




1ife. What may, on the surface, tpp&ur to be o continuance of confusion,

conservatism, and peusimism seems actually to be a hopeful areiculstion of .

desfred values, focusing on our concern for the seaning of our affluence,

oppo}:unl:y. and equalicy.

.

»
.

™ .
If we accept this analysis and If we organize ourselves to increane the

quall?y of our lives,, then the '90's may b¥ a decade of humaniem and

5gg§nblogy. For we are beginning to Ret a handle on what the relacfonuhips
between technological advance and humanistic values must be in order to
. “

averet swociety's domination by non-humanistic science and bureaucrat ic

complexity.

The sociologlcal pendulum cootinues fts cyclical swings. We have conflice,

legislative resolution, adeiristrative re-organization, inpleucntation. and
‘new issues which cause vet another conflfct. These societal stlgeu and
transi:lona are not: unlfke those we expertence throughout our own {ndividual

udult lives. A developmental perspective is useful (n interpreting societal

changes as well as individual change.

Each decade, each transition, therct . brings with it a sense of crisis,
bu;'alno may be viewed optimistically ax a period of learning opportunity.

It.1s thtn optimistic view of change as learning opportuni:y wvhich must
dominate cdu&ntlon. Only in this way will Je be able to pursue education

.

88 an enterprise of hope, rooted in an optimism about our future. as indi+iduals

and as a society.

It is wy belief that the mout mixnificant and ongolng questions in life

in every dqcadu and era are nnd always have bcen.

"ho'am 17" | .80 -
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if “To what groups do ! belong?, and  * Y
“How'do 1 function?™ . - ;
» * A
Self, others, and work. These ure the philosophical preocccupat:cng af

human 1ife. Each of our lives dre made up of the search for the answers

L]

o

to thess questions. The search Is never-ending; and the anwwers kecp

-

ch&nxtn;.vgl we move through vach life phase, each life -ingw. and each

11fe transition. |, -

It colleges and wchools are gotng tuo be uffoc:QVw and nucccsaxal fn
-
tulfﬂlling their missions and in attructtnx and gerving adults, they will

+ aild young pedple and older adults in thelr scarches for the unnuurn.

to these questions.

To do less —- to dbvulop purely instrumental, expedieant curriculum which
leads only.to a c&rtlf!cata of attendance without providing for the processes _

and relstionships rhat matter significantly -- fu.to miss the whgle point.

We must psy attention to*child growth and dnvclOpnwnt; to vouth seeking

maturity, to adult development and adult transitSons, to our own needs and
A

those of our peers, and to the changes i{n the society sround us. And if we

can do :hio vell, we will be living out our outhnwtorlc of ll!e—long

learning. We will then be able to create tnutltuzlons that truly maiter 2n

.
e

peoples’ lives. Hc will be able to impact nﬁhthe quality of 1ife in Anerica.
We will then move toward creating a ttua learnln; aoclaty. cnpdbla of coping

with an uncertnin and couplwx future, combining our humanism with our technology.

1f we can leurn how Lo dou this, we will [nmurc that the educator's qoxe will be

one of bringing a nuw suthenticity of qualiry to our inherent cquality, to our .

- - -

institutfons, and to the lives of the persons we serve.

L ]
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‘- English/Creative Writing

FOOTNOTES

Some of the i{deas in this paper were part of a presontation at
the 33rd tional Conference.of the American Association on
Higher. Edukution, held at the Conrad Hilton Hotel in Chicago,
Illinols on’ March 20, 1978. The presentation was entitled,
Life Stages and Learnifig Interestes. The presenters were:
Carol Stoel, Program Officer, Fund for the Improvement of

Post Secondary Education; Rita Weathersby, Boston Cencef for

Religion and Psychotherapy and University of New Hampshire;

Virginia Leeter, President, Mary Baldwin College; and Elinor
Creenberg, Director, University Without Walls and Other Special

Programs, loretto Heights College.

University Without Walls/Loretto Heights College~Special Projects
{partial list): - . .

- Teacher Corps Corrections/Yough Advocacy:

i

- LEAA/Youth Advocacy

- FIPSE/Project Transition

- U.S. Public Health Service/Navajo Mental Health Project

S USOE/Special-Services .

- 7 Colorado Bi-Centennial Commission/Minority Scholars Project

- . Title 1/Community Service/Gerontplogy/Communications/Planning °
Competency-Based Teacher Education .

- Students-at-a-Distance Project

- 3 Credit Option

Sheehy, Gail. Passages. E.P. Dutton & Co., Inc. New York. 1974.
1976. ) : i

Loevinger, Jane. Ego Development: Conceptions and THeories. Jossey-
Bass..San Francisco. 1976. . 4

- > ’ . S
Kolb, David. Learning Style Inven.ory. ~McBer & Cb. Boston. 1976,

Weathersby, Rita.. A Developmental Perspective on Adults' Uses of
Formal Educgtion. Doctoral Dissertation.. Harvard University,
Graduate School of Education. C: -bridge, Massachusetts. 1977.

University Without Wails/Loretto Heidwts College/Areas of
Concentration - Examples: * .

- Art Education

- Early Childhood Development
- Pre-Trial Justice

- Communications .

