DOCUMENT RESUME

ED 354 627 EA 024 702

AUTHOR Barnett, Bruce G.; Caffarella, Rosemary S.

TITLE The Use of Cohorts: A Powerful Way for Addressing
Issues of Diversity in Preparation Programs.

PUB DATE Oct 92

NOTE 41p.; Paper presented at the Annual Meeting of the

University Council for Educational Administration
(Minneapolis, MN, October 30-November 1, 1992).

PUB TYPE Speeches/Conference Papers (150) -- Reports ~
Research/Technical (143)

EDRS PRICE MFO1/PCO2 Plus Postage.

DESCRIPTORS *Administrator Education] *Cohort Analysis; *Cultural
Differences; *Educational Administration; *Graduate
Students; Higher Education; *Leadership Training

IDENTIFIERS *Diversity (Student)

ABSTRACT

Educational administration preparation programs
increasingly are using cohorts, particularly as a way to teach
diversity issues. Cohorts are groups of studeats who go through a 1-
to 2-year study program together. The special characteristics of
adult learning, the need for acknowledgement and use cf experience,
the different learning techniques, the active inveclvement in
learning, and the need for affiliation can al. be integrated in
cohorts. Gender, ethnicity, and social class are important
considerations in creating cohorts. The four most common components
of cohort programs are initial development activities, reflective
seminars, individual learning opportunities, and long-term
involvement. Initial development activities help form bonds and
teamwork. Reflective seminars integrate theory and practice and allow
students to share insights from their work and other experiences.
Personal learning plans can be developed during individual learning
opportunities. Finally, many cohorts continue contact with each other
long after they have left fhe program. Cohorts are also a good method
for teaching diversity issues. Members of cohorts can learn about
each other's different backgrounds and experiences. They can also
engage in formal study together on diversity issues. Three diversity
subcategories (gender, ethnicity, and social class) should be
considered in organizing cohorts and diversity instruction. (Contains
40 references.) (JPT)

¥ Reproductions supplied by EDRS are the best that can be made ¥
* from the original document. *

e 3 e S e Yo de T v vk v vie T e Yo e vle v vl Yo e v o Yo ok e e e e v e e v Ve e e Yo vl ke Y de de Ve




A oRH TOF

ED354627%

The Use of Cohorts: A Powerful Way for Addressing Issues

of Diversity in Preparation Programs®

Bruce G. Barnett
Rosemary S. Caffarella
University of Northern Colorado

Paper presented at the annual convention of the University Council for Educational
Administration, Minneapolis, MN, October 30-November 1, 1992.

U S DEPARTMENT OF EDUCATION
OMice of Educanonal Research and improvemen:

EDD/UCATIONAL RESOURCES INFORMATION

PERMISSION TO REPRODUCE THIS
MATERIAL HAS BEEN GRANTED BY

CENTERIERIC:

This document has been reproduced as
recewed rom the persen ~r aeganzaton
or.ginating -t

T Minor changes have beer maae (¢ mprove
reproduction Quahty

#® Pomnts ot view 0 op1nrons stated .~ this Ik u

ment G0 MOt NECEsSarly reDresent il -a TO THE EDUCATIONAL RESOURCES
AERI Dostan or potes ‘ INFORMATION CENTER (ERIC)

*Portions of this paper have been published in S. B. Merriam and R. S. Caffarella,

Learning in Adulthood, Chapters 9 and 16, published by Jossey-Bass, San Francisco,
CA, 1991.

BEST OOPY AVAILARLE
2

s




The Use of Cohorts: A Powerful Way for Addressing Issues

of Diversity in Preparation Programs

In the past decade, there have been persistent attempts to reform
professional preparation programs in educational administration. Early
reforms tended to address who should be involved in the restructuring of
programs and the curricular content (e.g., National Commission on Excellence
in Educational Administration, 1987; National Policy Board for Educational
Administration, 1989). Recently, the focus of these reforms has shifted to the
instructional delivery system by suggesting that educational administration
programs incorporate more act.ve, personalized, and cooperative learning
strategies (Murphy, 1990).

This paper expands on these current efforts to restructure the delivery
system by examining an increasingly popular organizational structure being
utilized in educational administration preparation programs: the use of
cohorts of students. Typically, a cohort consists of a group of students who
enter a program of studies together, completing a series of common learning
experiences over a one to two year period. Although advocates of the cohort
structure claim this arrangement provides a vital support system for students,
few descriptive or empirical studies of cohorts exist (Hill, 1992). To better
understand how cohorts operate as well as their potential for dealing with
issues of diversity, this paper will:

1. Highlight the variety of ways cohorts are being utilized in
educational administration master's degree, certification, and
doctoral programs;

2. Describe key instructional components used with cohorts;
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3. Examine the characteristics and needs of adults who participate in

cohorts; and

4. Explore how issues of diversity and the needs of adult learners can

be addressed using these instructional components.

