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EditorS’ Notés o

|

Alan Tough bmke the news. Dozens of educational msearchers rephcated the 5 ..

ﬁndmgs The eminently believable Opmxon Research Corporation of Amer-
-ica legitimized it all. Newspapers across the nation and respected educational
journals communicated the revelation: America is a nation of lifelong learners.

Alan Tough's findings about adult learing (1978) came as a jolt to
American educators. The data substantiated the claim, not taken nearly so
seriously, by Ivan Illich in Deschooling Society: “We have all learned most of
what we know outside of school." Pupils do most of their Iearnmg without, and
often despite, their teachers” (1970). '

The familiar cry to communities and legislatures that msmutlonahzed
postsecondary education has the only potential for snmulatmg a nation of life
long learners is a misrepresentation. Only individuals actirig autonomeusly of
institutions can ghoose learning as their way to be in the world. The Tough
data substantiate that most Americans, regardless of race, sex, or socioeco-

nomic level, have made that choice, and the choice is afﬁrmanon of learning _

as an mtegral life pursuit. '

The findings from Tough’s in-depth, random interviews indicate the

following learning pattérns for a twelve-month p-u‘md

e 90 percent of all adults conduct at least one major ledrning activity a

year -

e The average learner conducts five distinct learning projects a year

o The average amount of time spent per learning project is 100 hours

(—the average learner spends 500 hours per year engaged in learn-
ing projects): : : .

e 73 percent of all learmng projects are self- guided

® Only 17 percent of the learning is professionally guided (by propri-

etary schools, colleges, or company in-service programs)

Tough concludes that in this country there isa pervasive learning myth
or stercotype which suggests that most learning is classroom based and Pstxtu—
tionally supervised.

The implications of those data for (Dmmumty coilegeq are especially
significant. We have long harbored the notion that the adult populations we
serve are somehow not very “together™ that they are not self-directed, that

" they need considerable external control, and that :hey need structure in grder
to succeed at learning and growing. The facts are that blue collar and lower
middle income families are learning at a rate similar m that of other sotioeco-
nomic levels. The content of their learning may be different, but tearning—

" self-directed, ihdependmt learning—is something quite, integral to life in
this age. . S
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The locations for fcamigg are radically different from those previouljly

assumed. The circumstances are different. The methodology is different. The
curriculum is different. The “students” age different. Most learning is simply
not ufidér our auspices. The curricula of the work place, the home, the family,
Yand the church occupy cmsxdembly more of their time than the curm ulum ole

the collgge.

.

The ﬁplications for cammunity colleges? Before, introducing the
authm‘s and their lifelong lummg responses, we would like to offer some

1mphc cations of our own: ~

@

* We need to aggressively put in place mechanisms for assessmg the
self-directed learning projects that lifelong learners *have initiated
prior-to entry into our L)grams

We need to affirm adults as learners, recsgnizing their Lompetem €,

Jregardless of its source, with academic credit &huh appropriately

relates¢o our degrees - .

“We need to be open to the curriculum of the person, adapting flexi-

bly, relying much less on excessively rigid curricula

We need to be far less concerned with fiew programs and new courses
and more concerned with new ways to learn »

We need to be less preoccupied with control and much more con-,
cerned with supporting and guiding students in learning pursuits
We need to inplement learning contract and other, nonclassroom, - -
individualized learning strategies for linking#studgnts to community
resources, beyond the walls of our cadnpus, reigforcing their sense of
self-direction and power as lifelong learncers s

What follows i€ a smorgasbord of responses to, lifelang lmrnmg issues.\

The authors represent a spectrumn of on-line practitioners, from an AACGJC
‘staff person to a president to a faculty person to a'dean, all directly involved in

purveying or advogating nontraditianal education alternatives for lifelong

learners.

The colleges represented are the cream of the crop in experiimental

and lifelong learning: Community College of Vermont, {Sigclair Community

College,

LaGuardia (})mmunity College, Whatcom Community College,

\ and Inver Hills Gommunity College.
Who is the lifelong learner? Sheila Gordon grapples with the question
in the first chapter, analyzing the demographics, motivation, and environ-

ERIC

Aruitoxt provided by Eic:

ment of the lifelong learner. She ofters potential responses that community

college educators mlght pmwd& to their needs.
Peter Sinith eXaminés alternative pereeptions in light of the karning
needs of returning adult studeats. € hapter Two moves us from a preoveupas

tion with learner 1o that of facujty, and gur author” responds to a pivotal con-

cern in the lifelong learning movement: “The New Professional: Professor or

Facilitator?” -

Program considerations are addressed by Gordon Gowperthwaite in a
later chapter. He is criticN of that kind ofyeducation characterized hy the

pitcher and mug metaphor: faculty dispense\education to

'
Y .
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"« students as one would pour or top up mugs with a favorite beverage. Cowper-
thwaite argues for alternatives and new flexibility for leelong learners that
external degree programs afford.

’ While Cowperthwaite mandates new educational formulas to- nurture

. proactive, lifelong learning, the reality of most community college education is

i that its lockstep .me:ftality limits that possibility. Learners are conceived as .
- reactive, passive patticipants in a process centered on information dissemina-
tion, housed in facilities representing considerable capital expenditure. How
to change the mind-set? Joanne Pertz points the way to those of us anxious to
forge new options for learners: a carefully conceived change strategy. She

adds, “Of what value is a beautifil dream if it does not become a reality?™
Change agents will need to give attention to attitudes, knowledge, and

» - skills (deliberately in that order) of all of its constituency but particularly its-
faculty. Frank Christensen addresses the needs of faculty and examines strate-

gies for heightening their competence as lifelong learning facilitators,

Richard Fisele focuses on the counselor role in lifelong learning. Increas-

. ingly we have come to understand the false dichotomy of conceiving academic
' and student activities as scparate, autonomous events, Organizationally most
community colleges divide¥heir human resources into student and academic ser-

vice compunents, cementing the dichotomous relationships. The kind of learn-

ing in the realm of personal awareness, value clarification, interpersonal effec-
tiveness, goal setting, and a whole host of affective areas is artificially separated

. from the more cognitive learning of the traditional academic program. Institu-
" tions reflect their own values as credit is awarded for certain kinds of learning
and not for others. Eisele offers a model that focuses on the developmental

. meedsvf lifelong learners, integrating the services of the institution to that end.

. The term competency based education has been bandied around for the last
ten years. The very nomenclature “competency based” is’emotion-charged,
causing some educators to recall experiences of pain, tension, and nausea .
while others ase moved to euphoria and ecstasy by its very mention. What pre-
cisely is it? What are its implications for lifelong Iearnm*sp Sharon Hayenga
takesgon the task.

Linda Reissey discusses mechanisms for recruiting lifelong lt'arners to
the kinds of enriched learning environments to which the authors of this New
Directions jn Community Colléges murubouk -allude. Jamison Gilder, in a con-
cluding chapter, causes us to look at the “big picture” as she examines the criti-
«cal policy questions from her national vantage point with the Lifelong Educa-
tion component of the American Association of Community and Junior Col-,
leges. In the final chapter Jack Friedlander cites the lifelong learning literature
of interest to two-year college educators, =~ : e

Barry Heermann
Cheryl Coppeck Enders » .
Elzabeth Wine
Guest Editors
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strengths, and weaknesses, bringing challenges and oppoﬂumtm

The Tifelong Wummefsmtsﬁdlof

fo community col[tgﬁ

Who Is the Llfelong Learner?

rl

Shella Gordon | - ‘, o "L—.

Augusta Souza Kappner

The idea of “lifelong k:ammg" in “‘community™colleges is not new. In onezform
or another, some kind of continuing educatiqn Yor the lifelonglearner has been
around for a lang time. In an organized form, it has certainly been an Ameri-
can phenomenon since the land grant colleges (spawned through the 1861

~ Morrill Act) began offering extension courses in agriculture to farmers. In the

last half of the nineteenth_century there Were no community colleggs as we
now know them; but the land grant institutions provided courses locally where
people lived 1 and,_in many cases, functioned as sources of secondary education

. (high schools were pot unifogmly established until the twentieth century) to

comuntless Americans.

Today's highly complex socxety demands at least some postsecondary
education; the rapidity of change, in turn, requires continuing, or lifelong
learninf. The ca?n&umty‘coﬂege of today, serving a wide range of students of
all ages and backg#ounds, both on-campus and off-campus, is thus a central
vehxclc for p&rpe:uan?g an established tradition.

The Transforined Edycational Context

Although the précedents for lifelong learning gpportunities offered in
the commux%y are well established, whit is happening today is qualitatively
. -x .

L")

New Directions for Community Colleges, 29, 1980 : 1 \
Q :

P



. different. This dxfference mamfest x}z"zi/:ieast four respccts Fxrst, the knowl-

edge explosion has ¢ gemand for.peopld®o know mcre and fnore —and

. to continually upgracfe-thexr knowledge. And, since'the knowledge spettrum

has expanded so much, the'gap beiween those with a mmnma,l level of educa-

. tion ard advanced learning .has widened drama.ucally ’ .

* . Secondly, the knowledge explosion_has been accompanied by growth of
orgamn:d*-and compe;\twe——leammg obtigns: open access community col-
leges; YMCA's, museums, churches, and similar agencies; in-house mdustry-

" run training; individualized instruction and contract learning; computerized

learning; distance learning ‘thugbhtél:;vmon “cblleges”; and the omhipres-

ence of 1elevxsmn itself. The options and invitations to learn arg everywhere,

bcsxcgmg people through bus and subway. ads, in newspapem and magazines; .

. gn'tadio and television, in the workplace. Reglster by mail, charge if thmugh

Mdstcr (,hdrgq, take courses at the office, study, by correspondence—- the per-.

sistent indssage is come hackto learn. - . .

~ -.

“ticipation on the part o

. Third, the notion of the adult has changed to accomgdate the idea of

- lifelong learning. Until reccnd‘y 1e popular conceptign—even the scientific

view.—of adulthood was that on one “matured” one was an adult and there
was little further development. Eriksqng (YQﬁé), Levinson's (1978) and ofhers’
work in adult stages of develdpment has changed that; and Gail Sheehy’s best
selling Passages (1976) has made commonplace the idea of different stages of
growth after twenty- -one! Since growth and change now secm an inevitability,
'contmgzegi educatmn is even more attfactive to ;dults -
Fourth, there is heightened emphasis on lifelong learnintg. In fact, it

‘even has its own new and accepted name — lifelong leaming— an alliterative, if

ambiguous term which has had curféncy for no more than four years.
Whether ongoing learning has become fashionable because of the, various
social and intellectual forces sgwhether the derpographic pressures on higher
education have forced institutions to cater to ﬁult% is an insoluble question.

‘T'he fact is that attention to the adult learner has become a focus of pubhn pol-

" icy and the concern of many institutions.

Who Is the Lifelong Learner Today? »

‘Expanding Numbers. The number and proportion of students over

EEy

+

twenty-two in higher education is expanding. This reflects both increased par- -

dults and the changing demographic patterns in
which our general populatidg is “aging.” By the year 2000, persons between
the ages of thirty and fifty w be the majority of the population (Golladay,’

, 1976). A study of institutions re rting extensive (-ha'nge in their recruitment
empham shows a dramatic ipcrease in attention to adults (Shulman,

; 1876) = from 38 percent of § smmutmm 10 66 percent. Another study corducted <

. hy the National Center for Fducation Statistics (Qakes, 1976) shows that par-

ticipation in adult education increased three times as much as the eligible pop-

»
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) emphasls on activism, especially for groups previou

ulauon Today more than half the t:ommumty cdllege enmllment natlm’)wxde
is part-time. The authery’ observations of their owh and other commumty col-
leges reveal a pattern where the average age.of commumty colkgﬂtudems is
well up. in the twenties—if not older,

Why the Return to School? In addition to. the educauQnal fm:ces mg-
gered by the knowlegdge explosion, a number of sacial forces have beén at work ..

-~ which are spurring adults to becom® mdre, active jifelong leamers S

Some of these. forces emerged from the fen:}cnt of thc 1960s and the
y excluded Thus mimor*
‘ity groups and women (returning to work as well as upgradmg)pspeually,
form’ xmportant subsets of the adults who are advancmg themselves and mov-+ *
_ingeinto the mainstréam via higher education. Moreover Yietnarm veterans
- armed with G.1. Bill benefits and poor emplcyment Rrospects have algofilled,
the ranks of adult student§, The overall économic contraction, cdupled Wxth
the press of inflation, has led many to pursue higher*edugation as a way fo” «
maxinize their job flexibility and iMome Pncture Still another group is -
emerging as 1mportant the preretirement age grouf) apd’ senior citizens whd' /

+ are growing in numbers and seek leisure pursuits and mtellectual stimulation.

Finally, a large and growing number of adults are seeking to xemédy basic
education deficiencies. in language and“mathematics. This group includes
numerous persons for whomn English is not their dominant language (Hxspamo
and Indo—Chmege, for cxample) . *
What we find overall is a complex of reasons motxvatmg adults to con-
tinued education 5-self-fulfillment; career change- or upgrading, including
“return to work basic eddcauon and leisure pummts Moreover, we find that
many studems combine two or more reasons, 'ﬁh £
Characteristics and Contradictions. The at}uhs %mmg to-
« school are ~ individually and Loﬂet_twdy—-fun of contra xcuons, stnengths ‘e
and wecaknesses. " 4 ’

'+ They are, first of all expmmcm’ Compared to the conventional eigh-
teen-year-old student they bring with them rich backgrounds. They have .
served in the army; they have traveled; they have raised families and coped
with the various stages of childhood, teenage problems, divorce, illness, and-
deaths; they have balanced budgets—or creditors; they have seen nejghbor- -
hoods change; they have worked in all kinds of settings, under all kinds of
pressures. And though they tend to lack the intellectual framework, they have
learned a great deal expenentn‘ﬂ}y-—ﬁften more than their college instruc-
tors—about psychology, or economics, or politics. ‘ 3

» Not only have our prospective adult students learned from experience,
they are also active, organized learners. Allen Tough of the Ontario Institute
of Studies in Education estimates that sorae 79-98 percent of adults are life-

¥ long learners, whom he defines as people wha engage in a learning project, *a
highly deliberate effort to gain and retain a defined area of knowledge or a .
skill, or to change in some other way . . . (with activities) totalling at least

Pa) . - N
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seven hours” (1979, p. 9). Tough’s ingenious Etudy of a wide range of adults
showed that 80~90 percent of the adult population conducts at least one I
ing project each year, and the typical adult-conducts five distinct learning proj-
ects per year, spending 100 hours on each project. In addition, Tough and
researchers who have followed his lead have found that anly 2@ percent of all
learning projects are planned by a professional (fot instance, a teacher),
~whereas 80 percent are self-planned (Tough, 1979); and in‘self;planned learn-

T ing, the learner manages his or her own learning and ingorporates some sus-
tained help. from over ten other persons {Tough, 1967). The learning is thus
) ~ ‘duite different from that offeré:d in colleges, where, in contrast, the emphasis is

.+ on teacher-directed instruction '\rhere, moreover, students are not expected to
«== seek help from others or to learn cgllaboratively. - | = R
While the lifelong learner does bring -experience and se)f-directed
*+learning skills, he or she glso brings some problems. First, the rich experiences
derive from what'is typically-’é complex lif¢ —which persists while the person is
in school. A child may get sick, economjc pressures may impinge, shopping’
must get done and meals made, crises eyupt. The result may often be erratic
: \ attendance patterns, certainly not the re larized'sequexltial semester patterns
' our catalogues suggest. Moreover, the/ need to request “incomnpletes” is typi-
cally well justified. Money and time are cited by adults as the greatest obsta-
cles to learning. ' '

. In addition to these real life pressures, many. adults — particularly these
who would come to community colleges— are also saddled with serious basic
skills deficiencies.. The Adult Functional Competency Study (Northeutt, 1973,
pp. 6-8) reveals the stunning fact that some one fifth of U.S. adults are “func-
tioning with difficulty” in the arcas of writing, computation, problem solving,
reading, community ressurces, health, government and law, consumer eco-
notnics, and occupational knowledge. Fven 20 percent of those who have com-
pleted high school or college fail within these categories.” And, predictably, in ‘
contrast to the population at large, these adults dre poorer and lower skilled,
more likely to be unemployed, and to be Black or Hispanic. These are the
populations community colleges—with their open  access mission — are
expected to serve. - . ' '

Program Implicétions. Clearly, the lifelong learner has a set of char-
acteristics which’fequire institutional responses uplike those normally associ-
ated with most colleges. In particular, adults have strong preferences for flexi-
bility, convenience and individualization (Penland, 1977). And, as Tough
(1978, p. 9) suggests, to serve adults colleges need to shift their emphasis from
“providing education or instr{xcticn . .. (1) facilitating relevant learning.”

To adapt effectively to adults, we need to consider afl the components
of our operations: admissions, scheduling and administrative procedures,
counseling, crediting and delivery academit learning, and faculty.

Admissions. Colleges that conduct individualized admissions screen-

ing will have to begin to include criteria such as motivation, career perfor-
. /
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mance and previqus experience. . For older appiu:ams the years between their

last formal education and adr?non to the new ‘progran may carry more

weight than past academic performance. Similarly, admissions requirements

should notipvolve review of high school records in a manher not applicable to

thc adultwho complcted high school many.years ago. Lack qﬁinfoﬁnation and

msty testtaking skills often make placement or admissions exafnmations more
anxiety provoking for ap adult than for “the receit high school graduate.
. \Unaeceﬁsary testing should be avoided and mechanisms developed for identi-
fying and s&mratmg test-taking skills from subject mastery. .
AdministrativedProcedures. Registration and oncntauon processes at
most college, campuses are at best frastrating and inconvenignt to the adult
participant. Location and timing of such processes are generally geared to cap-
turing the largely ayailable day population. Administrative offices are often
‘not open evenings and weekends. Quite often time-consaming lines are_
involved. Forms often require, information which, though historically and
- habitually collected.in universitics, may not "be relevant for an adult learner.
" On the other hand, assumptions are often made as to the general familiarity of
‘students with academic admmxstratwe pmcedures which may have changed
over the ten to twenty years that an adult may have been away from school..
Many institutions have time limits for degree completion that, although

appropriate fgr the full-time younger stident, may be detrimental fo the adult .

student. Givgn the prevalence of the need to “stop out” among adults, defini-
tions of attrigton and drop gut must b reviged and nonpunitive proceduus for
- stopping oyt and returning must be implemented. ¢

Counseling and Financial Aid..Academic adyisement, persona.L
‘counseling, and financial aid advisement are often scarce for students not in 2
conventional day pattern. Akhough half of the community college enrollment
nationwide is part-time, tuition aid programs are generally not available for
part-time students. Self- supporting adults with dep}ndemg often find tuition a
barrier to college attendance. Colleges may also be prepared to-devote some‘of
- their own resources to fimancial aid for part-time students. Nationwide many
continuing education programs are designed tq be self-supporting, thus forc-
ing the adult, regardless of income, to pay fees for which no finaneial aid is

*. available. Even where corporate ﬁnancad education is a possxbxhty, it is often

targeted to middle level management.

Crediting and Delivering -Academic Learning. If wolleges accept
adults as active learners with a substantial learning history, then creative ways
of integrating formal and informal, past and present learning will emerge.
Colleges will need to have several enrollment options to adequately meet the
interests of the adult learner: credit, noncredit, audit, and so on. Movement

. from noncredit to¥credit and vice versa should be administratively facilitated.
Colleges which don't already do so should consider the recognition and accep-
tance of credit by examination mechanisms such ds_LLPP and the less tradi-
tional indiv@dUaJi‘zed assessment techniques such as’ portfolio development.
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~ Faculty. Rt:ecpthty o{ facul y to the chgnges requxred in serving

7 au s varies with the msmunons and with the mdnndual faculty member. ,

ag mg schedules and methodology '
Ile.ge we'are currently 'experiencing the

el thhm' the msmutmn -Over the past.
nt to us that the role transition from
“teacher” t6 “mcntor” i§, one fraugh{ with difficulty. It is a%ransition which,.
even whex’x mvolvmg the moaxt-sklﬂ ' and hxghly motivated classrpom mstruc-

" An institution expcnenc:hg shift 10 adult le llmz‘ners should review its
i act individuals capable

1f¢ and work- experiences, willing to abdi-
willing to fulfill the advisement and coun-
with adult learners. Counselors similarly.
sibility for assisting with learning resources /
udents that extend beyond their institution.
not enjoy the luxury of new personn
ressed Yimes. This fact makes the need {5
elorg, faculty menbers, and admmxstra/ors

lmg roles necessary for workx
ill need to accepf a greater res

récmitment in thesefinanciall
‘pﬁ)fcssxonal development of cgu

\a high priority.
In addition to modxfyx

[
g OUF OwWn programs in these several ,'Ways,

ccomodating adults may lel community colleges into new collaborative
efforts. We can join .together jwith Wide range of other ipstitutions to off
information, counseling, and referral services to méet the need which the h:gh
"school guidance counselor and pe rrfay provide for the eighteen-year-old.
We can join with other community jorganizations to conduct local assessments
of unmet lifelong educational needs. We also need to be prepa «d to join the
Iegisldtwe efforts to increase finandial aid to part-time students.
Adapting our inevitably burcaucratic institutions to gduls 1s not casy,
nor inexpensive. But the cost benefits are demonstrable: a?/cx iting and large
pool of students, bringing new perspectives and stre ngth¢ned enrollments to

our institutions. . .

Conclusion y

If any college can serve the lifelong learner, it is the community col-
lege. In contrast to four-year colleges and universities, the community
¢Bilege’s orientation has been toward serving a widé range of students and
toward using unconventional off-campus Im‘jiuns, Or%he other hand, as this

S .
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nchap‘er’s a{temmn to program implications suggests, there are counter-bal- ‘

- market. It is here, in our opmmn, that the community college can play a
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" The lifelong leaming movement—neaw kinds of learning, new leamers
in new places — demands a reassessment of the traditional definition

of the edicational profession. - S
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The New Professional: -
Professor or Facilitator? - *.
Peter P. Smith .

™

pres

Educators have long debated the question of whether or not education is
indeed ‘a profession. The question has yet to be fully resolved. However, the
. emergence of the lifelong learning movement puts the traditionaldefinition
and structures of higher education to the test. At the heart of the matteris the
question of whether the traditional roles of the classroom teacher and the cam-
pus will change in response to an emerging geriesatio‘n of learners and learning °
needs which are neither sequential, predictable, nor orderly in the manner to
which educators have become accustomed. ' '
Lifelong learning and its co’npanian, experiential learning, are far
more than passing fads. They are symptoms of the age of infGrmation —an age
when people work continuously to stay current with tht world as it develops
and changes around them, Historically, parents ¢duld assume that the skills
necesdyry for their-children to make their way.in the world were similar to the
skills which they and their fathers and mothers had had. No more. Now par-
‘ents st work on their own growth, knowing that personal as well as techni-
cal demands will continue to change in an age of accelerating information

[

growth, | . . ‘
By the same token, lifelong learningis more than a handy slogan devel-

‘oped by public relations agencies to explain the broad array of educational
alternatives that have cropped up over the last decade. It is a phrase that sym-

New Direstions for Community Colleges, 29, 1980 9
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. Being Educated for the Twenty-first Century

 Teaching versusfacflitating

o S S o
‘bolized an emerging focus on the learner and leamiﬁg; and a move away from

the teacher and teaching in postsecondary education. It says that we spend a
great d¥al of time throughout our lives educating ourselves. I am not suggest-

ing that structured higher education is insignificant. But 1 am saying that the

importance of that part of our total educatiofd experience is overstated.
‘Lifelong learning raises a host of difficpit, ticklish, and profound ques-

tions for' education and educators. The stions challepge conventional

“thinking about curriculum, learning Sites, eyaluation, am;at

ment, a0t to mention teaching. We must ask whagig means to be educated for

the twenty-first century, and we must ask what professional tools are necessary

to accomplish that job. If we think that repackaging Plato, offering old wine in

new botfles and at new tables, will satisfy the appetite for lifelong learning, I
_believe we are wrong. ' S ‘ ‘

We are in an era of informatic‘n, lehving behind the time when the very

-scarcity of information and organized"k owledge .necessitated pooling it for
more-cfficient and effective dissemination. Traditionally, professors grouped

udent ackieve-

themselves in enclaves to better pool their fesources and studentgwent to them -

as readily and as similarly as Americans ¢urrently go to the g'a‘as station.
Lifslong and experientjal education challenge the traditional assump-
tions of the academny. As the patterns of information management and learner
participation have changed, pressure has increased for institutions to change
the ways in which they relate to learners and to information, both structurally
and functionally. ' “ ' '
Learners in the information-rich twenty-first century are going to need
to know how to process and reference information, how to make the welter of
information-and knowledge work for them. It will become the mark of an edu-
cated person that they know how they learn, know what they want to learn,

. and whese and how much..

~

g
©If we accept the world and life as our teacher, what is the specific art-

gin, nature, and purpose of a college program or faculty? The answer lics in a

reinterpretation of the education profession around qualities in the teaching-

“learning cycle that transcend the setting, the curriculum, or the academic

level. . - _

"We might well ask ourselves: How is college teaching similar to other
educational levels and settings— vocational, technical, elementary, early child-
hood, secondary? There are commonalities, but little work has been done to
bind the common elements of the teaching profession together,: regardless of
level or setting. In fact, most educators focus on the learning setting and the
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?



1
curriculum to highlight the differmces among educational endeavors. The life-
long learning movenrent underscores this lack by requiring a focus on p‘ofcs-
sional abilities insteall of on setting or cumculum.per se .

The philosophieal base of educe&wn has been explidated for years, by

Dgwey, Whitchead, and a host of others; and a variety of app ches has béen

with us almost as long in the form of such institutions as Antioch and Geoddard

. which look at learning instead of curriculum as their primary focus. These col-
leges blended werk and other experiences into the learning mix because they--

belfved that @ mixture of theory and practice would lead to a stronger educa-
<ional program. Happily, the evolutjon of our information-rich society makes -

" «the question of a clear professional base more than simply academic. More
people are secking learning throughnut life and fewer people are seeking edu-. .
cation in the traditional manner. We need professional tools and deﬁmtxons to
- go thh the philosophy-and examples we have and the reality we.face. .