- Scandanavian Eanguage and Literature
- Comparative Health Planning

- Accou .ting
- Art/Hrrsemanshz,
- Humanitles/ﬂusic
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- Psycholopy und Cunnuuliﬁg , . .

3

- Business Admiunlstration ~
- Sociologry . -
- Human Services Admintstration

- English »

- Theatre .

- Social Sciences/Secondary Education

- Special Education

.

University Without Walls/Lorettn Heights Col'uepe/Methods of
Learning. UWW Research Report, 1975-1976. '

Theoretical’ ' :eriential
Regular Courases-- . 23.4% Independent Fleld
Seminar-in~the~Ficid 17.8% Projects 36.9%
Independent Reading Theoretical and

‘and P+ search 20.7% ~ Experlential 1.2 %

Total €1.9% Total ’ 38.17

S

University Without Walls/Loretts Heights College/Bachelcs of Arts

Degree Requi

Credits - Requirements

rements and Credit Minimums. Handbook. 1979.

Minimum 128 semester hours . .

Minimum 30 consecutive final credits at UWW/LHC

Miiimum 30 seanester credits in depth/Area of Concentration
ininum 43 semestcr credits in breadth/Liberal Studies

Competencies - Desired Outcomes

Cognitive

1. Demonstrated competence in depth/Area of\poncentratién

2. Demonstrated competence in breadth/areas of Liberal Studies

3. Dernnstrated communication skills (oral and wrltten)
Affective ’

1. . Demonstrated personal growth and mature development

2. ToI=monstrated ability to plan,'seg.goals,‘meet them,

N and be evaluated by others “

3. Demonstrated initiat .e, creativity, independence.and

© self-evaluative skilis v .

4. Dcmonstrated self-directed and aollaborative learning = °

skills’
5. Demonstrdted service to others
Balances and Mixes - The Whole Degree °
Theory and Practice--—==meoe——mmen T———— methods of iearning
Depth and Breadth- ——De ----content of learning
Cognitive and Affective-=pe~c—emmmmoeeee domains of learning
Mix of Learning Resources —— sources of learning’
-y ' 4
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12

13

14

15
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Univernity Without Walls/lLoretto Heights College/Advanced
Standing Credit. Admissions materiml. 1929. .

If students wlgh-to propose to receive acandemic credit for

prior learning acquired outside the traditional tollege class-

room, they may do so through the Advanced Standing Credit , N
Evaluation process. After entering the program, the student
preparcs a proposal documenting past learning expériences, and
demonstrating the scope and depth of the prior learning.

Advanced' Standing Credit Evaluation guidelines are available . -
upon request to assist students in the preparation of these ‘
proposidls. The UWW facul‘y sdvisor and the:Coordinator of”

Academic Programs and Rescarch also support and assist the

student {n this process. The student convenes an Advanced

Standing Credit Evaluation Committee to evaluate the proposal

and to approve or revise the proposed number of credics.

. - )
University Without Walls/Loretto Heights College/Admissions

Application. 1979. Characteristics: . :
regponsibility initiative curiosity '
flexibilicy risk-taking ability questioning of assumptions .
creas{vity i ; open-mindedness " integrity . ,
assertiveness = - co)Taborativeness self-awareness o [ﬁ
tolerance for ambiguity resvurcefuln.: sy independence - p

self-evaluative ahility 3

University Without Walls/Loretto Heights College/Project Transition
- * . .
Partially supported by the Fund for the Improvement of Post Secondary -
Education for three years, 197721980, A ‘our month, six semester )
credit re-entr- adult lihéral learnins, perience. Pour seminars:

#1 The Psychology of Adulthood; #2 Val. - inm Human Experience; #3
Perspectives on the Future; #4 Learning as Adults; individualized
career/11fec planning. -

-

. University Without_Halls/LorettouHedghts College/Degree Approval

Process. Handbook. 1979. Feur points of approval:

- In a&mlss(bns applicatiaq - tentative degree plan

- At 60 credits or at Advanced Standing Evaluation, whichever
.| comes first -~ approved degree plan L ’
- “At Pre-Degree Review. In the final semester, at least

¢ight wecks prior to Degree Review - completed degree plan
review and approval of proposal for the major work. ’
- At Dbegree Review, the final calebration/graduation - final
- approval of degree summary , ' \\\_

Levinson,'nani»l. The Seasons.of a Man's Life.'Alfréd A. Knopf. '
New York. 1978, . - .

Loevinger, Jane. Ibid. “, -
. - *
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Ma. Magazine. August, 1978, "Who is The keal Family?" {rom
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Maslow, Abraham. Toward a Psychology of Being (2nd Edition).

Princeton, New .!ersey. D. Van Nostrand. 1968.

. "Some Educational Implications of the Humanisgic

19

Puychologics'. Brandeis Univ sity. Halthag, Massachusetts.
[ 4 » . . . .

Fund for the Improvement of Post Secondary Education Research
Network Participants: Mary Baldwin College, Adult Degree Program:

Loretto Heighta Colle
Trangition.

Vermont External Degree Program; Clark University, COPACE;

pe; University Withour Walls, Project

University Without Walls/Loretto Heights Coilege/Bacheliiﬂgf—ﬁigg&

Degree Requirements and Credit Minimums (see #9)

University Without Walls/Loretto Hei
'(See #2)
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