The descriptive information included in the paper is derived from
three data sources: (a) the authors' personal experiences working with cohorts
in several university settings, (b) observations of cohorts operating at a variety
of universities across the country, and (c) informai interviews with university
faculty utilizing cohorts. The major components of adult learning theory used
to understand the needs of cohort learners include the concepts of adults' need
for acknowledgement and use of their experience, the differing ways they go
about learning, their desire to be actively involved in the learning process, and
their need for affiliation (e.g., Knowles, 1980; Merriam and Taffarella, 1991).
Finally, the concepts of gender, ethnicity, and social class are advanced as the
key factors to consider when introducing the cohort to issues of diversity.

The Landscape of Cohort Use

Cohorts are becoming an accepted practice in educational
administration preparation programs at the master's degree, certification, and
doctoral degree levels. To provide a brief overview of cohort usage, cohort
selection procedures are examined as well as examples of cohort programs
operafing at all levels of study.

Selection procedures. Identification of the students who will participate
in a cohort can take several forms. Intensive screening procedures are often
used to select the final group of students. For example, Butler University
faculty conduct extensive interviews with prospective students, ultimately
selecting about 25 students. When determining the final group, they strive to

create a diverse group based on students' génder, ethnicity, learning style,




amount of experience, and administrative aspiration (elementary, middle, or
junior/senior high). Likewise, Brigham Young University program faculty
require applicants to attend a day-long assessment session where students
engage in a series of simulation activities which are then rated by faculty.

Increasingly, input or sponsorship by local school districts is used as a
criterion for selection. District and school officials support cohort programs by
identifying potentially strong leaders, releasing students from teaching
responsibilities, and locating strong administrative field supervisors or
mentors. A strong impetus for district input in the selection and preparation
of program participants has resulted from the Danforth Foundation's Program
for the Preparation of School Principals (Danforth Foundation, 1987; Gresso,
n.d.). Initiated as a way to improve the collaboration between universities and
school districts, to allow students to work with accomplished mentors, and to
alter the university curriculum, the Foundation has provided grants to over
20 universities since the mid-1980s. Not only have those universities
participating in this initiative embraced the cohort concept, but also have
created mechanisms for districts to identify program participants (Cordeiro
etal., nd.).

Program options. The Danforth initiative and other administrator
preparation reforms have tended to focus on the initial development of
school leaders as they participate in master's degree and certification programs.
(An exception is the National Policy Board's (1987) recommendations aimed at
doctoral programs.) Typically, cohorts in these programs range between 10 and
25 students who remain together for one to two years (Cordiero et al., n.d). In
some cases, the cohort js a separate group of students who only engage in
learning activities and coursework with other cohort members. Programs

instituted at the University of Washington, Brigham Young University,
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Butler University, and Fresno State University, for example, have followed
this pattern. In other instances, cchort students take some coursework
together, but enroll in additional courses based on personal interests or needs,
degree aspirations, or previous graduate coursework completed. In either
arrangement, students may need to complete additional degree or certification
requirements after the formal cohort program has terminated.

Furthermore, doctoral programs in educational administration are
beginning to utilize the cohort structure as a central organizing principle. In
many universities, doctoral students might begin their program of studies
together; however, no real effort is made to systematically organize the
program around a cohort model. Each student is on his/her own to select an
advisor and determine a program of studies. Recently, however, doctoral
programs are purposely structuring learning activities to foster cohort
development. For instance, students in the Dual Major Program at Indiana
University satisfy their residency requirem-.nt by enrolling in a common core
of educational leadership and curriculum and instruction coursework over
four consecutive semesters. Upon completing the core, subgroups of the
cohort conduct a joint case study, critique other subgroup's case studies, and
orally defend their critiques, all of which constitutes their comprehensive
examination. Furthermore, at the University of Utah educational
administration students enter as a cohort, take common coursework, compile
a portfolio of learning activities, and use this portfolio as an assessment device
for their comprehensive examination at the end of the second year. Finally,
the University of Northera Colorado faculty is fostering cohort development
by having students enroll as a cohort in an intensive seminar during their
first two semesters on campus where students provide feedback to one

another on their written papers, assist each other in achieving personal and
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professional goals, conduct a collaborative research project, and form a
network of student colleagues who provide mutual support throughout their
entire doctoral program.

Besides conducting a cohort doctoral program only during the academic
year, some universities are encouraging on campus study during the summer
months. Brigham Young University, for example, forms a cohort by
admitting groups of four to six students from a similar geographical area.
During the summer, these subgroups of students combine into a cohort of
approximately 15 students who attend the university, taking a core set of
courses. Follow up is provided during the academic year as faculty members
hold monthly seminars with each geographical subgroup.

Instructional Delivery Mechanisms |

In our examination of cohort programs operating across the country,
there are similar organizational structures being utilized or proposed. The fact
that these organizational structures and instructional delivery mechanisms
are in place suggests that university faculty are beginning to understand and
deal with the unique challenges and opportunities afforded by a cohort
prcgram (Barnett and Muse, forthcoming). The four most commonly
observed and reported components--initial developmentai activities,
reflective seminars, individual learning opportunities, and long-term
involvement--are discussed. To illusirate how these structures are being used,
examples will be provided from educational administration master's degree
and certification programs.