-The answer lies in a shift of focus from setting and curriculum to four -
areas of expertise that are generic to the le’ammg process and essential tools for
the professional who wants to help. Evefy learning situation, regardless of

+  level or setting, should be analyzed from the points of view of assessment,
pla.nmng, implementation, and evaluation. All teachers are concerned with
these questions when\t%éy are doing their job: 7
‘1. Assess: Diagnosing student skills, abilities, and readiness for the
curriculum or learning situation in question. y
- 2. Plan: Organizing material, situations, and other resources to maxi-
mize the possibility of successful teaching and learning.
3. Implement: Teaching, experiencing, studying, and feeling the '
learning through the subject matter being shared.
4. Evaluate: Ascettaining how the learner has changed as a result of
the educational effort that has taken place, and documentmg that

. cbdnge :

¢ . Most educators\perform. some variation. of these functions as they

organize learning experiences for their students. For instance, a professor of

Shakespeare will not offer graduate level work to college freshmen nor will a

chemistry professor confuse organic chemistry with an introductory course.

The educational profession should look for its identity in a set of activities and

related abilities that allow the individual to move beyond level and subject

* matter as indicators of either quality or professional identity. Professional

- educators should be able to assess, plan, implement, and evaluate learning

with the twin goals of sharing knowledge and teaching the learning skills to
their stuglents.

If we accept the premise that information processing skills are going to -

¢, beamark of educated persons in the fut:lz then an integral part of their edu-

~ cation should be focused on helping themARarn how to diagnose their own sit-

uation, organize information, learn, and know what and how much they have

/ learned. As professional educators we want our students to learn these infor-

~
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matign processintg skills so that they may become conscious lifelong learners,

~ For the professional, it means shifting the major focus from that €f teacher to
that of facilitator of learning. - : '

A v

-+ Discussion L , ‘

v There are reasons beyond moral imperative why these functions
‘should be considered. The change in student bthaviors is already upon us—
fewdr students exist, more people are learning in alternative settings, irrever- .

" ence for a “college education” is growing, golitical skepticism-abgunds, and
financial costs are escalating daily. Moreover, reseagch shows that l€arning
goes on throughout life on a regular and organized basis that, for &g?@fmt

* part, has hothing to do with postsecondary pe¥catiog, -~ » ‘ o

v It is not-simply happenstance that ledrner behavior, econoric and

A}

- demographic forces, and research findings all point in the sarne direction. .

" They are all responding to the same general forces'in society. The emerging
role of the educator must respond also by becoming that of diagnostician, pro-
cessor of knowledge and information, and evaluator. ) -

In this context the traditional teaching role continues to berohe of séV-. :

- eral ways that the implementing function can be accomplished. However, the
person who can “only” teach will have the status of ‘a technician in relationship
 to the pi'ofeje(on'as a whole. The emerging multifaceted role of the educator is

~ that of afacilitator who, beyond teaching students new and needed content

.- {facts, skills) teaches themn how to learn.

' The true potential in the lifelong learning and experiential education
movements is for educators as well as learners. The new. settings and kinds of
learning call for an updated structure for 'the profession. The functions of
assessment, planning, implementation, and evaluation form a base for the
consideration of all planned educational programs, on the one hand, and all
Jearning that ¢an be documented on the other. For the lifelong learner, they
mean an ~opp§rtunity to look at and be assisted in learning ventures which
respond to articulated learning néeds. They provide an averjue to better qual-
ity control, better service, and a broader professional context.

-

Peter P. Smith was the founder and first president of the Community
College of Vermont.
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Gaining institutional acceptance and continuing support for ifelorg |
learning programs in higher educafion-is certainly essential and

frequmzljdﬁimll ghhmemd:vdopstm@esforprogm
institutionalization*is M their inception; this will help to avoid

mistakes and oversights that may hinder the programs’ _ | O

- adaption by their institutions.

‘The ABC’s of Institutionalizing .
Lifelong Learning Programs |

X
Joanne L. Pertz

Of what value is a beautiful dream if it does not become a rea}ity? Of what use
well-designed lifelong learning projects if they do not become permanent
programs? How many creative pilot projects have “died on the vine” because
they were not_integrated as ongoing components of their institutions? This
- waste of resources—human and financial —is particularly lamentable during
these days of shrinking higher education dollars, and the loss of lifelong learn-
- ing options is regrettable durmg this era of increasing numbers of nontradi-
tional students. = :

What characterizes mstxtutxonahzanon ofa pl‘ogram ona campus? By
definition, it puts the program “in the care of” the mstnutxon This includes
official approval by appropriate parties, such as curnculum committees, fac-
ulty gwernance groups, administrative councils, deans, and c.hanceilors The
progam is officially recognized on campus, as well as by other postsecondary
instittions, accrediting bodies, and related groups, and is readily accessible to
the students for whom it was designed. A prime indicator of institutionaliza-
tion is the- tangible evidence: the institution’s commitment to the progran
through appropriations of budget monies and assignment of faculty, staff,
space, and equipment.

What can we, as developers and ‘advocates of lifelong learning pro-
grams, do to gain thezr acceptance and adoption by our institutions? Let us 7

-
*
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* of each situation. ’ L e W

. people represents a significant’ source

w /.. ~ T
examine some ABCs — ers, and Caunons— mvolved in msn}utum-

alizing lifelong leaming*:: _
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Goals and Needs. To begm with, ‘our programs.should be based on’
sound academic theoriés #nd principles. The should be congruent with our |
institutions’ missions, goa.ls and resources and not duphcate or congpete with. "
existing programs and services. The pnogram designs should: grow®qut of ,
established an@documented needs of the studénts and potential students inthe .

- communities served; they shoulll not be “canned” programs from.gther cam«!

puses adepted in tot& but should be adaptatxons respondmg to the | umqucness

Declining Enmllments. ‘Current status of Student em‘ollmem -trends -
in higher education is on& of our greatest allies in gaining acceptarite for life- ¢
long options. Cross and Florio (1978, p. 18) point out that “colleges and uni-
versities, short of money and prompted by declining enrollments amonga;he
traditional college-age pdpulation, are actively reorienting themselves to put
forth the effort to seck out-and séfve the meeds of other types of students.”
Eurich concurs, stating (Cross and Florio, 1978, p. viii) that “college and uni-
versity administrators are beginning to r'?alizc that the expanding pool of older '

of new students . (. (and) are begin- |

‘ning to develop special programs for older people.” Lifelong Ieaming pro-
grams cater to this sizable pbtential clientele.

Involvement. There should be a broad base of mvofvement in plan-
ning, implementing, and evaluating the programs with democratic provision

" for input into these developmental phases by all pasties affected by them, as® |

well as others likely to react publicly to them. When the programs involve bus- *.

- inesses, agt:nues and other noncollegiate institutions, theig pc:smmgl Xhould

be included in the planning; their ‘neegs integrated into fﬁes,})rogram design-

ing; and their active support secured in the initial stages through cormboratwe

letters to funding agencies, regents; leglslators and faculty gmups or by
'pledges of training funds from their often sizable education budgets. Public -
attention should be drawn to the positive contributjon these programs will

make to the upgrading of employees’ training; the revitalization of the college
faculty, enabling thein to better serve these “new” students; and the attraction

_ of a different group of students to enrich the student body makeup and swell

“the enrollment figures, Other benefits to the community at large, unique to

each project, should be effectively pomted out through well- chmen media

channels. - -
Communication. Open, honest sharing of the programs’ pmgress with

appmpnate publics should be planned carefully; these may include faculty, stu-

‘dems, other potential consumers, governing bodies, legislators, funding

sources, and others. These progress reports, however, should be controlled by
the program staff since concepts and facts, as well as accomplishments and

'
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T jnadequac.ies, can be presented in varying ways, some Qf which may unneces-

sarily shed a negative light on the program. For example, information pre-
sented incompletely or out of context may be misleading and official. enroll-
ment figures'may ‘not reflect the total number benefitting from the prograrps.
. Budgeting for pmfessxonal consultation in this area may be money well spent
(as profit- makmg organizatipns learned ]ong ago); the nght logofm: brochure
may make a tdecided dxffemnp in the reception the program receives from its.
various audiences. .
_ sBvaluation. In these days of increased dem  for accountability,
pmgram evaluation should be built from the' begmﬁf&'{%ﬁf the projeet: The
* evaluation process should be feasible and produoe \ data on a con-.
. tinuing basis as efficiently as possible: It should be an se® systefn that
will provide the various types and quantity of data requxreﬂ i he future. with-
‘out unnecessary information that Wijl result in waste of timg @pd money.

Reslities. To gain permanence, programs g be planned. around

political and économic realities—not only teday’s, whidWare hard enough to
grasp, but tomorrow’ 8 undér which the programs will contirue to function.
These are certainly too complcx and unique to discuss at length her; suffice it
to say that intimate, continuing contacts with legislative, faculty gowernance;
. and funding groups are ¢rucial to deal with these challenges’ adedtxate!y
Personnel. The people involved in planning and xmplemennﬁg‘a life-
.~ long legpmg program can hold the key to its success or faihuere. Those chosen
. to be an integral part of it should be well respected (16 some oiervers this
means having *faculty credentials™); fully qualified to handle the demanding

‘and assorted reSponsibiIities, and supportive of the basic philosophy and con-

cepts of hfekmg learning as well as those of the specific program in question. |

Gradually the personnel bdse should be widened to include volumary conr "
verts” to serve as advisory board members, liaison, PR representatives, and so -

on. All of those who participate in the program — faculty, academic staff, cleri-
cal staff, and professionals from the community —should be rewarded as gen-
erously as is feasible, not only monetarily (when possible) but also with written
and oral acknowledgment or appreciation, tenure file or employer letters,
campus recognition, merit awards, and released time. Hiring personnel
- already employed at the campus often is a'dv‘mtagcuus if they are well quali-
fied, particularly in these days of “tenured-in” faculty. Some situations may
dictate against this; a highly qualified and recognized pmiessnonal with no
prior assoclation with the campus may give the program more status and

. needed neutrality. The issue must be studied at length for the best hiring deci-

sion in each particular pro_lect

Bartiers

Finances. Thexe are a number of obstacles that can impede a
program’s progress toward becoming institutionalized. Perhaps the most obvi-
ous barriers are financial problems which can take many forms and shapes.

o
--h‘_
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There can be madequate fundmg due to msufﬁcxpnt appmpnanons budget
-cutbacks, restrictive use of appropriated funds, short-term funding; or.
requxr&ents for program self-support. When we realize the many public and
pnvate agencies and foundations that have monies available for lifelong learn-
.ing programming, we may then label our funding pmblem as “lack of skills to
. successfully obtain appropriate funding” rather than inadequate funding. .
Many institutions and persons assigned to design lifelong learning programs -

~ are not aware of the many sources where they may request monies for the .

planning and implementing of their programs; they lack grantsmanshxp
expertise or perhaps the initiative to submit’ pmposqls requesting funding.
Consultants can be hired to perform this task or the skills can be quickly ~
learned by faculty and staff members who can read and follow mstq‘uctxons,
The challenge is to discover the most appropriate funding source for your
needs and then plan for contmumg fundmg when the mxt\al soft monies wxll be *
terminated.

Staffing. Staffing problems which can seriously hamper the success Qf

" a.program include being understaffed (adequate clerical staff is particularly -

essential to the success of a new project); having unqualified personnet (short-
term contracts and underpaid positions make jt difficult to attract and hold
well-qualified persons); and lacking clearly defined personnel responsnbzlmes
and procedufes (doing the wrongjob well is a hollow victory).

Space and Equipment. Lack of adequate space in which to functlonﬂr
poor location from which to operate can often be a seriousdeterrent to a pro-
* gram's success. Sufficient, appropriately located program space should be bar-
gained for early in the planning game. Adequate funds for needed equ:pmem
and sypplies should be written into the initial budget. 4

The other side of the coin reveals that excessive staffing, space and
equipment assigned to a“project may result in resentment by other profgssion-
als and program staffs. Original project funding should: be exact enough to
;avoid this abuse. If, as program directors, we have no control over this and are
saddled with an overage of staff or supplies, we can, at'least, not flaunt them
.and Judlcmus]y*t)ffer to share them with other programs that are more needful
"or with whom it is important to establish good reidtxonshlps (Funding regula—
tions shold be adhered o in this sharing procedure.) -

Time Restraints. Too little time to coyer all fronts 4nd keep all of the
fences mended can be detrimental to acceptance of new programs. Final pro-
gram acceptance and institutionalization is largely dependent on positive rela-
tlonshxps between the pmgram staff and thos¢ who make the decisions. These
take time to develop! A minitmum of two years is probably necessary to develop
a program and lay the firm foundation needed for eventual acceptance. Initial
budget proposals should be based on redlistic time frames, and designs for
evaluation should not expect useful hard data in the first six months of pro-
- JKram operamm Approval procedures can be very time-consuming, suc h as

' waxmm for an ‘essential tommittee to have its quarterly meeting or for a key

pmfessor to return from sabbatical in-France. ;
.
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< f



. ) : - - 17
N . - . .
- . R . . . ) A

Cnmmumétmn. Negative pubhcxty or lack of any wgsxbxhty—*can
kill a program. Opposition, lack of understanding or support, and apathy by
faculty, administration, boards, and students that is openly comimunicated to

 others can be deadly. .

Resistance. Now a .word of warnmg about the damage that can be
caused by covert, as well as overt, resistance. Gaff (1978, p.44) warns that
“liberal mformers frequentiy underestimate or ignore resistance and assume
that their ideas will be embraced by others. As a result, they have unrealistic .
aspirations, expecting changes to be more massive and to appear more quxckly
than is reasonable and thereby setting themselves and their supporters up for

¥ mevitable failure . ... . It is important, therefore, for would-be reformers to .

recognize resistance and to understand why it exists, in order to identify steps

‘that can be takeh to gain the sugport of thebe affected by a proposed change.”

' At the'risk of stereotyping, it might be useful tp"identify several types of
~ personalities that tend to hinder institutionalization of programs: defenders of -
the status quo, empire builders building competing projects, political enemies,
the perennial “anti-" advocates; and budget fanatxcs Does your campus har-
" bor any of these?

Kules and Regulations. Internal and external policies and rules, statu-
tory regulations, and cumbersome procedures can impede progress toward pro-
gram acceptarnce. These should be carefully scrutinized early in the planging
stage to identify those that must be complied with and others where requesting
egxemptio ight be more appropriate. Certainly it is important to follow the
usual cam procédures for program approval —routing the program pro- ,
posal through the required committees, boards, councils, senates, deans, and
. s0 on. Attempting to shortcut the;e “sacred channels” would only hurt the pro-

. gram by creating distrust and suspicion in thgse who believe in the necessity of
thig procedure. A program pmposal’s safe journey through all these passage-
ways should “purify” it so that it is then “above reproach.” T he correct chainof ~
command should be studied and not deviated from unless there is a very valid
reason; the top administrator on a campus is often the best advisor in these
matters. Guiding the proposal through the required procedures, plus some )
additional ones for good measure, is often a very political process; it may
involve bdrqammg for $hared use of funds or facilities, designing a “banking” .
plan to corfipensate faculty for time they spend on your program, and agreeing
tQ suppormnotlyr program in return for their support for yours. Ambiguous
or disputed\interpretations of statutory regulations or policies can further com-
plicate this process. Interpretations may need to be requested from appropri-
ate legal’authorities, perhaps endmg up imr the attorney general's office.,

In procedural gnatters, ignordnce is no excuse. It is the program staffs

. 1 responsibility to understand and complete the necessary steps to clear the way

" - for final approval by the institution —and at the system level, if needed. Bud-~
get procedures and deadlines are essential for staff to follow. 1t is advisable to -
chart out a two’year calendar of activities and deadlines for the project, revis-
ing it a8 needed —which may be continually.

-

»
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- Cautions . .
Danger Signs. In aiming at gammg acceptance for lifelong learmng
programs, watch out for the following: .
e Lowering of academic standards
e Tokenism or lip service only fmm dcc:snon makem—-wnh no action
to back itup - - '
® “One person shows” where a program becomes assocnated witha per- .. -
*sonality rather than an activity or service
e The impossible and unnecessary task of trying to win over everyone
® Administration’s ideas imposed from the top downward
- e Faculty collective bargaining agreements without provisions for
- ' nontraditional fat\xlty and staff schedulmg and workload assign-
ments
+ o Hard sell techmqucs that grate against our academic onentauons;
let the programs sell themselves iy
e Lack of flexibility in 1mplementanon that does not allow msponsxve-
ness to changing needs and resources ©
.® Pie in the sky objectives tha& ah‘c unrealistic with the time and | money
pmwded S .
# Short-term commitments \\ :
® Premature—and other unre«ahsuc«\?equnrements for hard data
e The three “softies” — soft m(mms., soft data, and soft staff who do not
defend the program when they\shmid

>y
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Participatory Project Planning Rrocess. A suggested approach to
implementing lifelong learning projécts and other nontraditional programs in
higher education that helps assure institutiorial and community acceptance is -
the Participatory Project Planning Process, used in the FIPSE funded Non-
collegiate Institutional Learning Project in the Community College Systemn of
the University of Hawaii (Pertz, 1978).- The major innovative element of this
process is a series 6f meetings or action sessions of the groups to be affcctcd by
the resultant program. In these sessions, homogeneous groupings of con-
cerned parties are informed about the project and provided with an opportun-
ity for input into the planning process. Thus, the project becomes their project;
they have a stake in the planning of it and, therefore, in the success of it. Their
critiques and suggestions are voiced during the design stage when they ean be
integrated creatively. Their ideas are heard, considered on their merits; and
handled through incorporation into the design or by discarding with explana-
tions of their inappropriateness. The specific givens for the project are made
clear at the beginning of each session so that the parameters are understood |
and respected. The issues to be considered and decisions to bé made in the

Q - - 0 . .
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- planning process are arranged in logical sequence, then the appropriate group
chosen to consider edch issue or decision (for instance, deans of students to
deliberate and take action-on crediting considerations).

The action groups meet in this sequential order; their decxsmns build

~ upon those of the preceding groups. As the planning layers are laid one upon
another by each succeeding group, the total project design emerges. Where a
specific issue is considered by more than one action group.and their recom-
mendations are not congruous, the program staff arbitrates, justifying their

. decision in writing to both groups. This points to an essential characteristic of »
the process—open communication, achieved through numerous face to face

~ contacts and also by printed ‘materials: information sheets, lists of issues, ses-
sion reports, and summaries.

This appmach might be compared to a football game. The “referees”

* (project staff) explain the “rules” (guidelines) by which the proposal and system
allow the planning “game” to be played. After each “play” (action session) is
completed, the referees write a play py play: account of the action and the

. results of the game on the “scoresheet” (action session report) and distribute it
to all concerned: “players” (participants in that action session), “former
players” (participants in previous action sessions), and “interested spectators”
(provosts, deans, faculty, Iegislatoy\s, and other interested parties). Commen-
tary on the play is solicited and considered by the referees who are ultimately

- held accountable for the outcome of the game and the final decisions: They are
cautious to “blow the whistle” (veto decisions and actions) only when necessary
since they know ‘thre players can, in fact, “walk off the field” (not support and
thereby defeat the project). Note tHat “body contact” (free exchange of ideas) is
encouraged, “tackling” (confrontation) is allowed, but “interference” (emo-
tional crifiques or trying to change the givens) is illegal. At all times during the

{ play, the focus is kept on the “goal” (serving the students and gommunity),

The “press reviews” (publi¢ relations) can greatly affect the morale and con-
fidence of the players and spcctaturs and must be handled skillfully and Judm—
ously : LY N

Above all, the referecs in such a game must have great faith in the cali-
ber of players and their ability and desire to play the game fairly, thcy also -
must believe unswervingly in the goal. It is possible for the referees to be “clob-
bered” (rejected or have the project sabotaged) by the players if they lose
respect for the officials and/or the way the “game is being called” (project is
being managed). .
: Philosophical Basis. This Participatory Project Planning Process is
based on the PIP Formula, as follows:

Participation - ———— » Involvement ' — Possession

This is to say_that when persons pamcxpdte actively and wxllmgly in a plan-
ning process, they wnll become intellectually, emotionally, and physically

ol i




© part of it and actuaﬂz possess-a portion of that in whi

References \

involved. This leads to identification with and feeling é;‘i)an of the process, -
personally as well as pmfessiona.lly, this represents an investment in the proj-
ect. Once people invest in something (buy stock ina coggany) they become a
they invest. The pro-
ject, or company, is partly theirs. Therefore, they try/to help it become as suc-

* cessful as it can be, supporting it through their cqmnbunons of ume, good

will, positive public relations, and so on.

A second premise is that fost people have suggestmns and ideas worth
considering, especially regardmg projects that hgve a direct effect on them. A~
coroliary of this is that most persons are reasongble about reaching consensus
and not insisting that their way is the only way.

In addition, the process assumes that the project staff, though ulti-
mately accountable for the project’s outcome,/do not have all the answers; that
they can learn from interaction with others interested in the project; and, even
though the staff may have conceptualized the project in a particular way, that
another model may be more ideal when the facts, needs, and Opinions are
considered.

A further assumptnon is based on é preventive medicine corfcept — that
discovering ailments or problems early jn the process makes them easier to
treat or respond to than after the project design is complete. When policies and
procedures are etched in stone, it is mquch harder to chisel changes in them
than when they have just been sketehe(ﬂ in chalk.

Results. Ideally, the skillful use pf such a planning process will resultin

_a program that (1) responds to ’the actudl needs as perceived by the parties
. cohcerned, (2) rhakes use of the expeftise and experience of many diverse

experts, and (3) gains the suppprt and acceptance of the parties Loncemed
early in the planning process. Even thbugh this approach may involve more

. time, effort, and risk, the resultant program should be a much better candi-

date for institutional acceptance than one planmﬁ)‘zy a few people and forced
on the many parties that are ultimately going to affected by the program.

i}

Conclusion

\

Though the goa] of gaining xmtxt\monal acceptance for our hfelong‘

. learnin'g programs may be a difficult one to achieve, it is without a doubt ene
+ . for which we, as lifelong {earning designers and advocates, must Jplan and

strive. By identifying the necessary ‘procedures to be c,ompleted and the
obstructions that may need to be overcome, we should have a better chance of
institutionalizing our programs. -

Cross; W., and Florio, ¢. You Are Never Im d to Learn. Ntw Yurk McGraw- HxlI ‘
1978.
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Robert Wilson walked into his Thursday evening American history class and
suddenly realized that he was the youngest person in the room. Because of
declining enrollment in the daytime Data Processing program, Eugene Collins
. has been assigned to teach a continuing education course in the weekend col-
lege entitled “Mini Computers for the Small Business,” And in a midwestern
liberal arts college, Bernice Alton has just concluded an interview with a forty-
two-year-old corporate personnel specialist who is secking credit for prior
learning. These three faculty from different institutions have one thing in
common. By design or circumstance, they are part of the growing faculty for -
the lifelong learner.
. ) : - _ . )

A Game of Numbers - ) ) v

During the past few years there has been much discussion about life-
long learners and the impact that they have had and potentially can have op
American higher education. On sotne campuses, older students already out-
number the typical gighteen- to twenty-two-year-olds, and demographers and
etlucational researchers tell us that this trend will continue. Not only are adult
. learners swelling college classrooms, but they are availing themselves of all
other kinds of sponsored and self-directed learning opportunities.

New Directions for Community Colleges, 29, 1980 C 23
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In addition to these data on adult learners, we are also aware of the
diminishing pool of eighteen- to twenty-two-year-old students. In 1973, the
U (}’S. Census Bureau reported that in 1980 the rising number of eighteen-year-
ol

people will crest and will then sharply décline for a ten-year period, each

. year reducing the potential high school graduates upon which colleges and

universities, until recently, had to depend to fill their classrooms (see Figure 1).
Changes in the military draft, increased employment opportunities, and disen-
chantment about the true value of a college degree have further reduced the
number of eightgen- to twenty-two-year olds for colleges. Because institytional
budgets and faculty loads are most+often built on the number of students

served, there is continual pressure to maintain or to increase enrollment.. The

declining number of younger people and the increasing quest by adults for
learning alternatives pose an invitation to college and university teachers to
become more intensively involved in the prospect of being the faculty for the
lifelong learner, '

But this invitation carries certain responsibilities on the part of the fac- .

ulty member, responsibilities that affectpolicies, the content of their curricu-
lum, and their teaching methods.
. 3 .l
A Need for a New Orientation
/ILast week an old friend whom we had not seen for several years, upon
secing our children, commented: “Somehow they've changed. I guess they're

taller.” This observation is not unlike our response to teaching the adult stu-

Figure 1. Persons 18-21 Years Old (in thousands)
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dent. Quite often they are treated as older versions of the eighteen- to tw:nty- ) ;
two-year-old when, in reahty, adult learners are quite different (Gross 1977). .

~ Their perspective on life is different. They have a different sensé of them-

- selves, their time, of what's worth learning, and how they intend to use thur

learning,

' If we can agree that the differences betweén adult and youthful learn-

«rs go beyond an age differential and that these differences are important con-

- siderations in structuring a teaching/learning process, then it is important to

- .examine these characteristics and the implications that they have for teaching:

.- -

. Understanding Why They Come

The reasons for adults to seek college and tq participate in a formal
education activity may be highly diverse. However, each adult has a reason . .
that could be important to the faculty member who is orchestrating the tearn--___
ing environment. Some of the more common reasons motivating adultg to
enter college are to prepare for a new career, gain skills and knowledge that
can be applied to a present tareer or occupation, to cope with personal or fam-
ily concerns, to learn for learning’s sake, and to simply complete a degree.