Initial developmental activities. Faculty and students often espouse
that the advantage of a cohort is that a more intimate, safe, and supportive
learning environment can be created if the same group of students remains

together for a concentrated time period. The assumption is that as students




and faculty get to know and trust one another, they are more willing to share
personal insights, frustrations, and aspirations. S-ch a supportive learning
climate may not always develop naturally, but may need to be purposely
attended to, especially at the outset of the program. There are several ways in
which university faculty begin their programs in order to develop the cohort
into a supportive group of individuals.

First, during a concentrated period of study at the university at the
beginning of the program, attention is given to creating trust and ownership
in the program. For instance, students in the University of Washington's
program attend a residential two-week seminar on campus during the
summer prior to beginning formal coursework. Besides using this time to
introduce the cohort to the underlying themes of the program, students create
and share their personal "life maps” which describe who they are, important
values and beliefs, and significant life experiences. Journals are kept during
the two weeks, and entries are shared among participants. At Brigham Young
University, a new cohort begins each summer with students engaging in full-
time study for eight hours a day from June through early August. During this
time, students take responsibility for certain program functions, such as
scheduling social events or making decisions about internship placements for
the following fall and spring semesters.

Second, activities are conducted off campus to help develop team
building and shared commitment. Each summer, for example, the University
of New Mexico's program starts with a one-week residential institute in a
remote location where attention is devoted to establishing personal
relationships among cohort members. Besides the daily structured learning
experiences, students eat meals together, share room assignments, and spend

evenings together socially. Team building activities can occur during shorter




periods of time as well. For instance, early in the program at the University of
Northern Colorado, students participate in an "adventure ropes" course by
engaging in a series of group and individual physical chalienges with the
support and encouragement of their fellow cchort members.

Third, some programs have expanded the initial developmental
activities to include the practitioners who will serve as mentors or field
supervisors in the program. Believing that the mentors constitute an
important learning oppertunity for cohort members, university faculty have
structured orientation and learning activities for these mentors early in the
program. For example, mentors associated with the University of New
Mexico and Brigham Young University programs are provided with some
initial orientation and training in the mentoring process ard the goals and
expectations for the program prior to having students placed with them.

Other universities conduct sessicns early in the program with cohort
members and their mentors to provide opportunities for them to clarify
working relationship, program expectations, and learning outcomes.
Regardless of the format used in these initial learning experiences, the intent
is to assist students in developing a better appreciation for the aspirations,
skills, and attitudes of their cohort colleagues, which serves as a foundation
for establishing lasting relationships later in the program.

Reflective seminars. A second feature of many cohort programs is the
inclusion of a reflective seminar where the integration of theory and practice
can be explored (Cordiero et al., n.d.). During these sessions, students have the
opportunity to share insights from their field activities, vent frustrations and
concerns associated with becoming a school leader, and determine the practical
relevance of ideas introduced in formal coursework. Such a seminar becomes

what Schon (1987) refers to as a "reflective practicum" where aspiring
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professionals are permitted to develop their ability to reflect as they engage in
formal preparation for a professional role.

There are a host of learning activities that have been found to
encourage aspiring educational leaders to become more reflective about their
actions (Barnett and Brill, 1990). Throughout the seminar, cohort students use
journal entries, reflective case records, videotapes of their behaviors, critiques
of case studies, and critical incident techniques to stimulate topics for
discussion and reflection. Structurally, the seminars either are conducted as a
separate class session on a weekly, biweekly, or monthly basis or time is
devoted during a regularly scheduled course to engage in reflective activities.
When students are involved in a field-based learning experience with a
mentor, the reflective seminar can become particularly useful for comparing
students' and practicing administrators' responses to emerging administrative
problems as well as the similarities and differences in their values and
attitudes. Such comparisons allow prospective school administrators to go
beyond merely learning important skills and competencies by dealing with
their formation as professional educators (Daresh, 1988). As students are
permitted to shape the substance and topics of these discussions, they are
empowered to be responsible for a portion of the program's curricular content,
a highly motivating factor in students' cohort participation (Hill, 1992).

Individual learning opportunities. While the reflective seminars focus
on common issues faced by all members of the cohort, faculty also are creating
ways for each student to address his/her individual learning needs. One
approach to supporting individual needs is to have students develop a
personalized learning plan. At the University of Houston and East Tennessee
State University students take a battery of self-assessment inventories (e.g.,

learning styles, leadership styles) to ascertain their personal preferences,
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strengths, and areas for growth. Based on this composite information,
students identify personal goals to strive for during the program. A somewhat
different tack is taken at the University of Northern Colorado where students
create an individualized learning plan in which they identify important goals,
necessary resources, and methods of assessment. Cohort members share these
plans among themselves, making commitments for ways to assist one another
in achieving their goals. By encouraging this shared involvement in goal
completion, it is anticipated that cohort members will become more
committed to one anothers' personal and professional lives, thus building a
stronger bond among the group.

Another way to promote individual learmming and responsibility is to
empower students to choose the other professionals who will support them
during their program. For instance, at the University of Washington students
are given the freedom to select their own mentors from an established mentor
pool. After reviewing written case studies about potential mentors, students
are encouraged to visit schools before making their final selections. Students
choose a new mentor for each of the three quarters of the program, varying
their selections by school level (i.e., elementary, middle, and junior/senior
high) and location (i.e., urban and suburban). In addition, when students are
released for significant periods of time from their classrooms to work with
their mentors and take on leadership tasks, providing adequate substitute
coverage for the classroom must be resolved. To combat this problem, each
administrative intern at the University of New Mexico is responsible for
interviewing and selecting a long-term substitute teacher, working closely
with this person to ensure a smooth transition for students, and team teaching

with him/her each week.
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Finally, many students are given the flexibility to jointly determine
with their mentors or field supervisors how to meet certain program
requirements. In many states, administrator preparation programs inust
guarantee that mandated competencies or proficiencies be included in the
program. Using these proficiency areas as a guide, program faculty encourage
students and their mentors/field supervisors to decide how best to work on
and document learning experiences that address these areas. Some programs
establish their own list of competencies and allow students to determine how
best to achieve them. At Butler University, students do not have an assigned
field supervisor; however, they must complete 56 competencies during their
two years in the program by creating a portfolio of materials and activities that
demonstrates their accomplishments and identifying administrators who can
verify the successful completion of these competencies.

Long-term involvement. A strong testament to the success of cohort
programs is the desire of many students to continue their association with
cohort members after the completion of the program (Hill, 1992). The
camaraderie and mutual trust that develops is a powerful motivation for
continued involvement. The most common approach to dealing with this
need is to involve former students in the activities of the current cohort, such
as inviting them to special presentations or social events. Some programs
encourage periodic reunions of past cohort groups or develop newsletters for
updating present and former participants about current university-sponsored
events as well as news about the progress of program graduates.

A more sustained response to the long-term needs of cohort members is
being considered at Virginia Tech. As each new cohort is formed, students are
told the university is making a five-year commitment to them. During the

first two years, the cohort engages in university coursework and field-based
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learning experiences. Beginning in the third year and continuing for three
years, a series of seminars are scheduled so that members of a particular cohort
can meet to discuss those issues that are arising as they experience professional
challenges in new or continuing roles. Besides allowing cohort members to
continue valued relationships, such an extended commitment can help to
alleviate the sense of professional isolation felt by many educators, espedially
newly-appointed school administrators.

Adult Learner Characteristics and Needs

For the cohort experience to be effective, faculty must be cognizant of

the characteristics of adult iearners, especially their need for the
acknowledgement and use of their experiences and prior knowledge, the
differing ways they go about learning, and their desire to be actively involved
in the learning process versus being passive recipients of knowledge
(Brookfield, 1986; Kidd, 1973; Knowles, 1980; Merriam and Caffarella, 1991).
More recently, drawing primarily from the work related to women and
learning, stress has also been placed on allowing the affiliation needs of
learners to be addressed as a legitimate and vital component of the learning
process in adulthood (Beienky, Clinchy, Goldberger & Tarule, 1986; Caffarella,
in press; Schneidewind, 1983; Shrewsbury, 1987). In describing each of these

characteristics of adult learners, examples of how cohort programs have

integrated these characteristics into their program delivery mechanisms a.e
provided.
The role of experience and prior knowledge. The comparatively richer

life experiences of the adult have been cited by nearly all writers as a key factor
in differentiating adult learning from child learning. Kidd (1973) notes that
“adults have more experiences, adults have different kinds of experiences, and

adult experiences are organized differently” (p. 46). He goes on to observe that
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“these points seem self-evident. An adult's sexual or social experiences are of
a kind that mark him off from the world of children. The same can be said of
his experiences of a job, or politics, or war" (p. 46). If accumulated life
experiences differentiate children from adults, they also differentiate one adult
from another. A group of sixty-year-olds will have less in common than a
group of twenty-year-olds.

Experience is a major assumption "that can arguably lay claim to be
viewed as a 'given' in the literature on adult learning" (Brookfield, 1986, p.
98). Knowles (1980) conceives of this in terms of a “growing reservoir of
experiences” that function as "a rich resource for learning” (p. 44). It also
establiches a person's self-identity: "Acdults derive their self-identity from
thei~ experience. They define who they are in terms of the accumulation of
their unique sets of experiences.” And "because adults define themselves
largely by their experiences, they have a deep investment in their value" (p.
50).