. Morstain and Smart (1973) reported that it may be possible to link an adult’s
reason for.participation in higher education with learner typology. In a study
that they conducted, 648 adult college students were classified on the basis of
the Education Participation Scale.as “Nondirected Learners,” those ‘with an undif-
ferentiated patterp of motivational orientations or no specific goals or pur-
pose; “Social Learners,” those whose primary interest was with people and |
relationships; “Stimulation Seeking Learners,” who want to escape from rou-
tine and boredom cither in personal or occupational life by expanding hori-
Zons; “Career Oriented Learners,” who see learning as directly related and ‘ ‘
important to their career or occupation, carefully weighing potential benefits-
and outcomes; and lastly, those that might be called “Life Change Learners,”
those that see education as a way tQ alter several &pccmxpf their life— perhaps
to give it/new direction. : ‘ :

If faculty can develop an understandmg for the reasons that a person
has elected to pursue an educational. activity, it can have important implica-
tions for the way thcy choose to structure the teaching/learning environment.

For example, the peup’te who are in wllcge for occupational reasons, perhaps
to learn new skills that they need in ordar to maintain or to advance in their
job, will probably respond best if they cal see clear utility and application of
what they are learning. On the other hand, \§ person who has come for the “joy -
of learning” may. respond to a more theoret format emphasizing philoso-
phy, ideas, and issues. And a person who has erirolled to gain knowledge and

‘skills to help cope with personal or family concerns may respond best to a
teaching situation that emphasizes group discussions, stimulation, and feed-
back. Therefore, what motivates adults to enroll in a college or university can

———
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also affect the’ extent and level of their participation and the benefits that they 7

-might receive. The more we know about the adult learner in terms of why they
are here and how they learn, the better equipped we will be to develop dppro-
pnate pmgrams courses, and expencnces ’

v The Adult as a Learter
‘ All adults are involved in lifclong learning as they move thmugh life
~ stages, ad_;ust to new roles, face life crises, and undertake new opportunities.
Although much of this learning is global and diffuse (Knox, 1977), nearly
‘every adult engages in some kind of extended learning project each year
(Tough, 1977). What's more, Tough also found that many of these adults were
learning at an exceptionally high level. ﬁ ) ,
Even with thy enormous involvément that adults have with hfelong ,
~ learning, however, their learning styles and gharacteristics affecting them as
learners change. In the classic text, Adult Development and Learning, Knox iden-
" tified the following seven modifiers to adult learning: s
1. Condition: Physmlog:ca] condition and physical health can affect
learning and cognition in varlous ways. Sensory impairment, such
as poqr vision or hearing loss, ‘can restrict sensory input. Inade:
quate cerebral circulation or stress can impair memory. 1 health
4 can restrict attention given to external events.

' 2. Adjustment: The effective facilitation of learning is less hkely when
there is substantial pcrsandl or social maladjusiment in the learning
‘situation.

3. Relevance: The adult’s motivation and cooperation in the learning
activity is more likely when the tasks are meanmgful and of interest
~ to the learner.
- 4, Speed: Especially for older adults, time hmus and pressures tend to
L reduce learning performance!
{ : 5. Status: Socioeconomic circumstances are associated with values,
demands, constraints, and resources that can affect learning ability.
v Level of formal edutation tends to be a status index most highly
associated with adult learning.

6. Change: Social change can create substantial differences between
older and younger age cohorts (such as two generations) regarding
the experience and values, m_ttmdhzed during chxldhootf and ado-
Jescence. .

7. Qutlook: Personal outlook and personahty charactenst:cs, such as -
openmindedness or defensiveness, can affect the way m which an ¢
adult deals with specific types of learning situations.

In addition to these conditions that potentially modify adult leaming,

there are several other factors that faculty should be scnsmve to in teaching the

. lifelong learner (Wimettg, 1977).

' Dy
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~ Some adults are doubtful abouit their ability to learn. Having been

. away from formal education, they are sometimes afraid of the competition

- presented by the younger “sharper” student. To minimize this concern, faculty -
“should avoid situations where they compare learners, deal with academic and
personal probleins of the learner in private, use positive reinforcement, assist.
students, identify mechanisms to understand-and measure their pmgress and
be alert for other indicators of insecurity. -~

A second characteristic of adults as learners is that th have many

more. experiences to draw upon than younger studénts. The"kwareness of . -

these experiences can serve as a rich resource fot the faculty member to better
understand the learner in terms of past experiences, present aftivities, and’

" future plans. In one institution a faculty member has developed a personal
- information sheet that students fill out at the beginning of each semester. The

"purpose of this is to identify mformanon and experiences that he can use to
_help guide his instructional plan, takmg into consideration the personal needs
and experiences of those in his class.

A third characteristic is that participation in an emouonal activity may

" be a second or third level priority for lifelong learners. In addition to being

students, they often have job, family, and other personal circumstances that

interfere with their academic functions. One veteran adult educator expressed

his ‘approach as loose and flexible, citing examples of arranging in-place-of-
class learning activities for the mother who had to stay at home for an extended
period with a sick child, make up assignments for the salesman who was regu-«
larly out of town, and curricular and material mod;fxcanon to accommodate
specific kammg needs Like this faculty member, others yho have become
involved with,the teaching of adult:learners have found tha they need to be
extremely -sensitive to the personal circumstances of adults that af.‘fect their
involvement in educational activities.

To provide the experiences and the environment appropriate for the

lifelong learners requires a-.commitment on the part of the graduate schools.
who are preparing our future faculty, the institutigps that faculty are serving
in, and the individual faculty members who are ultimately respons:ble for
their own professional skills.

.

The Role of the Graduate School

Few graduate schools prepare their students for teaching in any practi-
cal sense, leaving classroom performance largely to chance. Even fewer gradu-
ate institlitions prepare future faculty for teaching lifelong learners. Elemen-
tary and secondary educators have long known that it takes more than content
knowledge to be a successful teacher and have built inte the teacher traling -
programs_instruction on learning theory, child development, and teaching
methods. Yet when it comes fo college faculty, the Ph.D. or content knowl-
edge become the entry criteria, Seldom does one have an opportunity to'study
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‘adult development and adult‘eaching techniques prior to entering the dﬁss-
. room.

With the extent of adults participating in higher education, graduate i msn-
tutions have a responsibility to expand their preparatory programs to teach the
skills and entry level competencies that faculty will need for teaching the lifelong
learner. In addition they should routinely have available short term work-
shops, summer institutes, and continuing education programs that develop
' and enhance the skxlls and compctencms of the teachers of the lifelong learner.

The Role for Institutional In-Service . y

, Almost every institution has some provision for in-sesvice faculty
development. The range of these efforts is from mdtest, low-cost programs to
compleggmodels of organizational development. Although the worth and suc-
cess of facllty development activities may be a debatable issue, faculty remain-
the number one resource of an institution. Their ability to function effectively
and efficiently will determine more than any other factor how well the institu-
tional goals will be achieved. One cannot assume that the faculty enter an
institution prepared to serve the educational necds of the lifelong learner.
Content knowledge and prior experience with younger learners are inade-
quate preparation for the task of teaching older adults. T herefore, if the insti-
tution.is in the business of lifelong learning, then there is a place for profes-
‘sional development and in-service activities designed to develop and to
improve the professional skills for faculty serving this clientele.

Some examples of institutional efforts in providing professional oppor-
‘tunities include tuition réimbursement for graduate-course work related to the
adult learner, expenses for wdlkshops and conferences on adult learning, cam- -
.pus programs on techniques of teaching adults, and professional materials,
subscriptions, and.sabbaticals that focus on the lifelong learner.

- Other institutions include program devdopngf_'nt as part of their facuhy'
in-service activities and provide opportunities for faculty to develop new and
innovative progrgms dealing with lifelong learning. An example of this type of
activity could be the employment of consultants and releasing time to enable a
faculty committee to xmplement a prograrmn for adults to receive college credit
for experiential learning.

*Those institutions that employ the concept of organizational develop-

ment recognize the necessity. to structure staff development throughout.the . .-

institution to mdudc faculty, administre rs and classified staff. Through this
orgamzdtxonal thrust the institution wqudd develop admission policies, coun-
seling services, instructional program/and. extracurricular activities that are
‘consistent with the needs and i st af the lifelong learner. In addition, all
faculty, administrators, and staff would' participate in professional develop-
ment activities designed to equip them with the skills and competencies neces-
sary to function within their roles in serving the adult learner.

\?"f? *



Seli-Assessment apé Self-Directed Growth |

~ In spite of'the fact that we have charged graduate institutions apd
directots of college in-service activities to become more respensible for the -

development of the faculty for the lifelong learner, it is ultimately alf teach-
ers’ personal obligation for their owi professional growth. As lifelong learn-
ers themselves, they could become students ‘of adult legrning and devel-

" opment. By identifying the skills that are needed, faculty members could

then identify how they learn, what they need to learn, dnd what resources.are,

available. Through this process théy can then structure a self- directed educa- -
“tional plan to develop and strengthen their teaching competencies.: - N

Conclusion

Several conclusions can be made, some specific and definite, others

‘more genctkf and obscure. It is quite obvious that the future of American

. higher education will be greatly affected by the- emergence of the lifelong

" old students. The reasons that are motivating these older students to enter col-
" lege will be A’&%ﬂxcir educational backgrounds and learner characters

leardler and by.the decreasing availability of the eighteen- to twenty-two-year-

istics. Yet it is the facully member's responsibility to create a learning environ-

ment and to guide the educational experiences suitable for their needs.

" To develop the skills and the competencies that facuhy ‘will need for

this task has to be shared: shared by the graduate training programs, the

efnploying institutions and the individual faculty member. Perhaps'the chal-

lenge of preparing faculty for the lifelong learner is awesome or at least trou-
blesome; nevertheless, the consequences of not doing so are even more awe-

—
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A dewlopmmtal'mumdmgvpmgrén can make t&:d_'ﬁ';rmé between
success dnd failure as reentry adulls, making tmporiant changes
anddwuwm,mdmuabzhg)loacbm :
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e
Counselmg for Develépment‘
- G. Rlchard Elsele .

Wonderful thmgs doi’t always happen when adult learners are plugged into
existing classes, significant developmental and critical life changes dont stop

‘ happening after the early twenties. -In fact the adult transitions may be

-

equally as meaningful and problematic as the adolescent transitions (Gould,
-~ 1945). Reentry into education itself clearly indicates movement, decisions
bemg madg, and transitions in progress. For some returning students, college
may be the testing ground for what Erikson (1963) calls “gerierativity versus
stagnation” issues: “Am I really capable'of becéming more than I am?”, “Will I
be able to learn at the college level?”, “Will I be_ ablc to go to school and keep
my family and job intact?”

These cag be times of uncertamty and self- mﬂectmn, times when some |,

of the old questions &f personal value and worth are rcevaluated. There is a

- natural apprehension over returning to school often intensified by a fear of

Q

failure based on negative past experiences. And yet thege can be a levelof opti-
mism and faith that almost defies analysis. Many believe that this new adven-

ture will provide opportunities for increased fulﬁllment productivity,. and,

self-expression (Muskat, 1978).

That very optimism, however, contains the seeds for future discour-
agement. Fear of failure and willingness to take new risks are often in delicate
, balance, with-each expﬁnence having the potential to disrupt that balance for
" better of worse. .

Many of us have experienced, and current research confirms, that

adult learners appear to be in a hurry to get somewhere and often set rather,

ew Directions for Community Colleges, 29, 1980 . ‘37 0 31
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.  unrealistic goals. There scems tobe a sense that time left to learn and grow is -
- limited. This impatience is often in conflitt with a lack of basic skills and a
. confusion dbout available careér and educational opportunities. Time and -
. time again, older studenits come in with an elevated career goal, a desire foran
.+ . ->associate degree, and little awareness of the need for writing skills. It is a great
' - frustration for them to have to take the time to learn to write. .
It is imperative that(we temper our eagerness to seek lifclong learners
. as clients with an equal sepse of responsibility for serving them well. Some will _
make it almost in spite of what we do. We can rather easily meet the expecta-
tions of the professional looking for career advancement, the middle class
~ housewife looking for new friends and a new hohby, and the small business
owner in néed of accounting skills, It is the students who are not quite so clear
. of purposé, not as self-confident, ‘and not quite so well informed who need
" more.than just a course meny (Sawhill, 1978). Without a thorough self-assess-.
ment and without an understanding of available offerings, they will be unable
to-integrate program with nced. Poor choices will be made and gome may
.Jeave with less ‘confidence than when they came. Failure experiences for

K reentry studerits can often lead to complete discouragement, damaged self-
concepts, and avoidance of future learning opportunities. c
- ‘ : » . . e .
Program Functions - . PR e
PR 2 To effectively meet the needs of these students, counseling is as essen-
R tial as contract ie.ﬁming, flexible scheduling, decentralized locations, assess-

ment of prior learning, developmental. skills offerings, and otheggprogram- - .
‘ " matic responses to the neWyclientele. Counseling functions can be integrated |,
' with other programs but they must be provided and directed primarily toward
the students most in need. - : .
. Academic Advisement. One of the prime functions of a good counsel-
ing program is to provide guidance in the process of academic planning and
participatjon. Knowles (1972) and other educators have shown that adults
have immediate short term goals and a problem-centeted orientation to learn- . :
ing. Very often this takes the form of career and vocational concerns. They’
want releyance betwgeen their educational experiences and their immediate
career goals. They want each course to have immediate usefulness. However, .
beneath this surface concern hide some of the aforementioned anxieties, con-
* fusion, and uncertainties about their lives in general (Nash and Sautman,
1978). Counseling can enhance self-understanding and help students make
) some sense out of and find meaning in a complex array of educational oppor-
tunities. Often unifyi9§ themes and sequences can be found that pertain to a
“broader view of self and to those immediate goals. The-adult student who .
wants to be a small business administrator may discover that poor interper-
sonal skills are the weak links both in terms of her personal life and her voca-
tional' aspiratiors. The prospective social worker may find new value and
meaning in the study of history and culture. ‘

<
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Deciuon Ma.king Making better chomes mvolves knowing more
about Oneself and about the options available, but the greatest payoff may be
AU that by making better ¢choices students will feel more effective as people (Nel- '
- son, 1976).- The counseling program should help students become better plan-
ners and evaluators of their own learning. It should work to promote thc psy-
chological principle of movement from dependence to independence or self-

" relijnce. Learners can become better self-assessors, planners, participants;
and evaluators with practice and more awareness of what it is they are. dmng
and learning.

Learning Skills. As students get involved i in academic experiences, a
. concomitant counseling process can help them discover and dcvelop infor-
mation processing skills that can be used in any learning situation. Analyzmg.

the similarities and differencés among African cultures and comparing Freud-
ian and Rogerian theories of psychology basically require the same cognitive
skills. By learning to comparc and contrast, synthesize and analyze,. studcnts
can enrich their experience with each content area selected. ;

* The Environment. To accomplish these tasks, it is essential to create a
supportive and encouraging environment where personal, career, and educa-
tional goals can be explored and where students can develop the skills and con-
fidence necessary to take responsibility for‘their own growth and development.”
Encouragement and support does hot mean the overuse of sympathy and
praise. Although some praise can be used eﬂ'ectxvely, excess use can lead to

-student dependency and distrust.
The tension that results from the coexistence of a wxﬂx;:gncss to take
risks and a fear of failure can lead to student growth. We cannot and should .

" not remove all the risks and challenges inherent in this new adventure. How-
ever, we can demonstrate that success often comes in small increments,

. emphasize’ the value of small gains, and cushion the jolt of reality. Students
should be guided into learning experiences that are slightly beyond their pres-
ent capacities so that growth rather than discouragement is the result (Cross,
1971). We can also keep failure in perspéctive by using peer support, paying |
attention to individual strengths, and examining the learning that can result
from unsuccessful experiences. “Even though you didn’t finish the work for
that coutse, your determined attitudes and the results of your project were
great,” and “You know, Mary, 1 have the same problems writing things down
that yqu have” are the kinds of encouraging remarks often heard in a devclop—
mental counseling pmgraxh

Liaison. It is important to keep in mind that a counseling program
cannot be all things for all students. Without enlightened administrators and
faculty, a strong developmental skills program, and some of the programmatic

_ arrangements mentioned earlier, results will not be satisfactory. The pro-
gram, however, can be a conduit through which information can flow to and

. from the faculty and the administration. Increased knowledge of the concerns,
needs, and idiosyncrasies of adult learners can be communicated to instructors
and-administrators and in turn mformatmn the collk:gt and its faculty

&
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can be shared with students. This mutuality of understanding and flow of
information is nécessary if the different parts of the college are to work as a
consortium for serving the hfelong learner.

Referrals. The program also should act as a referral and brokering
agency to resources both within and outside the college. Needs will arise dur-

ing the planning process that cannot be met by the counseling program or the

regular curriculum. One of the needs certain to emerge is for a strong develop-
mental skills program. As we all know, many otherwise competent and intelli-

.. gent students are lacking in language, mathematical, or study skills. Ideally,

the counseling program can identify and refer these students to appropriate
resources before they get involved with too many learning experiences that

_require those skills. '

In-depth personal, career, or psychotherapeutic counsehng is. most

" likely beyond the capabilities of the college. Trying to meet student needs in

* The Counselor-Instructor

these areag would undoubtedly be"at the expense of other students. The coun-
selfng program can refer those students to niental health ‘and other appropriate
service providers.

.

So far we have viewed counseling as a process rather than the behavior

. of a person. However, the vital core, the sine qua non, of any program resides
in the people staffing it. To implement the above funttions effectively, the

counselor-instructor must have a firm belief in the potential of all students to
grow and develop. This should be combined with individual and group facili-
tation skills, the ability to relate with fas:ulty-and administrators, and a solid
understanding of the institution, other available programs, and their effect on

- student development. Working with adult students requires the ability to help

students assess needs, values, styles, and’goals and to translate thosé needs
into an educational plan. At the risk of painting an almost quixotic picture, the

_counselor should have both the knowledge of cognitive processes and the abil-

ity to 'demonstrate how skills gained in one experience can be used in other
Jearning situations. This is a person who is mare generalist than specialist, as
much a teacher as a counselor. Familiarity With the stages, developmental

.tasks, and differing learning styles of adults is'another prerequisite along with

the ability to lead students through a process of inquiry. For example, some
learners will have a rather simple view of the world, seeing things as “rights
and wrongs” or “blacks and whites.” They will identify with autharity figures
and accept their definitions of right and wrong. Others will be much mdore ten-
tative in their assessments and complex in their thinking. They may seck more
independence and less structure in their learning environments, Some stu-
dents may really learn something only when they have practiced it; othe™ will
learn better from reading, writing, and reflective observation. The cotnselor
must be able to help students become familiar with their own unigueness and

‘e
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help them plan expencnces that are cnngruent with yet challengmg to thexr
present condition. :

‘Whether or not a program is succcssful may ulmnately rest with the
attitudes of its staff. Counselor-instructors should have a high tolerance for
ambiguity and a willingness to risk involvement; they are 'not afraid to encoun-
ter others or themselves (O'Banion and others, 1970). Because attitudes seem
to be contagious, the chief ingredien Tfor the educational counseior mayr be an
emhusnasm for life and leammg :

Alternative Arrangements

Sinck the counseling process is so necessary in the ‘educational develop-
ment of many lifelong learners, we will have to find innovative alternatives to '
“the costly and sometimes ineffective “counselor in cubicle” model. Very few
institutions these days have the luxury of hiring a large staff to meet the needs
of a new group of students. Some of the alternatives used successfully include:
the establishment of decentralized learning centers where students can drop in
for personalized service; the use of educational mentors who provide both
guidance and instruction as a student moves through an academic program;
the use of adjunct counselors as supplements to an algeady overburdened staff;
the use of telephone counseling services for home-based learners; and the
deveiopment of life, career, and acadcmxc planning workshops that run paral-
lel to the students other courses.

. A Proposed Model

I would like to briefly propose a developmental counseling model
for adult learners. It is a, model that dosely resembles the one used at the
Community College of Vermont. The settings are groups of*between eight
and fifteen students. The agenda is learner. assessment and educational plan-
ning with peer interaction, support, encouragement, reality orientation, and
the development of self-reliance as themes in counterpoint. The counselor-
instructor facilitates support and interaction, provides information, and
teaches learning process skills. An'important adjunct component is'a set of
materials, a handbook er workbook, that provides assessment information and
exercises, descriptions of available college programs, and aids for implement-
ing and evaluating learning activities. The materials may be used by individ-
uals to supplement the group activities or ‘as a textbook-like resource for the

* class. . o ‘

@'he environment for students is characterized as both supportive and
challenging. The learner is in a state of mioderate tension where he is chal-
lenged to extend slightly beyond his present level of development; the dualistic
thinker, for instance, who sees only two extremes possible can be encouraged
to explore a range of intermediate alternatives. Opportunities are provided
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for students to alternate between self-reflective and active participant modes,

" Students are encouraged to discover new things about themselves and to apply

those understandings by trying out new activities and behaviors both within
and outside of the counseling group. The resultant new learning is then
reflected on, evaluated, and integrated with prior knowledge and skills."

In the ideal situation, this processis the student’s first experience with
the college. It should begin before extensive involvement with the regular cur-
riculum takes place. However, it is more than orientation. It provides an
ongoing support group for the student as other academit content dreas are
explored.

Because this process encourages cognitjve growth and development,
and because the learner is becoming mere proficient as a consumer of and par-
ticipant in educational opportynities, this experience is central to the needy
student’s academic program. '

"Stages. The model is developmental because it progresses in stages.
Learning and attitudes from one stage form the basis for the next and the suc-
cess of cach stage is to a large degree dependent on the Success of the prior
stage. We have described the stages as assessment, planning, implementation,
and evaluation. These labels should not be viewed as tight, exclusive categor-
ies of activities but as a useful framework to help students understand the
sequences within the pmcess as a whole. One cannot plan effectively without
assessing the present situation, and implementing a faculty plan will usually
be less than satisfactory. The evaluation stage allows for reflection on new
learning gaired and provides information useful for future assessment activi-

~

Its application in practice can be briefly described as follows: it jsin the
assessment stage that many of the myriad dimengions of mdxvxdu?l differences
are explored. Exercises, activities, written mater:ah and instrumentg afe used
to help studénts increase their self-awareness around such topics as learning
and interpersonal styles, values, present knowledge and skills, and personal,

career and educational goals, Increased self-understanding and new skills for
self-reflection are developed. Students in need of special diagnostic testing are

referred to the proper resources. This stage provides thé foundation, the

groundwork, from which all other activities are built.

Once this information has been organized so thdt it is understandable
to the student and to others, the planning process begins. Information about
available learning options is juxtaposed with knowledge gained from the
assessment stage. It is here that stublents often become aware of some unfore-
seen realities (such as lack of requisite skills and knowledge, ambitiousness of
goals, anticipated opportunities not available). New awareness of strengths,
on the other hand, produces a higher level of self-confidence and motivation.
Students develop decision and choice making skills as they weigh the advan-
tages and disadvantages of various options against their more clearly defined
goals. o

15
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'I‘he implementation stage involves hdpmg studcnts get thc most out of
. their chosen learning experiences. Through role playing, discussion, written
~ excrcises: and materials, active invélvement is emphasized along with the
: dcvclopmcnt of cognitive and learning process skills.
' Evaluation ideally occurs throughout the process but becomes the dom- -
inant theme near the end of each cycle. Students reflect on such questions as:
" “To what extent am I accomplishing my goals?®, “What lfwlmowledgc and
-+ skills am I acquiring?”, “How well am I lcarmng them?”, and “What am I
learning that I didn’t plan for?™ ‘
" Throughout this cycle, channels of communication are kept open with
instructors and administrators and appointments for individual counscling or
; .. referrals to other programs arc made when neoessaxy
It is important to reaffirm that if the process is successful, learners will
' be more independent and ‘self-reliant. They will make the best possible use
.of available resources. An awareness of limitations will be offset by increased
self-confidence and enthusiasm.’ They will understand and handle.the learn-'
ing process better. In essence, they will be more cffectxve, less depcndcnt
consumers of education.
]

- Conclusion

Of course, the contents of this chapter can- only scratch the surface of
what a good counseling program should be: Any institution serving lifelong
learners will have to sets it own objectives.and from those derive the most
appropriate functions and activities. The actual model designed will have to-
mesh with the needs and constramts of the college and of the students served.

- What does scem clear is that mere caveat denptors in the catalogue will not suf-
fice.

- The lifelong lcarmng movement holds great promise both for the
growth of the participating adults and for the vigor of the institutions involved.
The absence of support programs for these students is as likely as watered
down curriculums and lack of standards to prevent us from keeping that
promise,
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Various types of compelence-based programs focus atlention on educational
oulcomes, svaluate practices on the basis of performance, improve the
credentialing process, ﬁajknbzhg,mdpmmdequahg’wd ;
qf&iucananalaxpnunm ;

Competénce-Based
~Education for
- Adult Learners

E. Shatoh‘Hayeng'a | ',
Hope B. Isaacson - \ |

-

. The concepts of competence-based education and adult learners both defy
straightforward characterization. Adult learners, who are attending colleges
~ and universities in unprecedented numbers, have not enrolled for higher edu-
% cation with a discrete or homogeneous set of characteristics, abilities, or needs.
- Likewise, competence-based education is a very complex educational concept;
and its complexity is compounded by the fact that it has been operationalized,
and thus defined, idiosyncratically from program to program, and.from school
to school.

Campetence—bascd education has €njoyed more attention durmg the
1970s than in the decades which preceded it. Secondary schools, as well as,
postsecondary institutions, are looking at competence evaluation as a potential
solution to contentions of declining standards, Actually, many aspects of the
Adult Basic Education projects and GED testing practices are competence- _
based ways of allowing adults to earn high school credentials; and many col-
leges and universities have either considered developing programs in compe-
tence-based education, or have already implemented such programs, in

New Directivns for Community Colleges, 29, 1980 , .39
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response to the concern for more meaningful cmdennals and to the social | jus-
tice arguments of adults. - -

. Americans are particularly responsive to the connotations of compe-
tence-bAsed education because of their esteem for competence: notions of
innate individual competence, a valuing of each individual’s rights to achieve,
and the sense that all persons should have equality of access are idegs and val-
ues which have shaped the nation’s most complex social policies, including

" education. It is this value system, in conjunction with the notion that social
agencies are ultimately accountable to all citizens, whith supports much of the .
kind of programming competence-bascd educatign might make possible: flexi-

Y bility of access and pacing; fixed, nondiscriminatory standards; clarity; indi-
vidualization, and others, ‘ .