Life experiences function in several ways that are idiosyncratic to adult
learning. First, as Knowles (1980) observes, adult learners become important
resources for learning. Adults can cail upon their past learning experiences in
the formulation of learning activities, as well as serve as resources for each
other during learning events. Activities included in cohort development
such as life maps, reflective journals, and critical incidents introduce students'
past and current experiences into the curriculum of the program. Second, the
need to make sense cut of one's life experience is often an incentive for
engaging in a learning activity in the first place. This is precisely the intent of
the reflective seminars. Third, the actual engagement of past experiences with
learning is different for adults than children. They often need to modify,

transfer, and re-integrate meanings, values, strategies, and skills (Smith, 1982).
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The opportunity for these adjustments are provided as cohort students engage
in individual learning activities and process their experiences during
reflective seminars. And finally, it should be noted that an aduit's past
experiences can become obstacles to new learning. Some may have to unlearn
negative attitudes toward learning, olds ways of doing things, prejudicial
views, and so on.

The differences in the processes of learning. There are fewer dramatic

differences in the ways adults go about learning when compared to children.
The separation of cognitive factors inherent in learning ability from
noncognitive factors that affect learning ability has lead to a better
understanding of adult learning. Three noncognitive factors in particular—
pacing, meaningfulness, and motivation—~have been shown to affect adult
learning. Pacing refers to the time a person has to examine a problem or
respond to a situation. An adult's ability to respond slows with age, and time
limits and pressures have a negative affect on learning performance.

Perhaps because an adult's learning is so closely tied to his or her life
situation, adults are not inclined to engage in learning unless it is meaningful.
Administrator development programs that encourage individual learning
and student ownership in the operating procedures and program content are
ensuring that students are engaging in meaningful and relevant tasks. Linked
to the meaningfulness of material is the variable of motivation. Kidd (1973)
explains that "one of the reasons adults continue to learn well . . . is that they
concentrate their learning in the areas of experience in which their interests
also lie. Thus their motivation is substantial and, as everycne knows,
wanting to learn is the greatest aid to learning” (p. 91). In addition, there ure
other age-related factors that might affect how adults go about learning such as

health problems, fatigue, and use of medications.

Pwa

13




As discussed in the previous section, not only is the accumulation of
knowledge and experience greater for most adults, but by linking an adult's
greater experiential base to learning, a case can be made that cognitive
functioning is qualitatively different (Chi, Glaser, & Farr, 1988; Glaser, 1984).
Two ideas are important in the exploration of these differences: the amount
of prior knowledge and experience, and its nature. In terms of the amount of
knowiedge one possesses, there is a key distinction between those who know a
great deal about a subject (experts) and those who know very little (novices). It
appears that experts not only have a greater storchouse of knowledge but they
also think in different ways than novices. According to Glaser (1984): "The
knowledge of novices is organized around the literal objects explicitly given in
a problem situation. Experts’ knowledge, on the other hand, is organized
around principles and abstractions that subsume these objectives . . . In
addition, the knowledge of experts includes knowledge about the application
of what they know" (p. 90).

In further examination of the issue of novice and expert, some authors
(e.g., Glaser, 1984; John-Steiner, 1985; Shuell, 1986) have speculated that at least
some of the learning processes, rather than being universal, may be specific to
certain domains or subject matter—~thus making transfer across these domains
very difficult, if not impossible, for some people Many graduate students, for
example, although very perceptive and advanced in their own fields of study,
may have a great deal of trouble completing statistical and advanced research
design courses.

In addition to the accumulation and nature of this knowledge and
experience, other authors have focused on the transformation of this
experience, that is becoming critically aware of converting their prior

knowledge and experience into new perspectives. Incorporating activities in

14

bwrl
P




the cohort experience that focus on issues of diversity (as is addressed in the
final portion of the paper) is one important way to challenge existing norms,
assurnptions, and expectation of group members. This transformational
process has often been seen as characteristic of adult learning, and for some,
the hallmark (Daloz, 1986; Mezirow & Assoc., 1990; Mezirow, 1991). .

Finally, it should be noted that those who posit different stages of
cognitive development at different ages have indicated that learning processes
in adulthood may be different from those in childhood (Arlin, 1984; Riegel,
1973; Labouvie-Vief, 1990; Rybash, Hoyer & Roodin, 1986). Specifically, adults
tend to be more reflective and dialectical in their thinking, i.e., they tend to be
more tolerant of contradictions and ambiguities, and they engage more often
in problem-finding as well as problem solving (Caffarella, 1992). The intense
interactions and feelings of trust and camaraderie that characterize cohort
relations create a learning climate where problems can be explored safely and
productively.

Active Involvement in the Learning Process. Most adults prefer to be
actively involved in the learning process versus being primarily passive
recipients of knowledge (Brookfield, 1986; Caffarella, in press; Knowles, 1980).
This does not mean that instructors give up the role of being information
givers, but that their roles need to be expanded to include serving as resource
advisors and learning facilitators (Brooxfield, 1986; Hiemstra & Sisco, 1990).
During reflective seminars and when assisting students in shaping their
individual learning plans, professors must take on a fac itative role. In fact,
in order to encourage such a role, faculty in the Danforth Program for the
Preparation of School Principals are referred to as "facilitators" and are
provided with written materials and attend information sessions aimed at
supporting them in this role. Acting as resource advisors includes both
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assisting students with the process of learning, such as helping students
develop their own learning objectives and choose appropriate strategies for
going about that learning process, as well as being a content resource. This
latter role of content resource person involves sharing materials and
experiences from their own store of resources and helping students locate
resources that can better be obtained from other sources (e.g., libraries,
computerized data banks, people). |

The facilitation role, in terms of formal classroom instruction, consists
of organizing and serving as the process person for in-class activities that
actively involve students as part of the learning process. There are numerous
instructional techriques for encouraging active student participation, from
large and small group discussion to role plays and use of case studies
(Galbraith, 1990). These types of activities are the hallmark of reflective
scminar sessions. In choosing w'.ich technique to use, certain factors are
considered including: (1) the match of the technique to the objectives for the
learning experience; (2) whether the content can adequately be addressed
through the use of the technique; (3) the background and experiences of the
students; and (4) the capability of the instructor to use the chosen technique
(Caffarella, 1988).

Having students be active participants in their own learning also
demands that students may need to change how they have acted in terms of
"the student role." Students can no longer assume that instructors have the
only, or even the major responsibility, for teaching them the material, but
they too must take responsibility for their own learning. This responsibility
can range from giving students almost total control of the learning process
through the use of inrdividualized learning techniques (as is routinely done in

cohort programs) such as preparing learning contracts; having students give

16

Pl
&




preserntations in class; and/or encouraging active participation ir small and
large group activities.

Affiliation Needs of Learners. Recognizing the affiliation needs of adult
learners, that is the desire for learners to be connected and supportive of each
other's learning, is an aspect of the learning process that has received more
attention in the practice of teaching adults over the past five years. Addressing
the affiliation rieeds of adult learners is an important aspect of cohort
development. Beginning with the initial development activities, particular
attention is given to building collegial and personal relations. Moreover, the
fact that most programs are striving to meet students' desire for continued
contact after the program has ended indicates the depth of personal affiliation
cohort programs produce.

Although this practice has been addressed from a variety of
perspectives, the most ardent voice of encouragement for the inclusion of the
affiliation needs in teaching has come from discussions of women and the
learning process (Belenky, et al., 1986; Collard & Stalker, 1991; Hayes, 1989;
Schneidewind, 1983; Shrewsbury, 1987). The commonality of thought among
these authors in responding to the needs of learners to form relationships that
encourage learning are the importance of collaborative inquiry, cooperative
communication styles, and a holistic and democratic approach to learning.
This collaborative way of knowing, coined by Belenky et al. (1986) as
“connected teaching", encourages a cooperative communication style both
between the instructor and the participants and between and among the
participants themselves.

Collaborative teaching, based on the assumption that learners should be
actively involved in the learning process as described above, can be fostered in

a number of ways. These include allowing learners to share in setting goals
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and objectives for courses and other learning events; givin. learners the
responsibility for carrying through some of the !earning activities; using
interactive teaching techniques; and providing opportunities for team
presentations and projects. The underlying philosophy of many cohort
programs clearly advocates ways for students not only to become more
involved in the learning process but also to become empowered and feel
ownership in their own professional development. Besides some of the
strategies intended to foster collaborative learning highlighted earlier, faculty
might use smail group discussion, metaphor analysis, story telling, and case
study analysis (Caffarella, in press).

Creating a democratic process for learning is similar to the idea of
promoting collaboration. Its hallmark is fostering an interactive participatory
style with the dual goals of assisting learners to develop independence of
thought and action as well as to create mutual or shared objectives
(Shrewsbury, 1987). The democratizing of teaching recognizes that power and
authority over the teaching process must be shared between instructors and
learners in terms of making decisions about the learning experience, as well as
fostering a participatory style of learning. Examples of helpful resources for
establishing this type of climate and structure for learning include materials by
Knowles (1975, 1980) on program planning and learning contracts, Hiemstra
and Sisco (1990) on individualizing instruction, Brookfield (1987) on
developing critical thinking, and Hiemstra (1991) on creating effective
learning environments.

Including Diversity in the Curriculum

Because of the length of time a cohort spends together and the intense

interactions that occur, the cohort experierte is well suited to address issues of

diversity, including gender, ethnicity, and social class differences. Some
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cohort programs purposely encourage students to include issues of diversity as
part of the curriculum. For example, during the residential institute at the
University of Washington, students deal with their own and others' diverse
experiences by creating life maps, developing and sharing personal journals,
attending sessions on topics such as glcbal education, and reading and
discussing articles on diversity. In addition, formal units of study or program
themes address diversity in several programs. At Fresno State University and
the University of Washington, the curriculum includes units on
multiculturalism and its implications for leadership. In these seminars, issues
such as understanding equity, recognizing the disparity in the treatment of
students from different ethnic groups, and creating schools which embrace
diversity are explored.