. , &
’ What Is Competence-Based Education? .

It is difficult‘to generalize about competence-based education, because
~all educatmi;)a‘ by implication, competence-based, and because there is tre-
mendous programmatic variation among competence-based education pro-
grams. Some characteristics tend to transcend programmatic differences,
however, and do-distinguish competence-based education from more com-
monly practiced classroom instruction. Probably the most distinctive feature is
that competence-based education focuses most of its attention on educational
~ outcomes; such programs deemnphasize the specialness of the classroom as an
-educational process and profess at least an egalitarian attitude toward a broad
spectrum of educational processes. They aygue that such flexibility best serves
individual learning needs, and enhances long-term educational benefits.
, Certainly competence-based education programs that are thoughtfully
% developed and are carefully implemented emphasize educational processes.
The difference is that all the educational processes are fotused toward the out-
comes (competence), Thus the educational process becomes a means of
achieving an end, rather than an end in itself.
Educational units in a competence-based program tend to be more dis-
creté and muth more explicit than traditional classroom work. Expected out-
' comes, instructional resources, teaching methods, and evaluation criteria and

RO processes are articulated prior to the beginning of the unit. Ideally, such fac-
\v\‘;‘u . tors will remain constant —from classroom to classroam, and from the begin-
\}:‘,t ning to the end of the unit. They ‘should serve to focus educational attivity for
e M the duratmn of study on any given competence.

N e \ Evaluation practices in a competence-based program tend toward per-

X T .‘fmmahce tests, rather than paper and pencil tests. Ideally, performance mea-
o slmss il reasure actual competence, as opposed to the mastery of the con-
tem (Content mastery is often used as a proxy for competengce, and shg obvi-
ous sh rtcomings of such equivalency are strong forces supporting the compe-
tence- : sed\gzdumhml movement.) In addition to a preference for perfor-
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mance evaluations, competence-based programs emphasize criterion refcr--
~ enced measures, rather than commonly used_normative standards. Propo-
- nents argue the constant standards support both accountability and equality in
ways which are superior to more flexible normative standards.

Some Types of Competence-ﬂased Programs

v Fortunately, the concept of competenc&hased educition is ﬂexxhle
Insmutmns have been able to adapt the basic pnncxples to meet institution:

* specific needs.
- Alverno College, aliberal arts college in Milwaukee, has developed one of '
the most widely respected and publicized competence-based education programs
~ in the United States. The college took a very sophisticated approach to con-
‘verting its entire undergraduate liberal arts curriculum to a competence-based
" program for educating pnmanl’y first generation college women. It is one of a
very few programs which attempted to reconcile the philosophical’ tension
between competence-based éducation and the liberal arts by developing a two-
track program: the curriculum of the college features discipline-bound course-
work (tontent), and offers, additionally, instructional resources which help

students achieve the broad, general cogmpetencies sshich the college has desig- '

nated as the educational outcomes which its liberal arts degree represents.
Students’ achievements are recorded on a twe-track transcript, record-
ing progress both through the discipline-bound coursework of the college and -
. the requiréd achievement levels of each of the eight competence areas: develop
_ effective communication skills; sharpen analytical abilities; develop a facility -
for making value judgments and independent decisions; develop a facility for
social interaction; achieve an understanding of the relationship of the individ-
ual and the environment; develop an awareness and understanding of the
world in which the individual lives; develop knowledge, understanding, and
responsiveness to the arts, and knowledge and understanding of the humam-
_ ties; and develop workable problem-solving skills.
. Assessment of the coursework and academic majors and minors is con-
- ducted by the faculty. Assessment of most of the.competencies required in the
. eight major competence areas is conducted primarily in a sophisticated, cen-
. tralized assessment centeg which is staﬂed with both faculty and community
+ professionals. X
- A different kind cf competence-based ,education program has been
designed by MANEC (Metropolitan Area Nursing Education Consortium).
It is a consortium &ffort, involving all five public postsecondary education
institutions in greater St. Paul, Minnesota— two vocational techpical schools
(916, 917), which offer practical nursing programs; two coinmunity colleges
(Inver Hills, Lakewood), which offer associate degree registered nurse pro--
grams; and one baccalaureate institution (Metropolitan State University)
which offers a baccalaureate degree in nursing.

-
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Their consortium model 1s'focusmg on the development of a compe- ’
tence-based vertically amculated career ladder program for nursing person-
nel. It features the standardized assessment of student competences in units
which are much smaller than course equivalents, thereby maxxmizmg the ‘stu-
dents' use of time, and also allowing licensed practical nurses to earn clearly
articulated advanced standing in an associate degree nursing. program, and
allowing both LPNs and RNs the opportunity to earn advanced standing in -
the baccalaureatedev®] nursing program. The competence-based approach has
‘been designed to facilitate professional upgrading and new licensure require-
ments by focusing on competences rather/than coursework or methed of tran- .
scripting (for instance, vocational schoofs record LPN students’ achievements
-in clock hours; the colleges record achievement in credxt)

The -educational institutions have together defined the competences
which span the nursing profession from LPN to BSN. Their program allows
" flexible entry and flexible exit, and emphasizes the assignation of the nursing

credential based on demonstrated performance against criterion referenced
measures. Detailed records of student progress and student performance are -
dn file, and evidence to.date suggests that students’ performance is high, both
on the job and on state board examinations. The assessment of competences,
as well as the instructional plans, emphasize the interpersonal and affective
aspects of nursing, as well as the knowledge and skills aspects. There is sub-
stantial evidence to suggest that student performance is higher ‘as a result of
the competence-based program, and also that the articulated career ladder will -
have a very positive effect on the careers of many adult women who have
worked for years as nurses’ aids or licensed prac,txcal nurses. -
~ Still another kind of competence program utilizes indrucdional tech-
nology, aromponent which offers maximum. flexibility of access and individu-
alization of pacing. Potentially, it may even reduce the cost of individualized .
instruction (once the equipment has been amortized). An examplg of this type -
of competence-based education is PLATO (Personalized Learning and
Teaching Opportunity), a computerized instructional system developed by
“Control Data Cc)rpu'ration: Corporations, proprietary schools, community
education centers, technical schools, libraries, and-colleges use it to teach spe-
cific ¢ pts and skills: To date, the PLATO system offers a wide variety of
programs, ranging from courses in composition and financial managemenmo
resume writing and blackjack (x! is possible to play games with this computer
for fun!). .

»  The major drawback to technological teaching equipment is the rigid-
ity of the system. While the programs typically measure competence and pre-
summe mastery, there is ample evidence to suggest that the equipment has very
limited uses, primarily for individualized tutoring or supplemental education.

“‘There is no tolerance for individual learning styles, and there is only the most
minimal support and feedback system,

Finally, many colleges have found a modified forfn of mmpucnccr
based education to be the best appmdch for r a program which credits prior

Y
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experiential learning. The metropolitan area Minnesota community colleges
developed a consortium program (which dropped most of the consortial
dimensions once each of the individual programs became fully operational) for
crediting prior experiential learning on the basis of demonstrated cornpetence.
The consortium features of the program met with difficulty in the face of each
institution’s sense of autonomy with regard to academic standards and curric-
ulum. The. admmxstranve aspects of the collcges programs remain uniform,
however.

. The sxx‘c*ommumty colleges allow adults past the age of twenty-five to
earn credit for prior learning by demonstrating competence in the academic
areas which are taught by the collective colleges in Minnesota ®Full-time fac-
‘ulty, part-time faculty, and community evaluators assist students in estab-

lishing the criteria for competence evaluation and in selecting an assessment .

technique which seems most suitable to the competence. The system has been
designed as nonpunitive, in the sense that faculty assist students'in preparing

for competence evaluation by providing clear information | about the compe-.
tence, criteria and measurement techniques, and by offermg suggestions for -

review readmg or applied experience.

The programs articulate very well with txxstmg programs at each of the
cofleges. Administrative policies have enabled the programs to be fmancially
successful, and transfer and articulation policies which are favorable to the
crediting of prior experiential learning have been worked out with most of the

nearby baccalaureate level institutions. Most faculty express a clear preference

for the competence-based approach which calls for a new measure of the stu-
dents’ competence, in contrast to the awarding of a block of credits for life
experience learning, or to the evaluation of a complete student portfolio, both
fairly common practices for the awarding of u‘edxt for prior experiential

Iea nin
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(] A}

Why the Recent Emphasis on Competence-Rased Education?

-

* An implicit reason for the recent emphasis on competence:§aed edu-
cation is probably] quite frankly, an increasing demand for new kinds and
higher levels of co?ctence. With increasing rates of bothssocial and techno-
logical change, thesshortcomings in an educational system which emphasizes

single-setting applications of both thought.and skills are disturbingly appar--

ent. Focusing on competence, if it can be usefully and appropriately defined,
offers the attractive prospect “of more holistic and flexible educational pro-
.grams.

In addition, propoenents of competence-based education contend that it
is the most workable approach to providing both the equality of access and the
equality of outcome which 'many groups;>previously educationally disadvan-
taged, need —most notably, women, ethnic minorities, employed adults, and
persons who are working in occupations confronted with recently legislated
posmon upgrading and.reht‘urc standards. They see the explicitness of the

-
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competence-based system, as well as the inherent potential for individualiza-
tion, as one of the best ways to end discrimination in education.
Many postsecondary schools are looking to competence-based educa-

" tion as one of the possible responses to charges of qualitative decline, and to
demands from employers for some kind of performance quality control. Fur-
thermore, it'may offer the most viable alternative for attracting and retaining
new student clienfeles. A well-designed and carefully implemented compe-

) F‘}cnce—based education program has many connotations of integrity and of

" responsiveness, both important qualities in the minds of adult learners, and of
skeptical first generation college students. ' , »

.- Some Problems Related to Managing Competence-Based Programs -
¢ .
Many issues in competence-based education remain unresolved. There
 are problems due to the lack of technical skill in competence articulation and
measurement, and problems due to organizational processes and change. Fac-
ulty, particulary from fine schools with highly cherished traditions of individ-
-ual academic autonomy, often resist a shift in emphasis from the process
oriented system to the outcomes oriented system. Many also experience dis-
may at the new kinds of collegial relationships within the institution which
must be develoﬁed before complete credentials can be defined and articulated.
Most academicians have not been trained in competence articulation,
nor in measurement and evaluation. They are not practiced in seeing the
interrelationships which often exist in the best competence programs. They
often express concern that the focus on so much technical and process related
information will rob learning of its vitality and willzeduce minds from the cre- *
ative to the literal. There is also widespread concern that competence training
" might become too cdxeer oriented, and that students will become too focused
on functional aspects to the exclusion of aesthetic or cognitive insights. Many
are concerned that the rigorous attention to defining outcomes, and levels of
outcomes, will further stratify an already too complex and stratified system.
One of the most critical obstacles to the development and operation of
™ any alternative program, including competence-based education, is the lack of
\ leadership from withip the system. Governing organizations and funding
agencies have been slow to-acknowledge the complexity and scope of the prob-
lems which higher education is having in its refationship with “new clienteles.”
Inadequate support and leadership will almost certainly mean that an inferior,
competence-based' education program will be put in place. Such an unfortu- '

2

nate circumstance may be very self-defeating; it cap easily reduce the vitality - -

of the curriculum to a lifeless grid, seriously disrupt the organizational har-
mony of the institution, and disappoint once again the students for whom the
program was designed. The implementation of a respectable competence-
based education program almost certainly requires a rather substantial, long- #
term commitment. ‘ ‘
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' Potential Contritbutions of a Competence-Based Program
* “Visionaries and proponents of competence-based education are quick
to identify a number of very desirable contributions which such programs
might make to higher education. One of the primary advantages is that it
| might improve the credentialing process, thereby restoring public confidence
‘ in the area of credentlals and in.the processes by which one acquires them.

<« There is the posslbxhty-that competence-based education offers the-

most wbrkable option for providing the kinds of holistic definitions of compe-

N\ tence which.are so badly needed. Concurrently, it may be possible to design
evaluation techniques which will measure actual competence rather than

proxie} for competence.

A competence-based appmach to credmng prior expenennal learning

. may be the best’ altemauve‘to achieve quality control over such practices, and
Amay also be the most desirable approach for, relating cooperative education,
experiential learning, and advanced placemem to the complete programs and
curriculums ‘of an advanced institution. Furthermore, a competence-based,
individually paced program may be the most human and serviceable solutioh
to the problems of students who leagn more slowly or quickly than average.

Focusing on competence, rather than on educational processes, offers
the advantage of integrating higher education moré:¢ompletely irito the social
fabric of the community. It Paves' the way for improved cooperative relation-
'ships With corporations, service organizations, and cultural institutions,

.because of the nondxscrﬂnmatory attention tq educational outcome rather
than process. The clear articulation of educattonal outcomes, and the consis-
tent reporting of actual student perforsnance are basic prerequisites to
improved stransfer relatlonshlps/ a pmbiem which is rapxdly approaching the
critical stage.

“Finally, the developmena and implementation of a gompetence-based
education progrart offers institutions an exciting opportunity for self-scrutiny
and renewal. The involvement of new student clienteles brings richness to an
academic community ‘and greatly enhances the relationship of the organiza-
tion to its external constituents. There js the additional benefit of improved
student self-image. ’

Evidence about competence-based education programs is inconclusive,
for)ihe most part, except in two areas: (1) evidenge dees suggest that the pro-
grams can attract significant numbers of new learners and meet their needs

.« well, at least in spectﬁc areas; and (2) studems report an mcreased sensc of

" self-worth and personal strength

e €
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Summary
ot ' ’

, Competence-based education does offer the prospect of genuine educa-

tional reform. There are serious limitations, however; attempts tu"deﬁne holis-

/ ‘ .




~ T,

o Me ST
tic competence and to measure such complete aspects of competence have
been only partially successful. While it is possible for competence-based edu-
cation to make a'number of significant educational contributions, there is also
the possibility that it can give the illusion of reform without seriously irnpact-
ing the problems it has been designed to addrcss Careful attention to the defi--
nitiohs of competence, to the 1mpkementan(m of assessment, and to the inte-

‘ - gration of the programs are necessary if such pitfalls are to be avoided.

e, However, eviderice suggests that mrany students benefit from compe- |

. - tence programs, particularly if such units.complement a program which incor-

porates a variety of educational approaches. Adult learners, particularly, seem.

to respond well to the sclf-discipline required for competencg-based programs,

" and there is overwhelming evidence to indicate that such studerits will increas- «

ingly insist on credit for cxpenenflal learning ona competence documentauon

basis. .

" The eredentialing process, whether it be in the form of state-issued cre-

“dentials or institutionally awarded certificates and degrees, is increasingly

attacked for its discriminatory and superficial-evaluation practices. This area

stands to be improved grcady 'with a soph'lstxcated competence -based evalua-

tion process. o . i

. : @
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Approaches to Recruntmg
the Adult Learner

Lmda REISSEI‘

[RELNy 1
.

It is est:mated that although the number of eighteen- to twemy one-year-old

students attending college will decline significantly during the next twenty
years, the number of persons over twenty-five and seeking higher education

- will increase from 11 million to 22 million in 1990 (Weathersby, 1977). The

projected enroliment shifts will also produce much more diversity among stu-
dents, Students will differ from each other in increasingly significant ways.
They will be high and low academic achievers, old 4nd young, eager to earn
vocatiopally oriented degrees quickly, and ﬂexxble in their desire to acquxre
knowledge for its own sake. :

Cross, who has described these new learners in recent books and arti- .

cles, has emphasized that the reservoir of new students increasingly includes
those who are academically and financially disadvantaged. These students are

‘more likely to be first generation college students, female, handicapped by
- inadequate verbal and written skills, inclined to be passive-in learning situa-
. tions, less interested in intellectual pursuits; and fearful of failure (Cross,

1971). :
Those of us who have worked with older learners have seen other pat-
terns. Many adults intérested in returning to school:
1. Are easily frustrated by the language, procedures, and require-
ments of higher educational institutions;

New Directions for Community Colleges, 29, 1980 ; 47

O
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~.*. adults have learned and benefited: fmm adaptation, while others continue to

- 2.-Are c:cated about learning and highly motivated, but anxious
ot about their abilities to compete with younger students;
3.2 ExtherhaveveryspecxﬁccareergoalsmrmataMtoknowhow
.. 'to'relate their abilities and aptitudes to the job market; |
E 4 Are unaware of the variety of nontraditional learriing options avaﬂ

. | . able, such as independent study, mdmduahzcd degree programs,

"credit for prior leamning;

5. Have job and family responsibilitics whn:h gomphcate their aca-

demic schedules;
"*.._ 6. Are often at a turning point in their lxves, such as a career &ange,

transition from married to.single life, or retummg to school aftevg-'-'

period of homemaking or part-time work;

. 7. Are easily alienated by institutional practices which fml tqrecoﬂmze .
., .. = their lifc experience, diverse learning styles and skills, needs to usel'
Tess. L time efﬁcxenﬂy and to “personalize” their ecltmsmcmg and special -

nccds for‘child care services, basic lcarnih& gkills, stipport: groups,
and extracurricular activities which appeal to aduhs

8. Are ‘making significant lnvqstments ‘oF time and mdx\ey'm order to‘_

... accomplish educational goals.}.

Colleges and universities that wishi to npqp their doors to more adult
. Jearners cannot continue to structure thgu' recruitment and admission proce-
dumc as they have in.the past. Some inistjtutions that have been serving diverse

foﬂow trad:txonh Itis not easy, to ‘eXamine and revamp outreach programs, or
to x:ecducatc famlty gnd staff, but it must be done if the rcai needs of adult

' le:amcr‘sare to be 'served.

‘Recmitment Techniques : L

, Admission bfficials have routinely traveled to high schools and college
transfer programs in order to contact potential students. Yet their approach to
nontraditional students has been to wait for themn to walk-in and inquire,
expect them to decode college catalogues and course schedyles, and ﬁnd their
way around the alien environment of the campus.

To recruit more effectively, colleges must be creative in attractmg the

attentjon of lifelong learners, pmactwe in translating academic jargon into
practical language, and conscxemmus about makmg adult learners feel com-

» fortable and confident.

Publications should be revised or designed to appeal to lifelong learn-
ers, Pictures of adult learners with “testimonials” can speak more clearly to
some atdiences than a catalogue. Brochures should deal with frequently asked
questions, such as “How do 1 register for. courses?”, “Can I be a full-time stu-

" dent and still keep my job?”, “Can I get college credit for what I already -
- know?”, “What about heaith care and fincmcxal aid?" Services must be described-
. with the adult learner in mind..

H
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Special interest courses, workshops, and forums can be designed for

* specific groups and brought off ¢campus to the community. Adults may ini-

tially feel more inclined to attend an evening discussion on marriage and

divorce than a semester-long sociology course on “The Changing Family.” Yet

one can be used to stimulate interest in the other. Short courses, brown bag
lunch seminars, and one day workshops provide contact points for faculty and
community members, They portray college staff as a group of credible people,
interested in current topics, approachable and exciting. Furthermore, they
reinforce the notion that learning is a useful and enjoyable pastime for all ages.

" Outréach courses are especially appropriate for adults if they are

"' dcsxgned to address their real life problems, such as relating to others, parent-

ing, life cycle changes, managing money, heaith, and diet, energy conserva-
tion or various self-improvement tools. Books like Gail Sheehy’s Passages have
stimulated interest in various life stages, and highlighted the fact that adultsin -
different stages have different interests, crises, and developmental tasks.

. Courses aimed at each life stage may have more appeal than traditional topics

in the social sciences.

" Other successful offerings'thay deal with_practical skills for upward
mobility, such as management skills, public speaking, financial planning, cri-
sis intervention, assertiveness training or the latest techniques in a trade or pro-

. fession. 8till others appeal to popular interests, such as psychic phenomena,
" UFOs, gourmet cooking, popular films or books, organic gardening, regional

or local issues, and political, cultural, or social developments like the women’s
movement or the antinuclear power demonstrations.

Continuing education programs have been doing these kinds of thmgs
for years. But sometimes academic administrators fail to see their potential for

" turning workshop participants into full-time students and therefore do not

suggest any followup. How many academis departments take time to brain-
storm ideas for creative educational offerings based on the interests of aduits in
their community? ‘
Courses designed for specific target groups have also pmvcd successful
at bringing new audiences into the university. South Dakota State University
brought 300 senior citizens to the campus to sample minicourses in Scandina-
vian History, South Dakota Pioneers, Living on a Fixed Income, and Nutri-
tion and Exercise. They also participated in a crafts fair and were provided
with musical entertainment. Members of the Studeﬁt Senate served as hosts.
Based on the success of that one day program, an advisory council was formed
to make the edutational needs of senior citizens known to university officials,

+ and plans were made for them to educate others about the experiepte of aging

through use of the campus radio station.

Versatile outreach people who can elicit the educatmnal needs of target
groups can do a great deal to bridge the gap betwa,en town and gown. Work-
shops on management skills for wortien who.work in financial institutions,
empathy skills training for ministers, ba.ssc survival skills for the bandicapped,

pollution control and safety workshops for reﬁnery ernployees cardiopulmon-
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- can look for radio and televisi

ary resuscitation for hospital personnel, field trips to metropolitan museums or
i i st sellers for library fans,
workshops on the treatment of rape victims for law enforcement officers, pub- - .
hc mlau(ms Lourses for business people and other endless pmslbxlmes can add

students. ‘ /

Use of the media is also essential
ment of newspaper ads and public seryice announcements about registration
times, colleges should develop strategies for portraying their sensitivity to the
néeds of adult learners. They can éncourage feature articles on the student
mother who graduated along wit her son. They can inform the press about
innovative activities of faculty members who test solar energy units on local
farms or run special seminars foy school counselors. Public information officers
upportunmes for staff persons to discuss new
al student services, an on-campus meeting of a
national association, or a ney research project which will the comrmunity.

Using the media to/bolster the ml,legt:s image as a Service oriented,
enjoyable, down to earth Juman enterprisé will add to the positive public feel-

degree programs, nontraditi

ings about it. The message should be “We have something exciting and useful
. to offer you,” instead of

e are a costly and intimidating collection of scholars
who teach esoteric subjtcts to your children.” _
Surveys of the gducational interésts of local adults can be another way

to inform the college/as well as promote it. They can generate names and

addresses of adults eypressing an interest in a course or degree, as well as find
patterns of preferre times and topics, needed services, and demographicdata
about potential stfmxﬁ Attached to the survey can be a list of the courses
offered in the eévenings for the cxgrent semester, some relevant facts ab(mt the
number of,older sfudents enrolled)\how edsy it is to enroll, and who to contact
for assistance.

. Administ¢ring a survey, like reporting on a new program, provides a
reason for college staff to be out in the county instead of stuck in their offices.
It increases the person to person contacts so important for recruitment. It also -

. reinforces the “we're interested and responsive” message.

; Surveys can be conducted in traditional random sample ways or, even
better, delivered in person to community groups, businesses, or pmft'ssmnai
meetings. The college should not overlook its own employees as pote tntial stu-
dents, and their accessibility as survey participants. Surveys of educational
interests, especially when done for community groups or professional organi-
zations, should be promptly followed up with course offerings or workshops.
Schplarships for adult learners are another tool for recruitment. These
can m(]m{é special awards cre ated through fundraising drives, or small fifty
dollar awgrds donated by student organizations. Financial aid staff must work
to dmmllm' the new options for middle income families, as well as to support
Iubbymg;, efforts which will make current federal programs more flexible.

i 3
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Referrals from other organizations and institutions should be encour-
aged through ongoing regular contact initiated by college staff. Colleges and

universities in the surrounding area should be made aware of the special ser- -

vices provided to nontraditional students. Other types of organizations which

serve potential students should be tultivated as referral sources. These include

state agencies serving low income and disadvantaged persons,"churches,
senior citizen organizations, women’s groups, service clubs, and professional

associations. An articulate spokesperson for the nontraditional student pro-

- gram should seek invitations to address these groups, and should take along

brochures and catalogues.

~ Developing good personal relanonshlps with well-placed pmfessxons
can not only spread the word about the college, but can also lead to other
unexpected benefits, such as CETA trainees or human service program
interns attaching themselves to the institution as recruiters or advisors, or col-
laborative grantwriting projects springing from shared community service
goals. = SRR , ~ -
Telephone followups are an essential part of proactive outreach. Many
adults who are hesitant to press for information will open up to a responsive
staff person who contacts them. Any excuse will do. Names on surveys, work-
shop raosters, or slips of paper passed along by currently enrolled friends can
legitimize a phone call by someone representing the dean of stqdents or the

- admissions. office, and wondering “whether you wanted more information

about our degree options,” or “if you'd like to attend a question and answer
session.” Sincere words of support and encouragement have made the differ-
ence between a homemaker‘commumg to stay at home’ versus “taking that
course I've always wanted to take.” / .
Special orientation sessions have bcen used quccessfully by some col-
leges to offer an alternative to the “Bring your parents and tour the Residence

. Halls” sessions. For working adults, it makes scnse to organize evening meet-

ingsy with child care provided, and advertised as an “Open House” (preferahly
with refreshments). Potential adult learners are sometimes put off by meetings
that sound too formal or intimidating. They prefer to be informal, bring a
friend, and listen to other adults with whom they can identify.