Outlined in Table 1 are a sampling of instructional techniques that
either have been or could be used to address issues of diversity throughout the
life of a cohort group. Four major assumptions form the basis for the way the
material is presented. First, the diversity issues are divided into three
different sub-categories: gender, ethnicity, and social class. Gender is defined
as male and female; ethnicity as the predominate racial and/or cultural
background of a group of people; and social class in terms of a person's
economic, educational, and occupational status. Although these sub-
categories of diversity are often intertwined and instructors may wish to
address them in a more holistic manner, for the purpose of this paper these
sub-categories are seen as constituting differing issues and are important in
their own right. Therefcre, at some point during the cohort experience each
sub-category should be highlighted as a separate and distinct realm.

The second assumption s that issues of diversity should be discussed

within each instructional component of cohort groups, from the initial

() 2
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development activities through the long term development phase. Third, the
suggested strategies acknowledge that some cohort groups ~rill be mixed in
terms of the gender, ethnicity, and social class background of the participants,
whereas others may reflect diversity in only one or two of these areas, ar.d still
others may have participants that all have similar backgrounds. Therefore,
the background and experiences of the studernts should shape how the
instructional techniques are implemented. And finally, the sampling of
instructional techniques that have been chosen reflect that participants of
these cohorts are adult learners and as such each technique incorporates the
importance of using the prior knowledge and experience of the learners, their
desire to be active participants in the learning process, and their need for
affiliation.

The sample instructional techniques that are highlighted in Table 1 can
be interchanged between and among the various issues of diversity. For
example, in reviewing the activity of creating personal life maps, it may be
more appropriate for the group to use a panel discussion to focus on issues of
social class and biographies or autobiographies on issues of ethnicity, versus
what is described for each of these issues on the table. In addition, there are
numerous other activities that could be used, such as critical incident
techniques, classroom observations, and the like (Caffarella, 1988; Galbraith,
1990). The key to incorporating these techniques in addressing issues of
diversity is to adapt their use to focus specifically on issues related to gender,
ethnicity, and/or social class.

Summary

Learning cohorts in educational administration programs appear to be

increasing. As faculty have embraced this instructional delivery mechanism,

serious attention has been given to incorpbrating activities that capitalize on




the adult learning needs of cohort participants. The cohort structure also
provides a unique opportunity to address issues of diversity. By presenting
materials on topics such as multiculturalism, racism, and equity and by
drawing on cohort members' personal experiences and viewpoints about
gender, ethnicity, and social class issues, leadership development programs
can begin to assist future school leaders in identifying ways to acknowledge

and celebrate diversity in their students, teachers, and communities.

0y e
AR
ARy

21




Refer nces

Arlin, P. K. (1984). Adolescent and Adult Thought: A Structural Interpretation. In
M. L. Commons, F.A. Richards, & C. Armond (Eds.), Beyond formai

operations: Late adolescent and adult cognitive development. New York:

Praeger.

Barneit, B. G., and Brill, A. D. (1990). Building reflection into administrative

training programs. Journal of Personnel Evaluation in Education, 3, 179-192.

Barnett, B. G., & Muse, L. D. (forthcoming). Cohort groups in educational

administration: Promises and Challenges. Journal of School Leadership.

Belenky, M. F., Clinchy, B. M., Goldberger, N. G., & Tarule, J. M. (1986). Women's
ways of knowing. New York: Basic Books.

Brookfield, S. (1986). Understanding and facilitating adult learning. San Francisco: |

Jossey-Bass.

Caffarella, R. S. (1988). Program development and evaluation resource book for
trainers. New York: John Wiley.

Caffarella, R S. (1992). Cognitive development in adulthood. Paper presented at

the Annual Conference of the Project for the Study of Adult Learning,
Chicago, IL.




Caffarella, R. S. (in press). Psychosocial development of women: Linkages to the

practice of teaching and learning in adult education. Columbus, OH: ERIC

Clearinghouse on Adult, Career, and Vocational Education.

Chi, M. T. H,, Glaser, R., & Farr, M. J. (Eds.) (1988). The nature of expertise.
Hillsdale, NJ: Erlbaum, 1988.

Collard, S., & Stalker, J. (1991). Women's trouble: Women, gender and the

learning environment. In R. Hiemstra (Ed.), Creating environments for

effective adult learning. New Directions for Continuing Education, No 50.

San Francisco: Jossey-Bass.

Cordeiro, P. A., Krueger, J., Parks, D., Restine, L. N., & Wilson, P. (n.d.). Taking

stock: A summary report on the Danforth programs for the preparation of

school principals. St. Louis: The Danforth Foundation.

Daloz, L. A. (1986). Effective teaching and mentoring: Realizing the

transformational power of adult-learning experiences. San Francisco: Jossey-

Bass.