One midwestern university enrolled increasing numbers of nontradi-
tional students by moving away from afternoon grientations, which presented
overviews by student affairs people and deans of colleges, to evening open

houses focusing primarily on other adult learners discussing their decisions to -

return to school. This wasfollowed by small group discussions or individual
advising by generalists with¥inman relations skills, College persunnd who talk

at potential nontraditional students sometimes lose audience attention By s

describing majors and minors, while the adult is wondering whether he or she
will be the only forty-year-old in class. The emotional barriers to re-entering
college are as formidable as the abstract issges of how many credits gqual a
degree. > i . ' '
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Satellite Centers have worked to bring the college to the community,
and demonstrate the variety and applicability inherent in lifelong learning
activities. Adults are more likely to talk to each other about good programs,
and attend them, if they are offered at convenient times and places. Whatcom
Community College in Bellingham, Washington, has resisted establishing a
central campus in order to make education more accessible to adults in its ser-
vice area. It maintains six centers and rents fifty other sites around the county.
Courses and workshops can be offered according to the needs of specific com-
munities, from aquaculture courses on the Lummx Indian Reservation to self-
i paced data processing skills in a downtown business laboratory. The college

, also encourages community groups to use its facilities for meetings, and indi-

viduals to design self-directed learning contracts whether or not they wish to
complete degrees. ‘ ‘

Easing thg Re-Entry Process

When aduits finally walk in the door-of an admissions office, they are
ready for entry level advising. How this is done can make-the difference
g between attrition and retention. The experience of successful recruiters sug- .
' gests that aduhs need more individualized assistance at the entry point thando

traditional students who have the benefit of recent experiences in academic
settings, and the elaborate support systems built into redidence halls. How®
ever, once these adults “know the ropes,” they are very capable of negotxatmg
their way through the system. ~

If adult learners are alienated-at the entry point, they will not as-.easily
stay around and learn the system from other students. Instead they will drive
home and report the insensitivities to their friends and neighbors. Conversely, '
superb entry level advising will be reported to other adults as further evidence
of the college’s growing commitment to diverse adults.

A staff person (or small group of persons) should be clearly designated
as coordinator of outreach efforts and the first persen to be contacted for
admissions and problém solving. There are several reasons for this. The col-
lege ceases to be an impersonal bureaucracy when there is at least one person
who understands, helps, and advises in a consistent way, and to whom adults
may refer others and know they will get resulfs. This should be a trained pro-
fessional with a cormmitment to adult learners, and a willingness to take people
around to various offices, answer all pertinent questions at one time rather
than sending them off on the dreaded “run-around,” and cut through red tape
with a machete in order to help the student achieve his or her goals. Even if all
staff members are generally aware of the necds and problems of adult learners,
the outreach effort will flounder without a person at the front door who has a

7 coordiniating -and advmdcy AOl@, RS

One person netds to keep track of ongoing (emmumty cuntd(ts, moni-

A tor data gathering efforts, serve as s;x;kespersun for nontraditional student
programs, and build ongoing support within the college. It does not matter
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whether the coordinator is in Student Services, Academic Affairs or Continu-

- ing Education, so lopg as he or she is well qualified and has adequate clerical '
. and monetary support and ongoing affirmation by supervisors.

The coordinator should try to jnvolve as many faculty mcmbers and
, students in outreach efforts and program development and therefore must

possess considerable administrative and human relations skills, as well as a
zest for learning and an innpvative approach to problems. :
Another important function for a coordinator involves protecting the
outreach program or special office from political attacks and budget cuts.
When competition for shrinking resources threatens the program, the coordi-

nator needs to be Yeady to defend it with facts, figures, alliances, and advo-

“cates. The computer rnay already cgntain information needed to justify the
program’s existence —if it is asked to show the number of students over twenty-
five, which ones took outreach courses for the first time, and how many subse-
quent courses were taken and credits generated. '

Training for college pcrsunncl who deal with adult learsiers should be

instituted. This includes the enure hierarchy from clerical people through the
~department heads and chief administrators. Those who.believe that adult
learners do not need special treatment are the ones who never think to explain
the CLEP exams or who don’t know about drop-in child care services. The
nontraditional students themselves are best qualified to enlighten the staff
about problems and barriers. In role play situations, they can ask the coordi-
nator of the summer session why the only social activities provided are “keg-
gers” and sock hops when-adults living in the dorms (they do live in dorms at
times) have petitioned for their fees to be spent on tutoring, study skills, and
pot luck dinners with faculty members. They can ask the chair of the academic
affairs committee why the college will grant thirty credits for a university year
for action assigniment on an Indian reservation, but not allow credit for prior
learning during a year spent doing social work in Harlem.

Training sessions should include not only coverage of the characteris-
tics of diverse adult learners, current serviges and needs, policy issues, and out-
reach efforts, but also a request that they assist in the recruitment effort by per-

sonally talking about it to their friends, and by adapting their behavior to their -

new insights. Large and small changes may be equally important in making
adults feel welcome, from creatigg individualized degree ‘programs to staying
open during the lunch hour and after 5 p.M,, to providing toys in the office
(nontrddxtmnal students frequently are pare ms)

The admiission process should be simplified and adapted, to adult reali-
ties. Admission forms should be shortened, or adults told that they need hot
fill out parts requesting their parents’ names or major intentions if they are
undecided. They should be reassured that taking one cougge is as ac ceptdbic
taking five. Prohibitive matriculatign and transcript fees should be ehm;ndu.d
- especially for speual” students who only want to take one or two courses.

Most aduli stuilénts Heed: thorough explanations of such things as cred-
its, majors, core requireme nts, audits, dmps and adds,gdmdlmes, and re gxs-
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» tration procedures. Many are too shy 1o ask. The forms and schedules are
.-« likely to be seen as complicated documents, replete with codes and abbrevia-
o tions which are indecipherable. Ihitial’academic advising should include a
. ‘ “walk through” of the registration process done over and over until the student
- ° " shows that he or she can do it alone. Care should be taken to elicit concerns

and-questions, even when the adult looks sélf-assured.

- Entry level advising should entail a checklist of essential information

that the adult needs to know in order.to make use of the college’s resources.
The advisbr should discuss the student’s general and sPecxfic goals, clearly

’ cxplam the options available, outline the benefits and services that are con-
ferred by student status (especially things like low cost health care for the stu-
" dent, the spouse and the children, discount prices on performing arts and.
sports events, career advising, counseling, and student organizations), explain
the role of a faculty advisor, summarize special options like credit for prior
learning and independent study (unheard-of for most adults), and clarify ways
to solve problems if they arise (like substituting one course for another, refund

policies, grievance procedures, how to get tutoring, and so on).

Providing this kind of information in writing may be helpful, but it is
more effective te explain things face to face and answer the individual’s ques-
tions, using the written material as back-up. Most adults need to be shown
“how a catalogue and course schedule are used. If they undersiand, they will
not be calling your office with questions! - [ 3

Try the “buddy system” for helping students get through registration.
Many experienced adult learners are more than willingta be a “buddy” to new
students. On many campuses they have organized themselves to not only team
up with incorning adults, escort them through registration and help them plan
their schedule, but also arrange for child care, car/ pools, and family suppers
which help the spouses to get involved in the (.c;ﬂe

} / L
Services and Programs for Adults iy '

It is obvious that if adult learners do'not feel that the college has any-
thing valuable to offer them, they will not/take advantage of it. While tradi-
tional degree programs and student activities may meet the needs of some,
. they ynay not fake use of them unless bridges are biilt, New services will also

necd to be instituted, These may inclade: individualized degree programs; |
credit for prior learning; wider use of the, College Level Examination Program
(CLEP); more varieties of “testing out of” or “challenging” regular courses;
developmental courses aimed at enhancing reading, writing and math skills;

* study skills and tutoring services; a nontraditional student club or network; a
lounge and office for nontraditional students; a newsletter or place in the col-
lege newspaper for events of interest; high quality, low cost child care services;
hiring adult students to recruit others, provide orientation ;md advising, or
consult with various offices about becoming more responsive to adult needs;
counselors who will run support gmups and: counsel adults in transition;
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career “fairs” a.nd workmops designed wtth adults in mind; graduate student
interns assigned fo work direttly with adult students as counselors, group lead-
ers, activities organizers, and so on; a college-wide advisory committee to con-
tinue improving services to adults; special recognition for outstandmg workon -
behalf of students, staff, and faculty to foster lifelong learnmg
' In summary, colleges wanting to increase access for hfelong learners

" must decide to do'a number of things: '

- 1. Agree to do whatever is necessary to create educational options
based op the student’s needs. This may entail a willingness to alter

. the degree granting process to allow for credit for, past experience,
interdisciplinary studies, on the job mtemshps or a ten year pro-
gram of part time study;= '

2. Insist upon quality and mfegrlty of degree mqmrements based on

- institutional' standards, but ackhowledge the validity of different

~ modes of learning and instruction ih meeting those standards;
3. Support proactive and innovative outreach pro_;ects which bnng the
college out info the community;

" 4. Assign responsibility and provide institutional resources to an indi-

*_ vidual and staff for recruiting adult students, and serving their -
needs as they procéed into and through the tollege; !

."5. Recognize the importance of person to persdbn communication in

o - recruiting adults, and the importance of promoting feclings of self-

i " ggconfidence and belongingness in lifelong learners; ;

‘ 6. Involve the entire college or university staff in recognizing the

needs of diverse adults, adapting programs and services, and j }om-

ing in the recruitment -effort. The consistent message from the

_trustees and president on down to the receptionists should be “we’re

glad you're here, and we'll do what we can to be of service to you.”

One definition of the word “recruit” is “to furnish or replenish with a

fresh supply; renew; restore health or strength.” Colleges that have taken sys-

temnatic steps to respond effectively to the learning needs of diverse adults have

reaped benefits beyond the increased FTE count. Adult learners bring fresh
ideas into the classroom. Faculty develop new and better modes of teaching -

which’ benefit all students. The system becomes more {lexible, and the new

- learners bring strength and health to'the institution by sharing their life expe-

- .riences.

1
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O tions for L1felong Learners.*
| .The External Degree -
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E Twq year colleges need to decide the ro \ they will travelintélt\heir future, \
" - whether they will ask students to adapt to thgir way, of life— a nice but limited
luxury pegllaps—or whether they will overrule caution and begin to provide

the flexibility needed in adapting to a revolution in adult learning, and ; 3
., content to fulfill individual and social needs. In terms of adult learners sk
. is exacerbated when lockstep processes are imposed upon self-dif€cted and

highly motivated people. In-fact, the student withdrawal lists are indicators of
how traditional programs and traditional Yelivery systems can fail the needs
and expectations of adult learners who often are looking for re-education, or
late bloomers suddenly realizing the importance of eddcation (or its joy),
but find that the system is not interested in them except on its own terms. In
our throwaway society with its concomitant acceptance of impermanence, it
has taken quite a while for such a waste of a “natural” resource to create a rip-
ple on the pool of conscience. * |

" _ After all, a large number of adult learners are interested in developing

abilities which generally are clearly defined and have a pragmatic focus: how -
can they do something that they know they want to do, like improve job skills,
prepare for a career change, learn a new vocational skill, “improve myself.”

But what is offered must be relevant to their lives as they see it, not bf{cause an
institution says it is. This is a direct challenge to programs of study as well as
ys in which they are dispcnsed. Traditionally the criteria espoused for

«
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college learning were narrow, based in part on the nineteenth-century model
of a society with a trained elite. Exemplary alternative degree pmgramg at
Community College of Vermont, Everctte College, Whatcom Community
College, William Rainey Harper College, Inver Hills Community College,
Bunker Hill Communigy College, and Sinclair Community College are con-
fronting this elitist legacy and are pointing the finger of suspicion at those who
maintain that the distribution of higher education of the masses in nontradi-
tional ways will mean the abmgatxon of “academic standards.” But more of this
later. .

Higher education is moving ina new direction, one which embraces stu- _
dent diversity. Although most educators are aware-of the harbinger of student
demographics, it would be unfair to:say that shifting from a posture of educat-"
ing the elite to educating the masses is solely the result of competitive pressures
and shrinking accounts receivable. Sensitive antennae in colleges and univer-,
sities all over the country.have picked up signals from a widening spectrum of
lifelong learners seeking opportunities to grow. But they are seeking such
opportunities in a variety of ways which are compatible with their lifestyles
and learning styles They dre seeking avenues which will clearly support their
goals and aspirations; and for many it is an education less abstract and more.

_ expericntial, - . o

» - @

v
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' Ne\y Options for Teachers R

\
. " As this new student group demands an mcreasmg voice in the choice of

what colleges offer, we see a wider range of learning alternatives being cre- ©
ated, although not yet in a wide array of institutions. Such a stirring up of tra-
dition creates a turbulance felt throughout the campuses but it1s not all nega-

* tive. New options for learning can create new relationships between the fac-
ulty and the students that provrde faculty members with good opportunities
for personal and professional growth. In some alternative degree programs,
working with individual differences and applying knowledge about stages of
adult development and the adult life cycle can create a mentor-student part-
nership with immeasurably satisfying consequences for each.

To act upon individual differences in terms of student development
becomes the challenge which leads to new roles for us as teachers, new inisight
into our own strengths and weaknesses, and new opportunities for effective
service.

Chmkermg’s work at Empire State College involving adult develup—
ment (ego development, intellectual development, and ethical development)
and the life cycle points the way toward a clearer view of how students learn,

« both in terms of student seli-understanding and faculty appreciation of differ-
“ent learning styles. Chickering asks the question: “camr we increase our capac-
ity to recognize and act on individual differences more effectively —both as an
institl}tio_n in terms of developing alternatives and resources and as individual

- *
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mentors and administrators in. terms of working directly with students?” He
answers (1976, p. 5): “I think we can, Research and theory concerning the
- major areas and stages of adult development is a good place to start. This
approach is useful because (1) it identifies significant areas of individual differ-
ences; (2) it describes major dimensions of learning and development impor-
tant to college.students; and (3) it has powerful implications for students’ edu-
cational motives, orientations toward knowledge, teaching pracuces approaches
to evaluation, and student-faculty relauonshxps A . ‘

ke L]

. A NewLook at Elders . 5 }
The graying of America is the graying of the campus, too. The Mon-
\dale Bill on lifelong learnmg passed in 1975 makes mandatory the assessment .
. 'of the educational needs of older and retired persons. Age Discrimination
Act which became effective in January of this year will ha sxgmﬁcant impact
on campuses everywhere. Even a quick look at the statistics on aging shows
. the huge growth which can be expected in this older group during the next
twenty-five years. As people retire earlier, those at fifty-five or even fifty will -
face problems of time and leisure now faced by people sixty and sixty-five,
especially as technological advances in medicine help this group to stay health-
ier longer..Growing old will remain an active stage of living, not a passive one.

What can community collegeg do to demonstrate interest in those per- -
sons fifty-five and older who make up a large and currently increasing seg-
ment of the population? First of all they can come up with imaginative oppor- -
tunities to meet the real needs of this group which frequently include flexible
time and location criteria for learning. New programs will have to move
beyond the general current practice of opening the campus to “golden agers,”
which usually means the use of the library, the volleyball courts (or more sed-
entary activities) and cnroilmg in traditional courses for “€nrichment.”

The agxsm syndrome in this country has created a constellation of prej-
udices and opinions concerning elders (those -persons sixty years and older).
Agism terlds to create and reinforce false stereotypes about cértain modes of
behavior, which are considered “correct” for them, such as the fact that elders
can't leagrn; are interested only in entértainment and are therefore to be set
aside to forage for the remnants of their lives like old cattle fenced off from the
herd. On the contrary, most elders are perfectly able (many times eager) to
meet rigorous intellectual demands and need to be offered classes and courses

* . which involve psychological, personal, and occupational needs related to their
stage of the life cycle. Allen Tough's studies of adult learning (1978) indicate
the extent to which adults of all ages are engaged in self-directed learning
activities. Reducing or eliminating fees'is fing, but there is more to meeting
our obligation to these special people than that. Inviting elders to eat in the
cafeteria, use the learning resources center, the physical activity facilities, and
attend classes free is not sufficient commitment to satisfy our collective.con-

LN
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science. Other areas of concern include pensions, social security, investments,
legal services (wnlls frauds, obtaining nghts), physical fitness pmgfams, infor-
mation o8 aging itself (death and dying), crisis management, nursing care,
and so on In addition, for those “younges” elders who are facing the ciosmg«
outofa pmductwe working life, there is great need for retirement programs in
order to tackle such related problems as lack of role definition, retirement
shock, retirement and housing, retirement and spouse, and retirement health
and nutrition,’to mention just a few'of the more pressing ones. It is not incon-
ceivable that many of these programs will have to become a part'of the institu-
tion's “road show” as the idea of the “community as campus” beckons a respon-
siveness which is less tradition bound and more ecumenical. ’

» .»

é

Some comimunity colleges, affirming the exigtence of college level. .
learning resulting from prior experience, have developcd delivery systems to
provide lifelong learners with opportunities to demonstrate competencxes
which may lead to credit and credentials. Assessing prior experiential learning

Ais not new, but few colleges provide & gamprehensive and flexible system. At °

Sinclair, any student may enroll in Portfolio Dcvelopment and portfolio fac-

ulty, work with students across all disciplines of the college and in several loca- |

tmns, as courses are scheduled to 'suit:the needs of the students, both on the
main campus agd at neighboshood centers.: Portfolio classes begin as group
sessions’ and therN\pecome individualized as students arrange appointments
with faculty when they find it necessary to discuss particular problems related
to development and documentation. The entire prior learnjng portfolio pro-

. gram is tied into the credit system at-the College. Students receive credit for

the portfolio development course and additiomal credit when evaluating fac-
ulty agree that previous learning meets instructional requirements: ‘

e

: : ’
Reaching Bey&nd the Campus .

Another outreach opportunity for community college portfolio dgvel-

opers is to conduct prior learning portfolio classes at businesses and agencies
around the ¢ity. Sinclair-works with employees at private and public agencies

‘such as Inland, Wright Patterson Air Force Base, and United Way, to help

them identify prior learning at the college level. This learning is described and
documented through the development of a portfolis which, like the portivlio
process described previously, may lead to thy granting of course credit..Such
programs take the campus to the community in ordéfFto make this aid to life-
long k‘armng as convenient as possible for adult students. Agais, thesgoal is to
provide time and space for students who might otherwise not be able to con- .

form to rigid time and (1(1% schedules required for on-campus learning,

L]
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oA further w;y to cement relationships k;etween acédemi; and business,
industiy, and service communities— which again reflects the idea of time and
space flexibility~is to provide specially designed educau\on relevant to those

needs and to the times in which we live, such as experiencgs planned at differ-
ent times and i m different places*on site: the off-c pus. In order to

determme the need, faculty can-be given release time to make contacts with.

commumty pragtitioners concerning their special requirements and to develop

| _other off-campus actiyities. Programs like this tend to strengthen relationships
" between campiis and community and provid€ the teachers involved with a

i

I

pool of resource people whom they may bé able to use as guest lecturers and ¢

- whont the college may be able to recruit as adjunct faculty. Such a program is

in the formative stages between Sinclair and Monsanto Chemical in Miamis-
.burg, Ohio. The success of this kind of program depends on educational insti-
tutions realizing that it is academically -ethical and economically prudent to

E <theu- long-term interest to serve the scgemal needs of the broader commumty by
eencouraglng ﬂexlbzhty in program‘des

ign and service. -

l.eammg eontracts foul.iiélong Leamem . . -

.

solving, and thinking, never strong parts of our educational system, have been
downgraded. . . . At all levels of education we have now ‘an intense effort,

- perhaps reacl‘ugg.xts pcak in college and _graduate school, to pmgram people
k

with predictabls nowledge in the same way oiir computers are programmed. _

Educauon emphasizes a lesser functxon of the human brain, mepory,
hﬂe relatively néglecting its major functior, !hmkmg (1969, p. 35).

If tommunity college programs arg to §ttra€t an-increasing body of tife-

long learners, they must be concerned with experiential learning, with person-

-

R A co§ment by Wn!ham Glasser in Schools Without Failure expresses a -~
\concem which clearly leads to a rationale for a program of individualized
~study and its nontraditional appeal to adult learners: “Today much-of what we
" <all education is merely knowledge gathering and remembering. Problem

alizing education, with Ioosemng external m'htrol,s, with flexible time and .

place requirements, with proactive learning, with affective: development of the

ing skills involving career research and counseling, values clanﬁcanon coping *

- students, and withJurthering the development of a host of other lifelong learn- -

with change, and other relevant topics.-It is very important for these programs .

to encourage a balance of cognitive and affective development to promote con-
fluent learmng withvmore agsurance than the traditional appma(‘h with its
heavy emphasis upon memorization and feedback, lockstep group actlvxty,
and little or m&rginal student teacher interaction.

In many external degree programs the leaming mntra(t is the pivot upon

whlch the idea of individualization turns. Learning contracts allow the student -

to mﬂut nce the lear,l}mg to a great degree..ldcally th:s mﬂueme’w:ll reflect the
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student’s learning style so that he or she can capitalize on modes of study most

productive to lasting knowledge. Some students learn best through avid reading, -

research, and writing; others find learning more meaningful when it is largely
experiential, where reading is balanced with interaction with human resources
in and beyond the cpllege. The best 1earmng contracts are those which provide
options and are designed to capitalize on the strengths and minimize the weak-
nesses of its creators. In  many programsof this kind learning takes plaee through
the veim& of a contract involving the student, a faculty facilitator (sometimes
called a core faculty), and perhaps several teaching faculty (sometimes called
mentors) who approve the contract and make final evaluation for grades and
credit. Core faculty work independently.but closely with the student to assist
him or her in developing contragt components, to assume a student advocacy
role with mentors, and to pmwde multidimensional support aimed at success-
ful student growth. Learning contracts normally focus on three'areas: (1) objec-
tives or competencies to beé mastered, (2) learning activities keyed to that mas-

- tery, and (3) evaluation of the products of the learning activities to make sure

learning has taken place in terms of the course ubjectives.
A learning contract might best be envisioned by comparing it to a class-
* room expcricn&. In a typical classroom setting for a course in marketing
management, students listen to lectures, read assigned chapters in a text, may

explore some additional resources such as the Journal of Marketing, take tests,:

and perhaps complete a project. But all of this is done in a prescribed time
frame such as a quarterora semcster, and learmng is not self-paced, but lock-
step.

A learning contract is an indis}idualizing experience and, depending
upon the scope of the project, time-flexible. The marketing student may or
may not read the textbook, but may opt to explore parts of several recom-
mended texts, delve into periodic literature with a focus on certain industry-
related marketing problems, interview two or three marketing managers to
find out the key issues.in current marketing practice (such-as the effect of

" rapidly rising gasoline prices on distribution cost effectiveness), do a contrast
y £

paper on the marketing‘strategies of three different kinds of goeds retailers, or
arrange for an internship in the marketing department of a local manufac-

-

turer. These learning activities, articulated clearly in the contract, and related

to course objectives, lead into a varicty of products for evaluation reflecting
the reading, the interview experiences, the internship and the rich body of
experiential learning which has resulted from a panorama of resources. There
is increasing evidence (Tough, 1978) to suggest that such intense and highly
self-directing activity produces learning which is deeper.and mare permanent
than that which is “taught.” K. Patricia Cross talks about the distinction
between adult education and adult learning, deﬁningfaduh education as being
concerfied with providing instruction for adults, whercas adult learning

emphasizes the facilitating of learning:
p . g g
. < -
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Following this distinction, the supporters of adult education are

defined as those who work toward equal opportynity and the improved

access for adults. . . . Their emphasis would I:éon getting adults into

an educational system (offered by industry, churches, and community

agencies as well as by schools and colleges) that mainly provides group
instruction on either a credit or noncredit basis. .

Ve The advocates of adult learning, on the other hand, would bend
their cfforts toward facilitating individual learning on any topic of
interest to the learner, through providing mentors, learning contracts
anddearning exchanges, counseling and advisory systems, and the like.
They would give relatively little attention to providing access to
instruction and certification and relatively more attention to helping
people plan their own learning programs (1978, p. 1).

Programs at Community College of Vermont and Sinclair Community
College offer alternatives to “instruction,” placing the learner central to the
institutional process by offering contract learning which allows considerable .
sttBent influence over learning activity, thus “facilitating individual learning”
as contrasted to group learning in fixed time boundaries. Bloom’s theories of
mastery learning have relevance to this form of learning activity. The self-
pacing nature of most contract learning supports individual differences and
does allow for the time factor to play its part in mastéring competencies. In
addition to the cognitive improvement possible through self-paced learning,
the possible improved self-concept as a result of success (the affective area)
made possible by self-imposed time frames may be the most important contri-
butidn to furthering a love of learning which can last a lifetime.

* Cross reports that one of the most important findings from the various
studies of adult self-planned learping is that adults simply want to have more
‘control over the learning process and, therefore, choose self-directed study
over formal classrcom instruction. The Penland (1977) study confirms what
many educators are now beginning to take seriously: the adult learners want
to use their own learning style in a format which provides for self-pacing.

£

)

Two Examples of Contract Learning ' ‘ -

At Community College of Vermont students are offered an associate
degree in which they dgvelop individualized study plans, or contracts, focus-
ing on their areas of competénce. Each student works with a trained instruc-
tor-counselor who helps him or her to assess what each has learned and wants
to learn. Jointly thestudent and instructor plan ways*to reach learning goals,
implement tht plans, and evaluate the new learning. A local review committee
composed of the student, a community practitioner, a teacher, and a College
stafl inember works closely with the student and counselor to guide and to val-

- 7




idate the learning contract. Such CCV programs identify certain competen-
cies which have to be mastered, but they do not specify how they should be
- learned. This provides students with a wide spectrum of choice in creating
their own curriculum. Learning from prior experience, present employment,
academic courses, independent study, or volunteer service may be used to
focus on degree requirements. Nurrative evaluations are provided and the
degree is awarded when the student has demonstrated mastery, of the skills and
knowledge defined in the study plan. At Community College of Vermont
there is no time hmlt set for degree completion as the program is self-pacing
and is designed to fit the student’s learning style.

At Sinclair Community College the College Without Walls program is
offered to students in management, marketing, mid-management retailing,
labor studics, psychology, sociology, early childhood education, and fine and
. commercial art. Seven core faculty work with thirty faculty mentors (teaching
faculty evaluators) to assist students in planning and implementing learning
activities and in designing forms of evaluation. At Sinclair Community Col-
lege, competencies already are defined by the College, so students have i input
at only two levels of the contract: learning activities and evaluation.

Under the Sinclair College Without Walls program it is intended that
learning must be a dynamic process, a process where students are invested
with the major responsibility for learning. Students are offered these basic par-
ameters: " S

1. A fluid concept of time which allows for scli-pacing and the possibil-

ity for broader and deeper learning. -

. 2. A variety of potential locations for learning such as in the home, on
the job, in the trommunity, in service to others, or in other educa-
tional and learning resource locations.

-3. A variety of evaluation possibilities including on-site evaluation,

reflection papers, simulations, role playing, as well as the College's
“newly developed evaluation of .prior learning process.
4. A breadth of resources beyond the Gollege, including expert opinions

of community practitioners, area university and college instruction, -

city-wide learning resources, ficld experiences, traditional tests’and

reading, audiovisual materials and \modules available through the

Dayton/Miami Valley Consortium of Colleges and Universities.
For further exposition of contract learning, read Susan Mancuso's article,
“The Community as the Classroom — Contract Learning in the Comnunity,”
in the Summer 1979 issue of CAEL Community College Newsletter.

What Does It Mean for the Future?

Ronald Gross (1976, p. 15) believes “the alternatives movement in
higher education endeavors to provide other options. It seeks to facilitate

e
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higher learning for people of all ages and conditions of life, relevant to their
highly individual goals and aspxratmns and accurdmg to their requirements
~.and constraints.”

Ernest L. Boyer (1972, p. 8) discusses the problems of nineteenth-cen-
tury models of education reflecting a society which no longer exists: “This
model of the self-contained campus~— well-rooted in the circumstances of the
time — has been locked into an iron vise of custom and still forms our image of
the way ‘things ought to be.’ And while our world has been transformed
around us, we still cling to a mental picture of higher education that would
have been entirely familiar to our great-great-grandparents. We are, in short,

in one of those periods of lag, in which an institution evolves more slowly than’

- the society it serves.”
There is no question that millions of Amencans are seekmg new educa-
_tional “products” which mirror the changes taking place in our society and
which are embedded more in reality than in the wispy nostalgia for the old
academy. However, it’s not a question of the good guys versus the bad guys,
the traditionalists versus the futurists, the classroom versus the external
degsee, but the imperative to examine the process, not the setting as the sine
qua non of educational relevance.
New approaches to learning often are a threat to established practices
because initially, at any rate, they are beyond our power to press into familiar
" molds. The question facing community colleges today is not so much the con-
forming process, but the breaking of the molds themselves. Boyer continues:
“The point is that for increasing numbers of college age young people — as well
~as for countless thousands of adults— the external degree approach offers the
alternatives they have been seeking, and that, rather than proliferating end-
- lessly the campus model, we, should create flexible alternatives to match the
need.”

What About Quality Assurance?

The issue of quality assurance always lurks below the surface of any
discussion of nontraditional approaches to learning. External degree programs
absorb their share of flak from the guns of tradition and their case certainly has
not been helped by the unconscionable fly-by-nights who have perpetrated
their fraud upon the trusting. I mentioned earlier the fear of the abrogation of
academic standards. It is not so much the threat to “standards” which new pto-
grams present —unless the word “gtandards” is defined as clearly predeter-
mined curricula for eighteen- to twenty-one-year-olds who live on campus and
follow historically determined programs— but the opening of options to pro-

vide relevant, individualized education for students of all ages and conditions

of life. '
' Tight standards of achievement can prevail with the new egalitarian-

~

o .
~



66

ism 50 long as the monitoring of the work is done by teachers who prize the
diversity which individual differences produce and who will measure each stu-
dent’s performance in terms of the progress being made toward stated learning
outcornes as they would with any other student.

So flexibility in program and delivery is not automnatically one side of
the equation of failure. Such programs must provide for quality assurance, of
course, and from our experience with the College Without Walls program at
Sinclair Community College we know that it is possible to provide flexible
programs of directed independent study with exemplary student performance
in a very high percentage of the cases.

Boyer puts it rather well when he says (1972, p. 8): “It seems to me that

the ‘quality’ of an individual’s education depends upon four fundamental con-

ditions: (1) A student with a motivation to learn; (2) Teachers to channel that
motivation toward clear educational objectives; (3) The availability of resources
adequate to achieve those objectives; and (4) Rigorous evaluation of both the

. students and the institution to determine how well those objectives are being
~ achieved.” He concludes the article with the following statement (p. 8): “The
individual campus is coming to seem le&s like a fortress surrounded by its

moat, and more like a supermarket of ideas, a library with easy access, or a
base of operations to coordinate learning, not control it.”
One may add an “amen!” to this because it is clearly important to real-

ize that the exciting variety of nontraditional opportunities available for life- .

long learners are important pathways to knowledge and self-fulfillment, not
trolls under the bridge of the traditional educational process.
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Jormulas, and cooperative golicies for colleges, communities,
e business, and industry musl be revised in order to advance

Lifelong Education:
The Cntlcal Policy Questions

Jamigon Gilder

Community colleges are one of the nation’s best resources for serving lifelong
; learners. They are convenient, flexible, responsive, widespread institutions
with a successful history of services to adults. More than any other postsecond-
* ary institutions, community colleges are adapting to change. Their programs, .
schedules, services, and facilities have been evolving along with their students.
- They have, in fact, been the primary access to postschool learning for many
. groups of people, and they have done a very good job of helping them,

Our policy framework is one important area where we-still need to
catch up with the times. The policy framework includes funding legislation,
board regulations, accreditation guidelines, financial aid rules, new program
development procedures, and other “guidelines” we use in decision making.
Many operational policies for community colleges were legislated, however,
when new community colleges opened at the rate of one a weck. And twenty-
year-old policies don't suit today’s students or today’s colleges.

Many of the now common programs and services for lifelong learners
appeared in spite of a restrictive policy framework, Evening and weekend
‘courses, television courses, daycare fervices, credit for prior leaming, and -
_cooperative programs with employers are examples of community college
developments that serve lifelong learners despite the aging policy structure.
They are being reviewed for needed change and development in a three year

Naw Directions for Community Collsges, 29, 1980 o, 69
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“Policies for foéléng Educatign” effort by the American Assoéxatmn of Com-
munity and_]unmr Colleges. =

Ore activity oftthe Policies for Lifelong Education prdject was to con-

- vene a national dssembly. Thie assembl oped a series of forty-five action

recommendanmis to advance life ‘ on. It also adopted the following
statement on theé needs for learning (Gilder, 1979, 111-112):

Lifelong education is moving from theory to fact for increasing

.~ numbers of persons in our society. The growmg complexities of earn-
ing a hvmg and being a competent participant in the community are '

_ making this development a necessity. It is no longer feasible to plan on

a period of educauq&tﬁat extends only through the late teens or early

twenties to carry us ugh life in the latter part of the Twentieth Cen-
. tury. If our lives are to be fulfilling, if our communities are to be liv-

able, if our industry is to be productive, if our society is to be healthy,
we must have the opportunity for education threughout our lives.

Our educational system has developed many instruments to
meet this need: schools, colleges, churches, libraries, museums, busi-

esses, unions, the Armed Forces, and other agencies have developed

responsible educational services. Education in the arts and sciences,

ed®eation for occupations and for leisure, are becoming available to

- more persons, in mo places, and at more times. Usefuil patterns of

cooperauon among providers of these services have developed in many
instances. :

The policy framework, however, has not kept up with the devel- -
oping needs and the variety of responses. Laws, regulations, guide-
lines, directives, funding formulas, and other elements that make up
the policy framework need to be brought up to date —along with' the
data and attitudes out®which such policies are developed. The chang-
ing demography and lifestyle of our sofiety must be recognized in edu-
cational policies and practices. Assessments of educational needs, coop-
eration among agencies must be facilitated, not frustrated, by'the poli-
‘ries of public or private agencies.

- We believe the leadership for needed changes sh()uld be initi-
"¢ ated at local levels through assessments of local needs for lifelong edu-
. cation made cooperatively by the institutions and citizens concerned.

The support of public and private agencics and of local, state, and fed-
eral governments should be sought through unified action based on
well-documented needs and priorities. |
i
Recommendations of the Assembly were, arranged by target groups
and were directed to individual colleges; AAC]JC; local, county, state, and
federal governments; and the private sector. Fullitext of the Assembly report
and its background issue papers are published elsewhere. This paper com~

) 1
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ments on the coritent and categories of action needcd rather than the target
‘groups named earlier. . .

Seven basic categories of effort emergcd to encourage and support life-
long education:

1. A call for strong support statemems-—wxdely adopted ‘and distri- -
buted — that lifelong education is a basic human right and a national capital
assct. Community colleges and other lifelong education providers need to be ‘
clearly recognized for the nature and stmngth of their support for adult learn-
ing opportunities.

. 2. Fundamental change in both the mission and structure of adult-cen-
tered institutions. Analysis and development of enabling legislation, gover-.
nance, and operations policies will be needed. These aay involve changes in

- administration, scheduling, credit awards, financial aid, faculty composition,
facilities, and contracts for cooperation.
' 3. Expansion of collaborative 'linkages with other providers. Thxs
cooperation and linkage can occur at several levels (Iocal state, or federal),
butit may be most important at the local level. Without the give and take that
makes new resources available and expands opportunity 1o more learners,
_fundamental msmunona}‘mhange will be little noticed. Trustees will play a
', crucial new leadership role in establishing these linkages and coﬂaborahve :
(elatxonshxps with their peighbors in the community.
( 4. Improving local assessments of adult learners’ needs. Public hear-
. ingy were suggested repgatedly. Other techniques include community forums,
ongach mailing reseaKdnrect neighborhood contacts, and interviews with
' studer\;s Program prioriges and- activities, should better reﬂect the ﬁndmgs of
local as?éssment :
Adjustments in the fundmg methamsms whmh support hfelpng
education, Expanded or refitted fuhdmg fon;nulas-—‘ well a5’ cnl}n%ly new

\financing patterns—will be. needecf to serve. both ‘the: new clientele and the ' . |

“new” institutions. State legxsiatxv ’general fund appropriations driven by old
- FTE- or ADAbased formulas ne{ed to be adjusted. Good cost benefit research
will be needed to establish’ less restrictive funding mechanisms. .+
6. More «rccagmtxon and acceptance of the: increasing. rol¢ of labor,
business, and mdustry in lifelong educatmn Most adult lives are job centered,.
and the employer provides life enrichmient. opportunities as well ‘as a hvmg
Searching discussions .are needed to undersxand which prov:ders play which’
~roleg in adult learning and developmént.’ - A :

' ' 7. Continuous affinmation that full eqmty and equal aCcess are central
- goals of hfelong educatign. One standard to measure our progress is the extent
- to which we can “emppwer our consumers.” is will reguire a gxtater under~
standing of adult learning and processes. w ch enable individuals’ ta know

-+ more about themselves—about who they are, whm they want, and what their
' -~ own responses and reactions are. Moreover, we should anticipate these needs

| _ in the context of the qnumgi demographic revolution around us. The popula-

Y
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tion will be more ag.ed, there will be a decline in fertility, woriren learners will
increase their numbers, and there will be substantial increases in the number

72
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of American minorities. For instance, there will be fifteen to twenty million

Mexican-Americans— with adult learning needs and equity rights. We can
already begin to plan for such n

Vigorous activity in each of these seven areas is underway at AACJC
and by many members of the Assembly Since this volume is entitled Serving
Adult Leamers, 1 will concentrate here on efforts and recommendations aimed
most directly at learner services, commenting on the seven categories above.

Support Statements

Assefhbly ret;on;xmendea “that strong support be given to the cur-

- rént national policy stated in' Title I-B, Section 131 (8) of the Higher Educa-

tion- Act which states: ‘Amerigan society should have as a goal the availability :
of “appropriate opportunities for lifelong learning for all its citizens without
regard to restrictions of prevmus ‘education or training, sex, age, handicap-
ping conditions, social or ethmc background, or economic circumstances.’ ” It
also asked “that support be given to the concept of lifelong education as a

-means for all citizens to develop competencies which will enable them to live

productive and satisfying lives.”
Also, a Bill of Rights for the Llft.long Lea.rner eloquently described
ideal opportunities to enrich our lives:
1. Every adult American has the. nght to continue to learn throughout
life; ‘ !
2. Every adult American has the right to equal opportunity for access
to relevant learning opportunities at each stage of life;
3. Diversity and access to education opportunity are important to
democracy in the United States; ‘
"7 4. Any index of the quality of life in the United States includes oppor-
" tunities for growth and self-actualization as a right of the learning,
society;
5. Neither age, nor sex, nor creed, nor ethnic backgmund nor marital
status, nor disability should create barriers to the epportunity to con- -
~ tinue to grow through participation in organized learning activities;
6. Coping, living, wurkmg are dimensions which exempllfy the range
of learning needs of the learning society;
_7. Public investment in the learning society is an investment in human
capital and in the human condition.
. 3

Mission and Str{xr-tural Changes

Community colleges are very conveniently positioned to deliver
needed services at the community level, and lifelong education is becoming
one of their primary purposes. The Assembly recommended:

¢ h Y
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That community colleges make an inst'ifu_t‘ion-wide commit-

ment to lifelong education, Institutional policies should reflect this

institutional commitment. Policies and practices that are barriers to
lifelong education should be révised.

. . That community colleges collaborate with other community

agencies to define the clientele to be served through lifelong education,

to shape educational programs to meet consumer needs, and to provide .

access for all clientele into appropriate programs.

That community colleges seek private and public funding to
enhance the professional development of counselors, faculty members,
and admm:strators so all staff may better meet the nt:eds of the adult
lgarner. =

That faculty members be aware of the roles they play in regard
to lifelong educatxon and receive special training in working with aduh
learners. :

~ There is a growing consensus that lifelong Iearning/ﬁs an accepted and
appropriate activity in our society. Community colleges appear to be the “logi-

cal conduit” for lifelong learning: There are 1240 community colleges in the

country, and they are located in 426 owl of 435 Eongressional districts. There were

four million credit students as of the opening fall enrollment in 1977. Their -

average age is twenty-seven years old, and there are over 3,500,000 people
involved in vther community service programs il these institutions.

Citizen interest in receiving.services and institutional responsés have
grown so fast that, to some extent, public support, institutional capabhilities,

and professional know-how have been outpaced. Management and staff, in -

many situations, are learning how to provide new services, in new locations,

under new arrangements, as they go along. Successful models and expenences -

need to be shared and. disseminated.

The Association itself is also changmg and expanding. At its annual"‘-‘- '
meeting in 1979, the Board approved the expansion of membership eligibility .
to regionally adcredited proprietary schools. This brings the services and pro- - T
grams of the national association to thousands more leamers than in prwmus' N

years. /

Plans are underway to follow up the nationa_f ass’embly with_ a sei*ieS (_)f'

four state assemblies during 1980 and 1981. These asseimblies will develop Jar-
ther recornmendations — more specific and detailed — indigenous to'the phrtic-
ular state given its history of traditions'and services. Sites will 'be seledted for

the regional assemblies that offer prom:se for practical réview of problems and

recommended solutions as well as guxdelme -practices to be encouraged.
Preparations for change are also occurring at the state leadership Jevel.

Governor James B. Hunt, Jr. of North Carblma wrote the opening staternent

for the national assembly. He also sent its rt‘poﬁ and recommendations to the
othey forty-nine governors with a letter calling.on ‘them to establish specific
task forces to enhance lifelong education opportunity.
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To expand the planning for change, AACJC will initiate a large

- national series of community discussions (using forums, hearings, and other .

- techmqum) in the fall of 1980. This process will contribute to wider citizen

involvement in determining the future mission of the cammumty college and
services to lifelong learners.
7
Y
Expanded Collaboratwe Linkages "

Sharper definitions of funcnons—-along with'a clearer picture of the

~ “total task and possible strategies—are needed to increase cooperation and to.

expand community hnkage The Policies for Lifelong Educatmn Assemhly

. recommended.

" That the AACJC give top priority to giving leadershxp to its
member institutions in order that they may become institutions for life- -
long education. The member institutions should be encouraged to
cooperate with other institytions ‘and agencies in their communmes in
the development and delivery of lifelong education services.

That college presidents take the initiative in bringing together
community representatives from all organizations and institutions
which provide lifelong education experiences and that the various
groups join together to sponsor a commumty educatmnal information
center. :

That commumty college trustees familiarize” themselves with
Tocal needs for lifelong education and provide local leadership in the
development of policies to facilitate lifelong learning services. Trustees
should aléo help interpret the services to the community to help build
suppor? for them
Because we have as a nation tried to solve our past problems with big -

government and with big scale institutions, we do not have smaller associa-
tions which can mediate between large institutions and individuals. A very
fragile and critical element in American life is emerging—a phénomenon of
peoplt associated with gne another in neighborhood organizations and in
neighborhood identifications. This is not a framework of large scale institu-
tions. It presents the question of how to transfer both the resources and
authority to voluntary neighborhood associations so that people can begin
working directly with problems that trouble them (rather than more strength-
ening of large public and private institutions). We need to design programs

- that empower individuals in local institutions rather than big scale institutions

and governments already in place. Unfortunately however, many of these
smaller scale institutions require vital technical assisthnce; they need full-time
community organizers, and a permanent organization which can endure the
peaks and valleys of daily problem solving. Perhaps there is'a role to be played

L 81
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by large scale institutions'in providing such t%i:hmcal ,éssmance in a hands-off
" style. Another role hich could be played by the large institutions in order to -

mediate between institutions and individuals would be to dcsxgn a new struc-

ture which would encourage and harness individual participation in neighbor-

hood improvement for the quality of life. Collaboranve hnkages described
here could provide such a mechanism. 3
The Policies project also conducted a survey of existing cogperative

~ arrangements’at a random sample of community colleges. Findings show -

thiat— for 134 colleges included —~there are an average 99. 6 cooperative activi-
tiés already developed at these colleges’ '

. Trustees are assuming significant new leadership roles in establishing
community linkage. A distinguished panel of trustees at a recent forum called
~for mor& trustee involvement in coordinatio among local agencies and devel-
opment dt: cooperative programs (“Lifelong Larning,” 1979).

. - w -
Local Assessment of Learning Needs o

[ : .. e

Lifeléng learners are also residentggsf a local neighborhood; Sfud_e'nts ‘

do not travel long distances to take advantage of lifelong education. They
attend the community colleges partly because those institytions are close to

home. This knowledge will help community colleges to conduct community
needs assessments, to understand the local neighborhood, and therefore to tar-

get the learningtopportunities more precls@y to the needs of t.he students. Thc
Assembly mcommended ,

3

That the AACJC make{evex;y effort to.communicate operi]y and v

directly with the leagners and sglicit their recommendations as policies
and procedures on lﬂ‘felong education are developed.
That community colleges join with other co{nmumty organiza-
tions to sponsor local assessments and other activities that will result in
a current picture of unmet lifelong educational needs. Implicit in this
recommendation is the belief that community colleges can work with
other organizations to solve social problems. Mpreover, community
colleges should develop programs which respond to the identified needs
of specific segments of the populaticn such as the economically and
educationally disadvantaged, minoritics, women, older persons, and
physically handicapped. , N
That community colleges cohperate with other community
/\ agencies to conduct hearings on lifelong educationggnd how to best
meet identified needs. Recommendations- should be made known to
the a Jprppnate community and political leaders. |
That educational agencies reexamine their mission and service
priorities in light of changes in society in order to better provide for the
needs of new dienteg‘:
"

- -

§2

such as older and' part-time students. These

j a2



WL e, agencxes should eooperate in eonducmfg mmpmhenuve commumty\,
e _needs assessments. *

e o That all agencies, msututxom and ifidividuals ctmcerned thh
o, the delivery of lifelong education keep in mind the needs, of the educa

' -, tional consumer and that the-gonsumer of educational services be con- -

s ., sulted regularly regarding. programs of lifelong education. Consulta-

«. ., - tionshould take- place prior to the development of courses; programs, |

. or other activities whxch wﬂl mﬂucnce the hféong education of the

e Succcssful _'nceds assessments can help adult 1ca,rpcrs overcome
' ' hamers t6 their cintinued academic, personal and career development The
o charact:nsncs of adult students tell us that the adult part-time studonts are the
"+ largest’ growing ‘sector of “the educational system. They are placing new
" demands on existing institutiens and creating needs for develpment of new
~ +.ones. They afe gncouraging the creation and dcvelopm.ent of nontraditional
' ‘programs ‘and approaches to teachmg and learning.®Although thos¢ who -
‘ already have the most educatiori continue to get more throughout life, we can
. > do more to improve accessibility for nearly all learners. 5
S . To prepare for such needs assessments, dctaxled mfarmatton on adult ‘
. enrollment and characténst:cs of adult lcamcrs ¢an be obtairted from" the
P NCF.?data on participation in adult education in 1975. The following dafa
' -+ were taken from computer runs from thése tapes.. (The 1975 data are the latest ..
data available from NCES.) There were 1.5 million students enrolled in addlt
programs for credit ig two year institutions in 1975. Mmb in'fact 69 percent;.
were under thxmrrfour years of age, and 8% percent were white! Sxxty percent of
© .- thestudents already had on to three years of college, and 75 percent had over.
... . $10,000of Income.’ E:ght out of ten were currently workmg, and 52 percent
o wese enrolled in courses for hxgh school or college tredit.-In the matter of pay-
o ment, there were 64 peréent whu made payment ¥ither by themselves or from
" theirfamilies, 10 percent who were paid for by an employer, and 76 percent
e . who were paid for by public funds. One of the surprising findings which may . .
rcﬂect the fi\g«year change in the nation’s value from 1975 to 1980 is that tl’lcr‘~
. 1975 partxcxpatmn data show only 1.5 percent (of the students enrolled'in two
) year coileges outlined above) who were enrolled in courses involving current
« issues,” only.5 percent were n;wofved in personal and” famxlﬁ living courses,,
. and only 2 pcrcem in social and recreation cputses. This présents a strong con-
“  trast to the 52 pen@ enrolled i in general €ducation for credit, the 10 percent
.+ enrolled for' prof sional oci:upatmnal irmmng, and the 20 percent enmlled for
; ; technical otsu atna) training., -
- A « The mxlhon students noted abo/c who were enmlled in-a“cregit.

-
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country who, Awere pamcxpatmg in adu!t ‘education. ‘Overall. the report - -

-, peurse in a tyo year coﬂegc in 1975, represent a small fraction of the adults in
: /&WS that 17 million peopie or { 1.6 peq:em of the ovcr-seventeen year-old

‘ \ @ l.‘:
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populatmn were pamc:patmg; 2.1 ;220:: of these were enrolled in a credit
couyse in a four year college; 1.5 million, as stated above; were enrolled in a
_ two year college We can assumc that the remamder were - enrolled in non-

 credit courses. The trendssince” 1975 have continued upward i m the arm)f
noncredxt snmllment These may bc due to fee changes, restnctxon fi

conﬁdence in academi¢ work. One of the pahcy smplicationsiinflifelong learn- .~

-ing is'the credit and noncredit-axis. What are the responsibilj

" social policy to deal with the learning needs of agults whether r.or not such

* Jearning may carry ‘with it the tradmonaBy assocxatcd acadcmm credlt towards

. a recognized degree? |

o
-

s

~ Inlightof these questions, it igfascinating to examine the reasonis given ‘
by students dropping cqurses after they were enrolled for credxt at two year col-

leges. The mgstfrequently cited reason for dropping a course was that the course

was disappointing or teo demanding. The second and third reasons why stu-
dents dropped wcourses involved illness of themselves or-their family, or -an
ovemmwded personal schediMe. These statistics tell us something about how

" we’are not meeting the needs of adult students. We are presenting courses that

-

‘do not meet their expectations or which are to6 demanding for their existing .

skills.. We are not ‘providing énough flexibility — with the result that-an illness
Jeads to dmppmg out of a cburse.. And second, we are preventing them from
‘integrating a learmng opportunity into the other complexities of their hves, |
and presentmg a course which provides too much to do leads to drOppmg aut.

Ohe-of the distmgu:sbmg ‘characteristics of adult- learners is their
mvolvement in a significant nymber of otler activities besides learning itself. )
" These include marriage, child rearing, work, and comrmunity affairs, This'cah

. be expected from the characteristics of an adult learner who is usually between’
the aes of twenty- five and forty, and in at least three out of five cases is a

. woman. The life circumstances of the adult learner preclude giving 100 per-’

cent of their attention to education. They must8omehow fit time for their edu- -
cation .and learning expenenccs into a cumplex situation of many other

. . ~

respom:bxhncs “)

For the most part, these adult learners say they are %ekmg greater self- .
knowledge and greater self-awareness when they return to institutions. They
. arerinterested in learning more about thernselves, about life coping skills, and-

" in gaiffing an understanding of the world in which they operate. The literature

in adult development would predict these needs for adult students. The body
of rescarch in a&{uh development s;hows that there is a need to gain greater

contrdl of one’s life dnd to réalize one’s full poteﬁtm] and that there is an -

increasing drive toward" this goal with advancing age. One of the manifesta-
-tions of this. is that we find studerits trying to fit’ Ieammg expenenccs into the

: com,plex life patterns desgribed above. | . <

. Despite’a very strong mmwanon to refugn to coi}"ege ) order to learn
rhore about t}gemselves, many of these very spudents are the ones most under-
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A ‘prepared to face the demantls of a new education. They have eighth and ninth
B ~ grade reading levels and are unable to master the basic computation skills and
writing necessary for the learning they seek. There are 57 million people who
have not completed high school. One fifth of all aduits are functionally illiter-
“ s . ateand 15 million of these have less than an eighth grade education. This sub-
. "7, population presents very specific problems and policy options in-development
L " of lifelong education. They also présent the needs for resource sharing, coop-
« s, . erative linkages, and intergroup cooperation. 3
T (‘ .+  The institutions are faced, therefore, with a need for a very sensitive
el ""“intake mechanism for such students and for an ongoing support structure.if
N ~g( they are to be encouraged aqd nurtured. The availability of both counsehng
R ‘.’md support networks is especially important to adult learners, ‘One other
S “vinportant aspect to provide for such students is an opportunity for cdreer and
life planning. Studerits often prepare portfofios of prior learning-in ordef to
AR qbtam credhit for expenennal learning experichces. It is very important to note
“that the significance of such a portfolio can'be much greater in the learning
outcorne for an individual student than the token credxts which are often
v, received for such a process. -t
:‘ ' ." ' To' follow through on the Assembly recommenda.nons loca] pubhc ;
heahngs are being conducted on the necds for services and programg to serve
. the lifelong learner. An early set of these hearings at Central Piedmont Com- _
mumty College in Charlotte, North Carelina,” was televised by ETIV (the
locdl education- TV station) and broadcast live in North Carolina. Also avideo
, ‘cassette synopsis of the hearings will be prepared Yor sharing with other com-
T N .munity colleges undertaking a learner centered, outreach, local needs assess-
-7 > "viment process. This technique allows any adult citizen to be heard, any need to-
" . be expressed, and any program or service to be suggested in a neutral situa-

sy o < tion. The heAsings are one way to provide for participation by nonstudents,
Sl v, place- bound students, and othcrs whaq might otherwise have yestricting hmita-
' . tions, ‘ ‘

N . * s L 4
l\“ . N .

1 Adjusting Funding Mechanisms, | ) |

. < ' v —_— ) . ' .
e i, ~ Translating the concept of lifelong education into legislation and bud-

getary suppqrt is a path with many pitfalls. Maintaining the equity balances

" while adjusting finance patterns is a delicate process. But to start, our best pro-

. fessionals need to help politjgians and policy makers write .legislation that

, - assures realistic lifelong education opportunity. Legislation developed insthe
next few years will help-to set educational policy for many people for many
years to came. The 1979 AsSembly recommended: '

»

o ’I hat states rhange the current patterns of funding baded on th
‘ ‘ generation of full-time equivalent students. The state should conswlt
T -7 with the AACJC in their efforts to revise funrding formulas.
'0 . . . . . . ’ L]
Q - r . f\ "r) '
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and p(‘.rhd p{ ehm:hatéd ate, wnhgb‘ucrns a,gam}t dnémplq?mcnt insur-
ax:ee bcneﬁcxa;‘ieq enroiﬁqg i cduca'(;maj pmgxpms and restnctwe

RS axvﬂ)ohtxgzs f’lfchmi pqrhcxpauonu ENEE

" “ *) '_ '* g Thay kdefaf l ﬂatm@cﬂelfug gc) llﬁerahze anowablc deduc-
ey txonsfindprovnde topig. tax, fe uctipns for education expen-

};{f- . ,__'“ ,d}im‘ts cyésht n ncmd Vacatxoﬁaf éx’ld avocational programs,

Ny ”Tﬁat' }\mh, akses%ﬁﬁhﬁs dr,'ﬂf?eds then be translated into state-

-

L, menls of gﬁ‘jorities, tha& ca.n ‘be yskd by Pol,lgy makers. The statements’

-

7 of, m‘,qu and”’ pr:ox;xt‘lea should bg’ devgfopcd in cooperation with inter-

. ) ested c‘omfnumty ofga’mzan?ns. The interested organizations should

;,\ ' " unite in‘presenting t stgbtemcnts of needs and priorities to local,
state, and féderal fuhding’ w“‘ffﬁ:f as well as to business, unions, foun-
dations, and othcr rivate agencies that can provide support.

P ge P pPpo

e

n a recent informal survey by Edmund J. Gleazer Jr., President of
the AACJC, 400 community college presidents indicated leading issues con-
cerning them in the next few years: financing, mission clarification, loss of
local controlaand proliferation of specialized accreditation programs. Because
these are such difficult basic issues, considerable discussion and compromise

-+ will be needed. .

' Fiscal allocation and reallocation practices present serious policy prob-
lems. This includes not only the need for adjustments regarding who gets
which funds— but also creating flexibility to accomodate different situations in
different communities. Needs di!ﬁ:r..Resoumé and capabilities differ from
community to community, Flexible financial formulas are needed to make
pussible the fullest utilization of existing resources in a variety of circum-
stances. -

Funding patterns pamc ularly need ad)ustments to allow and promote
the va.nety of useful cooperative arpangements between learning providers.

Still another problenr is the need to demonstrate to taxpayers and legis-
Lxmrs that lifelong learning is of economic value and deserves high priority ina’
tigre of tight budgets. Measures of le “4rning, productivity, and outcomes that
have meaning for the public are needed. Comimunity colleges and 3t§1er agen-
cies oﬁer:ng,hft.long learning must be prepared to report to the’ public the
results of their services in terms that the public can understand and support.

- “Paff-time students are full-time voters” (Weathersby and Jacobs,
1977). They consider themselves primarily as citizens, taxpayers, voters— not
as stud®nts — yet they have recurring educational needs. As an aside, it should
be noted that while people fm‘ty‘—ﬁv'e and older make up more than half of the
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~ clectorate, the results of election research show that' older Americans vote

more regularly than young ones; therefore, the political influence of this group
will be out of proportion even to their increasing numbers and will have signif-
_icant effects on the demands and roles of institutions and programs. And there

are between 275 and 400 federal programs which provide support for adult
learning opportunities, depending on the definition used for such programs.
: In addition to legislative formula change, thef® are needs to improve

tax incentives for individuals who participate as adult learners. The American

Society for ‘Training and Development successfully introduced ‘a tax reform

package to change the IRS treatment of employer education assistance as tax-

able employee income. Further changes in the treatment of pubhc ass:stance ‘
and unemployment benefits may also be needed. ‘

lahor, Budnesa, and lndustty Roles
The corporate world in America has in the past decade become more .

socially responsible. There.is talk about accountability to;employm, 1o custer
mers, to'stock-Holdérs, and to the community. There is also discussion aboup‘

the share of the corporate world in the support of education, culture, a.nd l v '-‘
health, e

Development of new jobs, institutional develapment and ﬁnancmg

development are the future sulijects of business, mdustry, and labor disgus- .- ¢ -

sions with the higher education community. It is important that these groups’
understand one another’s role in providing education—and where and how.
‘they can cooperateswith one another. The understanding and support of the
business sector and the labor sector will be crucial in changing fundipg fermu-
las at the state level (in order to support community colleges as' they offer
learning opportunities to new groups of students). - %

We know that adults rely on education and training to upgrade and .{ '
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refine their opportunities for a better job and a better life. Policy makers from ;:_,’;
all sectors can help. By combining career and liberal arts education, we can

" increase and improve these opportunities by making better use 'of resources -

outside of traditional colleges. Education and training is legitimately occur-
ring in many places outside of traditional classrooms. v

‘Sophisticated new technology will make it possible to expand lcarnmg
and teaching beyond what has ever been imagined. The opportunities are.
enormous for foundations, for the federal government, for the state, for the
major industries, and for the learners themsclves to participate in'an expan-
sion of learning and sharing. It will, however, be important for these groups to
-understand the role which each will play in the overall process of expanding
this opportunity. New technology is very expensive. Collaborative efforts and-
sharing resources will be essential ifkve are to effectively utxhz.e this technol-

_ ogy. Without such cooperation,” we may lose an oppdrtunity to help develop

the economy of our nation and the growth and development of our work force.
The assembly on Policies for foelong Lducatmn recommendt:d
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That thc AACJd Continue its present relationship with the
’7 ‘Nauo Chamfx:f of Cm;im:me and that it work with the Chamber
* and other. hatmna,i qrganizations to develop linkages between buginess
. and cuﬂc;gcs for furthymg lifelong education as a means of developing
o human thpital investment m the United States.
: ! %Fhat, businesz ‘aind/industry be asked to contribute to lifelong
i educanon needs o{wm'kém, especially when such changes as relocation
or retooling of am industry take place. '
'That the dev qlop ent of fihancing of lifelong education pro-
grams be jointly. dlscu by leaders of indystry, labor, and institu-
e tions of higher educatiah.: These disgussions should result in specxﬁc
BN l‘OpOSals that will be mumally suppqrted :
AT . wl'hat state and federal;aggncliés strongly suppm't the position
. that va well-funded lifelong edycation - am is essential,to the
ach:evemem of our: panonal goals- | of ldwbﬁng the rate of inflation,
R mcrt!asmg pmductwnty of workers, and dcgr,basmg unemploymcnt
SR I N R
:;'.‘i Lo Busmesd, industry, and lahoﬂ cbuld dcvelop paxd educational leave pol-
z:".j mxcs, as rccommended 't0 cncoﬁt:agq cmpldyee;s to' remain up-to-date and
actwe W thqxr job-and professxona' developmm}. Important tools are needed
(o~measurc t.hc growth and réturn ¢f em loyce sponsored learningto the cor-
pprslte sector’ and to measure’ the contributioris. ofgcommunity colleges and
' " Ciihm"cducation providers in empi yee'’ developmcm Also, specific projécts
j % "éotld be undertaken (1) to. develop lifelong’educatipn modules for sharing
{ ,’.',) -with mstxtun(ms and cmplayers, {?) m changmg inistrative regulations
'/, that sometimes prohﬂ:nt expansmn 'of learning'd poftunities in local nexghbor-
y 'E ,hoods -and (3) to develop new. rqu umen':ehﬁa policies for institutions that
.'}: A enroll aduit learners ahd ta move awar fmm g ﬂE@A formula to anather
f basm of state funding:;

- “The idea of humaﬁ cép:tél pro,ﬁt was ong-mally conceived b¢ Merril
M. Clax‘k ‘Senior Vite. President for the Academy for Educational Develop-
'ment. Human capua" profit can be thoughit of as a number of talented, trained, -
‘and abie workers in ms,;lcareer ang iate career wilo have been produced by our
free emerpnse syétem "'The challehge is to find,ways and means to invest our
' human capital to, pmmote greater productivity. It is believed that further pro®
duc‘uv;ty will heip m pmducmg more wealth and wider pagticipation in an
economy of dburidance. The future healti\ of ;the corporate sector itself may
depemd on how well this challglge Pf investing human capital is met and how

much it results in pmmotmg greater productivity.
: ()ne of the economic and social questions in the next decade is: How
' “-can the surplus of human cap!ta} .pmf'xt be better utilized for the society as a.
L who.lt}p Human capital can be eroded by allowing career crises to lower work-
sexs’ produptrvxty and- ‘through mandatory and premature retirement policies
1(wl’nch rob thcc;sdnamy of human capital). Business, government, and educa-
“tion prqfess,tonais are concemed that the natmns future may depend heavily
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on our utilizing human capital profit. If we look at our present condition and
. our future, we know we must improve employment opportunities for all peo--

. ple #ncluding people forty-five and older. This century began with 3 million
Americans over age sixty-five; it will end with 30 million; it will increase tgr53

million by the year 2030. There is no way we can support that population ut-

_side the productive economy. Now is the right time to put our managetial
expertise to work on-the problem. - »

There is a central role to be played by the educatlon pmfessxon in the
solution of this problem, and that is in its ability to offer lifelong learning
opportunities to the American work force. The prospect of developing better
careers, secand careers, and third careers is appealing to many employees,
and interest among them in continuing education and also in in-house train-
"ing programs and retraining programs is growing very rapidly. There is also
employee interest in self-appraisal in determining their own abilities and eval-
uating their performance on the job.. Moreover, career planning and life plan-
ning can begin at an earlicr age than they do now,.and can be continued over
the lifespan, Part of what individuals require to develop and gain expenences
are changes in self-image. They have social, financial, and psychologlcal
needs to know more about themselves, their goals, and priorities in order to
* prepdre for a continuing life of productivity. )

Thee seriousness.-of this problem is also indicated by the attention given
by President Carter. He says, “in the next four decades, the number of mid-
dle-aged and older citizens will increase more rapidly than eyer. We must..
_makea commitment now to guarantee that future generations of older Ameri-
" cans will find meaning and purpose in their middle and latter years through
continuing new careers, in employment, thmugh the full exercise of thieir civic
opportunities, through volunteer services in their commumnes, and ;hrﬁmg}\
‘readily available opportumtxes to pursue their vmauona} ‘and educauonal

"Q:-p

The United States has a more able oid’cr popuiation than any,.other

society has ever produced. There are 65 million people in the countiy'whoare ;'

over forty-five years of age according to the Buireau of Labor Statistics. Two
out of every ten Americans (20 percent of the population) are: bdtween forty-™

five and sixty-five and are active in the work force. By the year 2000, their e

number will rise to 57 million people, an increase of 36 percent Anothc’r 23

million people,. that is, 10 percent, are over sxxty -five. They constitute’ dn '

_older, experienced personnel resource. By the next generation, the numbc:m in .,
each group will likely grow to 30 million peoplc Asaresulttof, uur mucasmg
lifespan and our-declining birth rate, we can t,xpe(t that the average age of the
American work force is going to advance. Purthermare this work'force will be
large, well trained, and prmlenwd and thdt umsmutcs 4 Iassive (_dpﬂcﬂ
profit, .

are maintained in the ecohomy, we will have a sertous prubk m with milduan

. .o . i,
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interests.” AR

Unless the skills, resources, and pmdumwty of the,nlder work forcg
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- and unemployment. Whenever the money supply is increased without a corre-
sponding growth of goods and services, there is an increase in inflation. At the
same time as younger and less experienced employees are given professional

« opportunities, it is crucial that older and more experienced employees be
maintained in the work force in order for the productxvxty in the economy to .

correspond to the money supply growth.
Both educators and employers have aln:ady recognized that thenr stu-

dents and their employees are mutually enriched by the expanded instric-
~-tional resources brought together by cooperating. Some of the most effective
collaborative education projects are those that serve adulis; however, -adults
are not usually enrolled as full-time students, and the part-time participation
phenomenon presents certain design difficulties. One of these is the academic
credit.issue. Many of the collaborative education and work projects are chal-

. lengmg the academic credit barriers which operate within higher education. .
Some of the original ACE projects and New York State Board of Regents proj-

ects in evaluating and accrediting noncollegiate sponsored instruction have
been important in chipping away at these earlier barriers,
One of ‘the most significant conditions to establish effective collabora-
tion is a very high level-of support at the top of both organizations. The presi-
"dent of the institution and the ranking officer of the corporation must be fully
-, dedicdted to the success of a collaborative program or it is doomed to fail. Sup-
.. port, staffs miuist be mng to make the counseling, registration, and teaching
changes whig/are neeessary Operating relationships: between the two part-
F Lners must be agreed upon and formalized because institutional identity is at
- mhkerfor both paz"mers as they begm to blur the Imes between their re$pectwe
A1 fornder roles '
1' ‘o Am)ther prat,tlcal issue: s that of counscling. Earlier pilot programs
mcqgmzed the: nét:d {0:; a‘n -site munselmg, whether it be providing basie infor-
matiop, he}px g‘w?th xmpartam decisions about what to study, and continued
: :support gnd sprorial serwees, partmularly for specially recruited target groups.
.- Another practical issire is that of preparing the faculty. In order to teach effec-
' ,,_‘]‘ tively i in collahoranve prpgrdms fac.ulty members must have training in deal-
’ mg thh approaches { for adulrs. '’
. '»Imreasmg the: nurber: and spentrum of collaborative arrangements
-depends upon'a serics of rcma}mng issues.: For program developers, the issues
., include studxes of - dosts arid, bgne}xts of ml}aboranve programs and the effects
’;.,'; of suth programs upon the 1eamers Also, the planning, procedures, and
i expt‘ettd outcomes of suich workieducdtmn programs need further delineation.
«+  For employors thms:mes remaining are: How do.the employers select among
R .qnm;jenpg msmutmna! re%ou?ce%"‘?ow do they provide counseling to their
‘employees? How do théy ‘deal with
+ .o readily accessible funds to pay’ ‘tuition costs in'a reimbursement program?
U . Far(he federal seCtor, the issues ‘are ‘much more complex. Their exist-
mg pohucs on indm:ct costs, and financial aid ditectly discotirage collaborative
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_ ihstitutional relationships. Federal policy for determining indirect cost rates
' actually militate against the development of consortia. Because consortia are
important in developing callaborative programs, the usually lower negotiated
indirect cost rate is a federal policy that directly discourages institutions from
applying for federal grants in order to develop education/work collaboration. -
| Federal policy ori financial aid to less than halftime students deters both -
students and institutions from pursuing and offering joint degree programs.
The part-time learner can rarely handle, more than six hours each term. To
consider enrolling in two institutions simultaneously becomes nearly impos-
sible, therefore, for this would result in cutting off of any available finan-
cial aid. . ( )
For the states, an issue remaining is, whether or not they should allow
collaborative programs to emerge on a volunteer basis'or whether they should
' get into the business of establishing regulatory policies. Some stgtes, such as
Illinois and Mjnnesota, do award state funds to encourage collaborative activ-
ity. AACJC, ASTD, and AVA will cosponsor an important national assembly
in 1980 to address the questions of the roles of community colleges and
employers in adult training for occupational and technical woles. ASTD" &
includes nearly 20,868®%uman resource trainers and developers in the indus- *
trial and corporate arenas. We are meeting jointly with them to design better
" communication in the “field” as well as in our national offices and more appro-
. priate and supportiye ways to conduct cooperative education programs in the
.. future. s s
Affirmation of Equity Goals
« -~ . Although lifelong cducation is an idea and set of policies whose time-
has at last arrived, it is not a new idea. In fact, adult education and adlt
- learning are concepys as old as education itself. In recent times, however,
lifelong education has become a rallying point around which educators, politi-
cians, and social reformers are grouping. Howevet, the federal role should
emphasize the devslopment of equitable policies which assure that all groups
have access to lifelong learning. oo ¥
o This means that we need new definitions of part-time and adult stu-
" dents in order to provide for student assistance. We need technical assistance
e programs to end-age discrimination. We need to rewrite existing ¢nabling leg-
+islation creating programs which offer educational and occupational infor-
-mation. We need to emphasize in such a system information which is both
comprehensible and accessible’to student consumers. There is also a need to
\ .\Oré'!a'te' special training programs to develop a core of people whe are trained ,
. personnel for lifelong learning. This would intlude teachers, counselors, bm~' -
* kers, and others, . ‘
* Efforts are already underyay to change the policies which describe the
criteria for aid to independent students: There is also a specific need tognder-
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take a cost-benefit memg study to establish what the economic return and |

" .what the personal and social return of hfclong education is both to thcu' stuy-

- “dents and to their community. Another specific need is to establish activities in .
. several states in order to eliminate stafitory barriers gurrounding unemploy-

ment insurance whxch prcvcnt people from continuing their educaﬂnn and
training.

order to allow fuller participation by adult part-time learners. A specific activ-
ity which community colleges could uthrtake is an initiative to convene all
providers in a local area, for instance in a community, learning opportunities
council or in conjunctxon with a local educational infprmation center, in order
to gather the support neces to address the fi ial aid needs of students

“and also to address the funding formulas at the stafg level. One outgrowth of

«*

this might beconducting the pu\bhc heapngs discu lier. At the leader-
ship level it is important for college presxdcms state commissioners, board
chairpersons, and corporate executives to engage in a dialogue about the

‘equity to be guaranteed to adult learners. This has to do specifically with eco-

nomic development and cost-benefit in lifelong education. | .
As the quality of human resources is enriched, the quality of the demo-

" crafic process is likewise improVed. We ‘need to make the arguments about

“improvement of c¢itizen “educauon and xmppovemcnt of commum!’y develop—’
_ment. , S

+ selves in learning situations that place them in schools, in colleges, in chu

_businesses, in organized labor unions, in the armed forces, and in othér com-

Conclusion ., .~ , - ‘ R

There are millions of Americans who have reaped thé benefit of life-

long education in their personal lives. These benefits are reflected in the

ing out opportunities-which are realistic and convement have found
in local and state libraries, il museums of every description, iri large and s

munity action agencies. Each of these developed responsive educational ser-
vices to fill existing needs not being met by the community- c:ollege and univer-

sity structure of our nation. People have punsucd edéication in the arts and sci-

ences, they have pursued education for better jobs and for new occupations,
and there is currently a great increase in education for I4jsure. Adults are
interested in learning— at more times and places, and in m(?r:%w subjects —
than ever before, One useful outgrowth of this expanded learning has been the
patterns of cooperation which have developed among prov?ders of Iea.mmg

SB rvices.

As is usually the case with social movements, it is now time for the pol-
icy framework to catch up. State and federal laws, staté and federal ®dminis-

o

It will also be important to change the student énancxal aid pmgram in
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trative regulations, and boards of trustees guidelines in establishing institu-.
tions and cooperative patterns néed to be reviged. Funding formulas and other
areas of financial support M order to sustain and encourage lifelong education
need to be brought up to date. Also there are needs for a further research to
develop the data to change attitudes about policies and procedures for offering
~ lifelong education. People are of different ages, and substantially different eth-
nic make-up, than they were when opr educational structure was established.
Assessments of educational needs—asking the question about who the stu-
dents are and what it is Qxat they want to learn —are the next crucial steps in
' making the educational system responsive to citizens. We have already
seen— by the very rich tapestry of existing lifelong learning oppgrtunities —
that where colleges are not “up to the challenge” they simply will be left out of
the adult learning structure in the future. o ,
‘This is a massive challenge. It will require activity at the local level, at
the state level, at the city and county level, at the regional level, and at the fed-
_eral level. It will also be critically important to invelve the adult learners them-
selves in gach of these activities because the nature of change is itself changing.
Changes in adult learning and lifelong education are faster, more funda-
mental, more irreversible, more widespread, and more technologically com-
. plex than ever before. Serving lifclong learners means making them an inte-

gral part of the process rather than consumers of the product.. ‘
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- On Transforming-a
‘Traditional College .
.-_Barry_ Heermann

«

There are in this country a few community colleges, fewer than you‘can count
. on the fingers of one hand, that were designed from their inception as alterna-
tive and flexible programs for adult learners. The Community College of Ver-

mont is one example. The kind of flexible time/space‘ programs, sa compatible

with the life/career/learning patterns of adults, which these colieges celebrate,
- are not part of the postsecondary mainstream,

Probably there will be only a few new colleges like these committed to

flexible, alternative pmgrammmg for adults. The whirlwind days of the
1960s, when for a period of time omii%\?wo year college was  created every'

week of the year, will not be charactgfristic of the 1980s. The possxblhtxes for- -

radically new ‘colleges, , featuring ne elivery services which recognize the
prior learning of adult learners, integrating commumty.maeﬁrccs with cqilege
resources, and providing mdmdualxzed learning experiences extemal to the
classroom is extremely remote.

The best hope for adult learners is that existing, mﬂeges.. mtght crea-

L

“tive)ff redefine and restructure their resources and delivery capabsilities..Most |

adult learners (Tough, 1978) do not find our institutions comfortable placesin - °

" which to I¢arn, respectful of their uniqueness and autonomy. Community col¥
leges as “islands of innovation™? Perhaps, but most adults are unimpressed: the
500 hours of learning endeavor they engage in yearly (jn the,average—see

New Directions for Community Colleges, 29, 1980 o T 87
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*'Tough, 1978) is.self-gudded, independent, external study with only mfrequent :
linkage to postsecondary educational institutions.
‘ Those institutions which continue to serve adult learners in the 1980s

_ with 1960s educational delivery will be of dccreasing utility to their communi-~

. - ties. The 1970s preoccupation’ with new programs of study must in the 1980s

‘ ' give way to new ways to learn— highly individualized, experiential, commun-
ity-based learning that makes sense to adults and possesses an integrity super- -
ior to passive, abstract classroorh exercises.

But institutional change is tricky business. The struggle will be to care-
fully conceive strategies which cause institutional transformation. I am fortu- -
nate enough to be with an urban college, with all of the traditiona‘characteris— ’

< ' tics of most postsecondary ifstitutions, that underwent such a transformation.
At this institution some 150 traditional, teaching faculty persons participate in
" evaluatihg the prior learning of 4dult persons and negotiating individualized,
== study experiences for-3,000-4,000 registrations annually. Achieving sueh a’
'reorientation is not an exercise in black magic; it involves careful and thor-
, " "ough:consideration of a half dozen fundamental considerations.
Test yourself, See if your institution has given adequate attention to [
the factors elabgrated in the following pages:
¢ Lifelong learning institutional mission
e Administrative commitivent to lifelong learmng
» Organizational design for lifelong learners
| ® Redefinition of faculty roles and fiscal underpmnmgs -
[ ]
L ]

'S [

Program development ‘. t-
Institufional acceptance - ) -

- Institutional mission. Chegck your mission statement. If commitme
to serving lifelong learners with'glternative, flexible, and experiential 21;)20-
nents is lacking, you have identified the first problem. Goals and objeetives

R ‘ ,;ought to flow out of institut;t{nal mission. If lifelong learners go unnaticed,

then work hard at LunSLiou,shess raising” about the reality of the times, chang-

ing demographics, and adult learning (for instance, that most adults learn best

_ independently, that they often bring college-equivalent learning from prior

N experience to their college enrdllment, and so on).-

Administrative Commitment. | heagjt over and over again from fac-
ulty in my role as a consultant; “We understand the need to rethink and rede-
sign our offerings for adults, but administration doesn't provide the resources

. (rermnuneration; release time, leadership) to make it possible.” In some cases -
the blame is accurately placed; in others there is sugport, but faculty do not
“own” their responsibility to move forward. One thing is clear: if there is not
support Trom the -top administrative officer through middle level program

_managers, then very little i is going to get done. Structural and fiscal changes

. * are strategic, and faculty in most institutions are powerless to affect their sys-

tems. Venture capital is an éssential notion to instituting the kinds of changes

N )
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. necessary to begin mcctmg the needs of hfelnng learners, and that kind of
investment hinges on administrative action. :
‘Organizational Design. In. my experience orgamzatmnai consxdcraé e
tions are pivotal to the kind of reorientation and reallpcation of resources that, -
adult learners deserve. Thereare essentially three organizatigpal patterns for
pmscntmg flexible and alternative lifelong lcammg programs: the free-stand-
ing organization; the traditional organieation with adjunct service cgpabxhxy, S
~ and the traditional organization with integrated service capabxhty SR
e I have alluded to the free-standing organizational arrangement ;whercm
a college diverts all of its resources to nontraditional learning services. Empire *
‘State College at the four year level and Community College of Vermont at the
two year level are examples. The mpmbabnhry of more new institutions of
this sort has already been noted. e N
. A more common practice at the four year level (less so amoﬁg two yeal\ ‘
colleges) is the creation of g unique organizational component as an adjupct to! .
the existing departmental and divisional structures. The University of Ala-,
" bama'’s New College, DePaul University's School for ‘New Learning, or a . .
" number of University Without Ws programs housed in existing umversmes
serve as modgels of this kind of organization. .
Frequently these programs employ their own faculty, treate their own _
curricuh?.anwaml their own degree. This kind of organizational arrange- ®
ment sefves to cifcumvent traditional faculty resistances, allowing what is .
’essentlally a two track syst Tradmonal teaching faculty are not bothered
with the new students or the new techmques, maintaining the_ purity of their
classroom based lecture and testmg modes, sidestepping the tension of new
roles. The nontraditional component of the college has the ﬂex:hxhty of staff- |
ing persons committed to educational reform and skillful in individualized and -
experiential education for adults, ,°
A third possibility is the integration of flexible lifelong learning through-
out the ipstitution. In this model traditional departments and teaching faculty
L “take on roles &s faculty evaluators ®f prior experiential learsiing, as faculty
mentors of special individualized learning projects, or, as core faculty who
. serve in an advocacy role, assisting lifelong learners in degree planning and
ledrning contract development. Nontraditional educatxonal delivery becomes,
the providence of all departments avoiding sensitive “turf” issues. Sinclair
Community College is une example of such an organizational movement.
"' . While the free-standing and adjunct models have compelling advan-
tages, it is my position that the integrated model offers the greatest prospect
for institutionalizing lifelong learner services, for serving significant numbers
of lifelong learners, and for maintaining quality assurance (the same faculty
who ensure standards for conventional instruction are responsible for quality-
control of unconventional, nonclassroom learning).

Redefinition of Faculty Roles and F iscal Underpmnmgs Regard-
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less of organizational arrangement there isa
ized and decentralized services. In the integrated model, traditional teaching
full authorjty for evaluating learning and awarding_credits and
. grades. This authority is appropriately decentralized to departmental levels.
- However, there is considerable merit in a cgntralizcxi office which rmg
dents, devglops instructional matertals, conducts insérvice traininé, versees
thé logistics and paperwork (a task af considerable dimension in programs
serving large numbers of adults en aged in'individualizcdﬁtudy), accounts fgr

faculty ha

+

n optimum'feiétianship of central-

s stu-

reimbursement, and links studefjts and faculty persons togéther in considgra-
tion of prior learning portfoligs, learmng, contracts, and other indepentient

activities.

’

. " The distinction bct\:ybeh centralization and decentralization 07 authar-
‘ity serves also to differenfiate line and staff relationships. In-the integrated

model, line authority; of the authority to control the delivery of instruction, is

in the hangs of existingxdepartmcms and faculty. Staff authority is¥ntrusted in
the central office, wlpse sole-function is to suppert, advise, and serve deans,’

departmental heads, and on-line faculty. Tifs offﬁ;{‘;' as a catalyst and

energizer for'the gbﬂcgc’s nontraditional offerings, but

ations are always a faching faculty responsibility. .
Scwing;ﬁfckmg learners with individualized,!experiential, and flexible

e academic consider-

Jearning options necessitates the institution’s rethinking of faculty roles. Fac-

ulty need to be unshackled from traditional position definitionsto accomplish

the kind of personalized services su,ggck‘tt'd in this edition. Two primary roles

for serving'adult learners need to be provided: evaluator roles #0 ascertain the

extent and college equivalency of prior experiential learning, and mentor roles’

. . K . . . . P . T T T
to suppért and guide the student inthe process of planning individgaltzed
experiences supportive of leurhing goals. There are other roles: core

learni

facuity. roles and portfolio development faculty roles (wherein faculty provide

-

‘advocacy and assistange in the development of learning ('_untrz‘;cts or p(){ti'ﬂ!i(ﬁ t

of prior learning).

L]

. All this individualization ¢an be cost cffective. .Not enly are there sig-
niﬁ'r;antly larger numbers of adults who respond to opportunidics to move at
their own pace, exercising a nmju‘rvmlc,in the design ug'.'tht‘ir_h*ayling‘vxpcr- .
iences, but the cost revenue relationships can becadjusted in such a way as to
anderwrite all of the costs incurrgd. {For example, ('hIIég;‘s with twenty-to-one
FTF ratios for trditional three-credit gourses, frequegtly accept ratios of
‘twelve- or fiftéen-to-oneYor serminars or adyanced courses. Accuidingly?inde-
* pendent student faculty.drrangements which rejn'xbmjse faculty at one-HiftMo{a.
pay hour pet student i a t'lhrt;e*crcdit enrvliment maintain the same cost reve-
nue relationships as'd semntnar).

Role redefipition and fevisions in compensafi

-

on go hind.in‘hand. Too

o . P 1. « e .
often the latter does pot ascompany the former, luniting faculty participation
of any significant’ degree. "The willingness to take on new faculty tole’s is much
more a function of perceived sdcial and ego threats than economgt factors, in

\
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_ my-cxpenence (Theentire consideration of achieving institutional acccptancc
will be briefly considered below.)
: - Frogram Devel-opment Vmabiu medmg ﬂexxblc &xpenemxal R By
programs for adult learners requxres curriculum and institutional develop-
ment. These alternatives require a faif amount of sophistication to put in
place, necessitating an astute program developer, familiar with adult learning .
theory and expenenual education. Thxs expemse is typxcally not available in /{'
most institutions. * - o S
. Fortunately there is a way that an ambitious faculty person or adminis- .. "
trator com?\témed to serving lifelong learners can develop the necessary compe- -~ ,
tence. The Council for the Advancement of Experiential Learning represents e
| the greatest-t ‘technical capab:hty in the arena of lifelong learning. Their exten-
. sive resourcés, including circit-riding consyltants and the best literature on ¥ o
lifelong and experiential learning, is readily available to its institutional L
e§n with £AEL is a desirable g4 step in the develdpment of new, - . °

‘bers. Affiliati

options for adilty. Tere iswithin CAEL a two ycﬁr college emphasxs, Gaﬂcd -

the Community Cgllege Network. IR
This technjfal competence can be nurtured through vxs:tanms:;é exeém- o

plary programs / the ERIC Topical Paper, Experiential Lmug‘,m Commun-

ity College), and gli¢re are numerous skillful consultgms #Who assist twdyear col-
, leges in developing these skills (CALL is- an excellent referral for such
. persons). - .

The Fund for Impmvement of Postqecondaxy Educatmn and Title I, ‘
administered through state higher education commissions, encourage flexible
time/space programs for lifelong learners. Institutions may apply for federal
assistance or for endowment support in order to underwrite development as
well as initial implementation. .

* Curriculum and instructional deyelopment should focus on: careful

descriptions of educational processes faculty and student guides and hand-
books; standards for valid and reliable assessment; définitions for college Ca
equivalem ledrning in participating curricular arcas; quality assurance sife-
‘guards; -aad materials to undergird the process (such as portfolio models fdr
articulating and documenting prior learning or learning contracts for clar-
ifying outcomes, experiences, and evaluation of sponsored nonclassroomn
learning exercises). This developmental phase is crucial and, without ques-
tion, the literature publishedby CAEL represents the best available on life-
long educIatmn ‘ .

Achieving Institutional Acceptance. All the preceding is to no avail | |
without a thorough consideration of “change strategy.” It should be an overrid-. |, . é
‘ing concern. Too many institutions have developed elaborate and thoughtfully -
., conceived programs for assessing experiential lcz}mmg of lifelong learners only i
to Tind crippling faculty re sistance. ‘ /

.

N

The problem? In my expericnce some program planners are inclined to //
impose their deslgns, camcmmtmg stall development efforts on knowkdge ‘
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and skxll development o%‘aculty without conéern for attitudes. Faculty have
very degp-scated notions about the circumstances and locations of learning. In .
: : most institutions, to sxﬁlply decree new roles is to ensure resentment and resis-
4. .. k.. tance, Attitudes of fagulty must first be modulated. They_nccd to be acquainted
o with exemplary programs, adult Jearning patterns, and rationale for nonclass- )_
room and alternatfve learning dptions for adults.
The mosy successful staff development moves from attitudes to know!-
edge and skill devclopment The targets of change strategy should include the

key consmueycxes ‘of the college: faculty, students, administrators, thteei, o

advisory cof nmtets, edugation policy cominittees, state controlli
and commynity groups J d officials. The approachest6 change should'&m
with cach gr o)up Advisgry committees formedfort se are exceedmgly
supponi e Of experiertial programs. ~“fnembers were expgnen-
igled and 'value work experience ﬂ a means to dcvelopmg compe-
n't fOrget state cqnt?o )m irds, to whom new credit mcthamsms
/ classroom li g;s”ire quite new, dnd fof whom the compelling
edugapional benchfs 9[ sum programs need to be earefully documented.
A W eﬁg@lderauon 1o the wholc notion of achieving institutional
hnce is the person selec‘{ed as “change agent.” The person must be inter-
sghally’ sﬁrctxve and sensitive to the educational issues involved. Ideally
./ thisfperson wouid be Lurr“cntly on the staff, enjoying the trust and acceptance’
pf A breadth of fac.u}ty and administtative staff. An evangelistic commitment
ty educational mform,r mupled with a high'energy level; are aspects of the pro-
Ale. Managément and fiscal sk:liwamalﬁabfe iR implementation phase§ A
rare p;:rsunr’ Yes, but if such-aprogram #s to be sucgessfully }aunchcd it will
requlrc the appointment of a person skillfud in these regards.
/. e g tiagpatmn« 6f a cross section of staff is essential. A nonparticipating
g Ay i “potentially destructive to the full acceptance of the afternatives
; éﬂudcd ,to in these pages. An excellent approach is the appointment of a task
group fo investigate and study instimtional options. Again, my experience
wouk suggest the change agent or program manager will need to give prirnary
ative to evolving policy and developing inservice materials dnd program
resofirces for the committee’s consideration. . )
In conclusion, developing mstitutipnal competence in serving lifelong
leainers is best learnedexperientially, Faculty will cxpt‘rwno( the reward of
oyerseeing experiential projects or dssessmq adults expuyemmlly trained,
ministrators will come to appreciate its contribution te adult learning cm&
he hew student clientele it will reach, and the community will be cnnch&d by
a college purvcymg new and viable services to its constituents.

v

. -~ . -
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This chapter presents a review of documents in the ERIC system
which describe programs making lifelong learning opportunities
avatlable ta the public.
/o , . o L _ . ;

" Increasing Opportumtles - .
for Lifelong Learning . o

" Jack Friedlé_nde"r

/
. Community colleg% attempt to extend &eir educational programs to a maxi-
“mum numbe(:)f ;feople However, as Knoell notes, eveh “the most accessible, .
most mmprchcmxve mmmumty colleges still fall shm-t of enrolling a student
N body which is fully representative of the communities being served” (1973,
p. 107). Aduhs sometimes avoid participating because of job and famiy
‘ responsxbﬂmes financial barriers, physical handicaps, inadequate transporta-
tion, upwillingness to attend classes on a college campus due to personal, psy-
chdi gical, or educational reasons, and lack of information about educational
le;:gx)img opportunities. New programs designed to make lifelong learning-
A -Qpport.umms casily accessible to all citizens are promoted and introduced by /
) federal agencies, state consortiums, and individual commumty colleges.
Documents available in the ERIC' systern which describe some of the mos
e .innovative of these programs are cited in this final chapter.

- .
A

Policies Affecting l.sfefong Learnmg

k)

1976) related to lifelong kammg can be found in a rtport edited by P
fmd others (1977). These papers, based on a national conference atter

19y
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representativés of many local, state, and federal agencies, are concerned with
provisions in the legislition pertaining to lifelong learning and state planning,
community colleges ang postsecondary education planning, educational infor-
mation centers, regional consortiums, education brokering, and noninstitu-
tionalized postsecondary education delivery systems.

Papers presented at a conference on policies for lifelong education,
sponsored by the American Association of Community and Junior Colleges,
are available in a monograph edited by Gilder (1979). The reports focus on a
wide range of legislative policies, institutional practices, and college prpgrams
that affect community colleges’ ability to make their educational services read-

ily accessible to all segmenits of the population. ‘A comprehensive list of recom-

mendatmns on policies which colleges should follow in providing lifelong edu-
cation to all members of the community is pmvndcd

The progress and projects of various countries in adapting higher edu-
cation to lifelong learning are described by. Gareth (1977). Other topics dis-
cussed in this book sponsored by the United Nations Educational, Scientific,
and Cultural Organization (UNESCO) are counseling, the psychology of
adult learning, metheds of teaching, staff development, finance and the source.
of funds, and planning and organization.

Educational Information Centers

The purpose of educational information centers is to provide educa-
tional information, educational and-careers planning, and referral services for
all persons who ight benefit from postsecondary education. These centers,
most often funlled by a combination of federal and foyndation grant money
plus user fees, are designed to link adult learners (including those who for-
merly would have never considered postsecondary education) with the wide
diversity of educational resources available in their community. These inc lude
educational programs sponsored by public or private colleges and universities,
proprietary schools, school district-sponsored programs, community college
programs, employer or labor union-sponsored programs, community and
church-sponsored programs as well as federal, state, and local government
agency offerings (Furlong and others, 1977).

An excellent description of €ucational brokerages can be found in a
monograph prepared by Heffernan and cthers (1976): The following topics
are covered: definition and intreduction to educational brokerages, services,”
clients, staff, organization structure, rclaaunship with other institutions,
reaching-out strategies, sources of funding, and evaluation of services. A
directory of eighteen brokering programs is provided.,

The regional approach to postsee ondary education in Minnesota is
deseribed in a publication®hy the Minnesota Higher Fducation Coordinating ,
Board (Regional Center Approach . . ., ‘)77). The pxmmry goal of the center is
to meet efficiently amd cffectively through ifcreased cooperation among area

.
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institutions the educatidnal needs of individtials living in the region. Gener- -

~ ally, the students are adults for whom access to college is difficult\because of

. job and family responsibilities. The centers do not offer degrees, bl\t through

. the use of joint schedules, joint advertising services, and other means ) students

. may select courses and carn degrees from participating institutions d’i@t bring

their resources (faculty, courses, and sp on) to the project area. A description

" of how one of the Minnesota regional postsecondary education centers is’

- attemptmg to bring poteptial students and potential cooperating instit nons

. together is discussed by Wakeﬁeld (1977). \

3 'Cooperative Arrangements with Business

In an effort to better serve the leaming and manpower needs of emplo
ees and employers, many community colleges have established cooperative
educational programs with local businesses, industries, labor unions, and gov-
ernment agencies. An annotated bibliography is available consisting of twen-
ty-eight documents in the' ERIC system which pertain to cooperative efforts
between community colleges and business, industry, labor unions, and gov-
ernment (An Annotated Bibliography . . . , 1979). Included in this bibliography
are papers providing an overview of ‘community college relationships and pro-
grams developed with local institutions, reporting results of manpower and
needs assessment studies, describing various cooperative educatioft programs,
and discussing the role representatives from business, industry, and labor can
play in regard to community college advisory committees. _

Hutton (1977) has notéd that the United Automebile, Aerospace, and
§ 'Agncultural Implement Workers of America (UAW), as well as other unions,
have negotiated tuition and educational benefits of up to 900 dollars a year per .
member. Yet only approximately two percent of the UAW members are avail:
ing themselves of these opportunities. Community. colleges need to provide
workers with educational programs and services that are relevant and easily
accessible. In order to achieve this objective, Hutton recommends that col-
leges appoint full-time coordinators to work with unions to develop programs;
include representatives from labor on advisory committees; provide educa-
tional and career counseling to union membads; and offer courses in union halls
and other locations near the workers’ home and place of employment.

Johnson County Community College conducted a needs assessment to
identify course areas in which employers would like their employees to have
instruction (Educational Needs of Johnson County Businesses, 1978). About half of
the company-representatives interviewed felt their employees preferred classes
which provided credit or certificate of completion, were held evenings and
weekends, met four hours or less per week, and could be completed in six
s months, or less with most workers preferring less than three months, About"
one tgf:d of the representatives noted that there was adequate space at their
company to hold classes. o ..

10!3
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Flexible Scheduling N

“The assumption that education is the learner’s major activity and that it
takes place on weekdays between the hours of 9 A.m. and 5 p.M. creates schedul- _
ing mel_ems for large numbers of potential part-time learners who wish to
combine edycational activities with other adult responsibilities. To eliminate
this barrier to partieipation in formal learning activitics a number of colleges
are offering courses during nonbusiness hours (before 8 A M., weckends, eve-

* nings) to {enable adults to attend classes which, otherwise, they would be
unable to attend due to time congtraints. A number of methods of delivering -
" instruction’ to students participating in learning activities during nontradi- )
tional times and/or in off-campus locations are described by Hutchins (1977).
The Universities Studies and Weekend College Program at Wayne
.. State University (Michigan) is described by Feinstein and Angelo (1977). The
+  program has close links with several institutionsdn the community. Classes are
held in union. halls, public libraries, in the rheeting places of community
- organizations, corporation and government facilities, prisons, and on cam-
pus. The programs’ innovative delivery system, curricular content, organiza-
tional structure, instructional methods, recruitment techniques, and student
.serviges can each be viewed as a valuable-mgdel for those attempting to plan or
~imfrove their colleges’ lifelong learning programs. =
The advantages of using individualized, self-paced instruction in con-
junction with an open-entry-open-exit calendar at small, rural colleges are -
outlined by Gausman (1978). The “investigator found that such a system
increases enrollment by coordinating the entry and exit from college with the
harvest scason; and it increases lment by providing more flexible sch
uling to fit part-time as well as full-time employees’ time and location needs,
Open College, a-division of Miami-Dade Community College, ofters .
opportunities for academic work to persons finding it difficult to attend cam-
pus classes or feeling they can pursue academic work without class meetings.
Credit courses are presented through a multimedia systemn of television, radio,
and audiovisual cassettes in conjunction with printed materials and a compu-
terbased feedback system for individualized instruction. Descriptions of the
-courses offered, enrollgents, and student success (retention, grades) are
reported by Anandam (1977).
Several authors in this volume and elsewhere (Hutchins, 1977; Lucas,
1975; Thompson, 1977) have pointed out that important college support ser-
vices such as instructional skills laboratories, counseling, financial and advise-
ment, job placement services, and student activities availablé on campus dur-
*ing daytime hours are frequently not extended to students participating in
courses at nontraditional times or in off-campus locations. To illustrate,
Thompson (1977) found that a large number of students enrolled in thel eve-
ning classes of a community college desired more information about financial
ai«..l, access to the college’s counseling and placement services, meetings with -
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-times appropriate to.cvening students,

an assigned advisor, and availability%f campus programs and activities at

-

_Informing the Puhlic o .

- A

The educational opportunities proyided by a college art of potential
value only to those whe know about them and who have accurate perceptions
on How the programs are relevant to their educational needs. While this asser-

“tion seems apparent, lack of infermation continues to be a major barrier pre-

venting many adults fmrp pamcxpatmg Results of in-depth interviews of

“community leaders and citizens in seven diverse California communities led

Peterson and others (1975) to conclude that the most immediate problem in
adjustmg educational resources to inteérests does not gppear to be the creation
of new prograrns but_{ather the need for better publicity, information, and dis-
tribution of existing programs. Excerpts from a comprehensive guide on
courses available in the community designed by the Santa Cruz Office of Edu-
cation are provided both as an illusjration of the resources available to adults
in that county and also as a model Uf what othcr mmmunmes could doto meet
citizens' need for information. '

Hardig (1976) studied the \éys in which adult students and nonpartici-

pants in six Illinois public community college districts learned of the course
offerings at their coﬂegt The highest percentage of the individuals surveyed

indicated that they firat learned of the course offerings through word of mouth,

(teacher dr counselor at the college, friend or neighbor, coworker). This was
followed by course schedules, college eatal\gues flyers concerning the course,
newspaper advertisement, student requests for infgrmation, and newspaper
stories. Suggestions obtained from adult students, nonparticipants,. and busi-
ness and industry representatives on how the college could better inform them
or their employees of the course offerings at the college are provided.

The Virginia Region Three Adult Education Coordinating Committee
instituted a cooperagive project designed-to inform area résidents of available
adult educatjon opportunities and to establish a central infor contact
point (Eyler, 1977). A list of adult: education courses and services offened by
participating institutions was created, ngwspaper and radio advertisements
were developed, and a central, information service center was established. A
pollof those enrolled in adult education courses revealéd that one fourth of the
students were aware of {ht: advertising or had called the adult educatioh tele-
phone number. The advertmng anpzs response forms, and a i'mancxal state-
ment of the project are presented in this report.

Slettehaugh (1978) obtained questionnaire and interview data from
individuals in twelve communities which had dc,\rdupcd comprehensive direc-
tories of adult learping opportunities available to the public. Information was
acquired on the \:ﬁ’rgctories’- content, purposes, funding source, costs, and
methods of publicity and distribution.” The investigator concluded that the

3
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" secondary education are especially valuable. 4 .
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» » " .

most uscful directories dealt with a limited geograp}m arta, and that agency
and volunteer cooperation made it possible to dcvelop and distribute direc-
tories with little funding. Useful recommendations coicerning the develop-
ment of directories of adult learning opportunities are provided. T

Some of the most creative methods currently being employed by com-
munity colleges to inform citizens of institutional offerings are described in thg
twenty-three papers cited in Rinnander’s (1977) ERIC Review, “Recruiting
Adult Students.” Desc nptmns of approaches community ‘colleges are using to

-attract such groups as senior citizens, retirees,” women, members of ethnic

minorities and ghetto youth groups traditionally underrepresented in post-

Experiential Learning

The conventional notion that certifiable learning requires physical
presence iri the classroom restricts access to higher education for literally thou-
sands of pe()plc who wish to earn an ’Cddemxc degree or certificate but who'are
unable or unwilling to do so through attending. tradmonal campus-based
courses (Cross and Jones, 1972). One approach many colleges are taking'to

-reduce this barrier to patticipation in their program is to award credis for,

experiential learning. Experiential education is ofién dmusscd under the
headings of prior learning and sponsored learning. . .

Prior learning includes any type of ereditable learning— through work,
travel, .volunteer service, or self- directed accomplishments—that a student
may have acquired mdependcnt of an educational institution and, typncdily,

prior to matricalation (Heermann, 1977). Granting credit for prior learnifig is ©

based on the premise that individuals should receie recognition for what they
have learried without regard for where they acquired that km)wledg,e .

Sponsored learning refers to institutionally sponsored pmgmrm that
enable_students to satisfy course and degree requirements in off- -campus set-
tmgs Via work programs, internships, practicums, service activities, arid
community projects. Advecates of experiential learning contend that it is a
“. . . particularly appropriate vehicle for adult learners who are secking fur-
(hm education for personal and career developmient, since it recognizes that
adults’ work and volunteer experiences may form the basis for their academic
program” (Shulman, 1978, p. 2). Excellent greatments of experiential edu-
cation — the ratigale, history, current programs, and major issues surfound-
ing its implementation— can be found in Duley and Gordon (1977), Heer-
mann(1977), Kray (1977), Shulman (1978), Stevens (19?7) and Stutz and
Knapp (1977). Results of a survey comparing the practices and ﬁohc ics of
community colleges in the six regional d((rcdltmg associations concerning the
awarding of credit for CLLEP exams, work expericnce, inservice professional
training, military experiences travel, and courses taken in non-aceredited
institutions are reported in Young and Healy (1975). ¢
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" Heermann {1977) points to the nced for two-year colleges to ineorpor-
ate experiential learning into their educational programs. Essential components
required Tor a sugcessful experiential learning program are discussed. The
Collegé‘thouttﬁzﬂs at Sinclair. Community College (Ohio) is described in
this mohograph to. illustrate the operatmn of a comprehenswe cxpenennal
learning program.

Stevens (1977) found that a course designed to pmpane ghe nt for
assessment of prior learning was the best way for Blackhawk Caqle; inois)
to provide assistance to the student in developing a portfolio for evaluation.
The author recommended that the college implement an assessment prepara-

tion course. Included in this report are results of a survey of institutions offer-.

. ing an assessment preparation course for studerits attempting to receive col-
lege credit for their prior learning experiences. Reports pertaining to the
experiential ‘learning programs found in California’s Community Colleges
(Another Time, " Rriother Place . -» 1976), Illinois’ William Rainey Harper Col-
lege (Chnstensep, 1975), Deleware County Community College (Pennsyl-

vania) and Minnesota’s Lakewood Community College (Kray, 1977) are
- available in'the ERIC system. "

Referencs . -
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’ C ey ‘ . 'y
These ERIC documents, unless otherwise indicated, are available on

. microfiche (MF) or in paper copy (PC) from the ERIC Document Reproduc-
tion Service (EDRS), Gomputer Microfilm International Corporation, P.O.
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From'the Editors’ Notes

The famdmr qys’a commaunities and l@g:slatures that .
institutionalized postsecondary is the only pozmxzal :
- Jor stzmulaimg a nationi of lifelong vs iS°a misreprésentation.
) Indsviduals acting aulonomously of institutions can choose
learning as their way of being in the world. This volumie of
" ‘New Dirdctions for Community Colleges examines altematz've |
" “perceptions of lifetong learners, mandates new educational |
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