Danforth Foundation (1987). The Danforth program for the preparation of school
principals. Unpublished manuscript.

Daresh, J. C. (1988). The preservice preparation of American educational
administrators: Retrospect and prospect. Paper presented at the meeting of
the British Educational Management and Administration Sodiety, Cardiff,
Wales.

<)
23




Galbraith, M. W. (Ed.). (1990). Aduit learning methods. Malabar, FL: Robert E.

Krieger.

Glaser, R. (1984). Education and thinking: The role of knowledge. American
Psychologist, 39(2), 93-104.

Gresso, D. (n.d.). Initiation of the principal preparation program for the Danforth

Foundation: Information for a case study. Unpublished manuscript.

Hayes, E. (1989). Thoughts from women's experiences for teaching and learning. In
E. Hayes (Ed.), Effective teaching styles. New Lrirections for Continuing

Education, No. 43. San Francisco: Jossey-Bass.

Hiemstra, R. (Ed.) (1991). Creating environments for effective adult learning. New

Directions for Continuing Education, No. 50. San Francisco: Jossey-Bass.

Hiemstra, R., & Sisco, R. (1990). Individualizing instruction. San Francisco: Jossey-

Bass.

Hill, M. S. (1992). Graduate cohorts: Perceptions of benefits and catalysts to

cohesiveness or 19 heads are better than one. Unpublished manuscript.

John-Steiner, V. (1985). Notebooks of the mind: Explorations of thinking.
Albuquerque, NM: University of New Mexico.

Kidd, J. R. (1973). How aduits learn. New York: Association Press.

24

[ e

)




Knowles, M. S. (1975). Self-directed learning. New York: Association Press.

Knowles, M S. (1980). The modern practice of adult education: From pedagogy to
andragogy (2nd ed.). New York: Cambridge Press.

Labouvie-Vief, G. (1990). Models of cognitive functioning in the older adult:
Research needs in educational gerontology. In R. H. Sherron & D. B.
Lumbsden (Eds.), Introduction to gerontology (3rd ed.). New York:

Hemisphere.

Merriam, S. B., & Caffarella, R. S. (1991). Learning in adulthood. San Francisco:

Jossey-Bass.

Merriam, S. B., & Clark, M. C. (1991). Work, love, and learning in adult life. San

Francisco: Jossey-Bass.

Mezirov;, J. (1991). Transformative dimensions of adult learning. San Francisco:

Jossey-Bass.

Mezirow, J., & Assoc. (1990). Fostering critical reflection in adulthood: A guide to
transformative and emancipatory education. San Francisco: Jossey-Bass.

Murphy, J. F. (1990). Restructuring the technical core of preparation programs in
educational administration. UCEA Review, 31(3), 4-5, 10-13.

25




National Commission or. Excellence in Educational Admi~istration (1987). Leaders

for America's schools. Tempe, AZ: University Council for Educational

Administration.

National Policy Board for Educational Administration (1989). Improving the
preparation of school administrators: An agenda for reform. Charlottesville,

VA: University of Virginia.

Riegel, K. F. (1973). Dialectic operations: The final period of cognitive
development. Human Development, 16, 346-370.

Rybash, J. M., Hoyer, W. J., & Roodin, P. A. (1986). Adult cognition and aging. New

York: Pergamon.

Schneidewind, N. (1983). Feminist values: Guidelines for teaching methodology in
women's studies." In C. Bunch & S. Pollack (Eds.), Learning our way. Essays

in feminist education. Trumansbury, NY: The Crossing Press.
Schon, D. A. (1987). Educating the reflective practitioner. San Francisco: Jossey-Bass.

Shrewsbury, C. M. (1987). What is feminist pedagogy? Women's Studies Quarterly,
XV, No. 3, 6-14.

Shuell, T. J. (1986). Cognitive conceptions of learning. Review of aducational
research, 56, 411-436.

NG
C -\

26




Smith, R. M. (1982). Learning how to learn: Applied learning theory for adults.

Chicago: Follet.

~

£\

-~
~

27




"sedoiyred
19410 yum Y eseys pue uossed
jeyl Jo aew 8j| e JonIsuod
0] peyse uey) ese Asujl ‘o
Kay) uey) ssejo [e1o0s JusIepp
2 10 aJe suibuo asouym uosied e
10 AydeiBorg Jo AydesBogoine ue
pess O} poyse aJe spedoiued o

SIoUsy |

SEE(Y 1e305 Je([us 10d

"sdew ejn J1ey) JO UOHINIISU0D
8yl pejoaye sey Ssiyl moy
pue o} Buojeq siuesed ney) pue
Aay) ssep [e1008 leym aquosep
o] paijsanbes ueyl ese Aayl
"POUILLIBIBP St SIY} MOU pUe SSBR
fe1vos jo ydeouod sy} eiopdxe
0} PoYse Isiy ase sediomed -

STI0U3Y
BSE[D U0 JEI0AIY 10

SSVYID IVIDO0S

‘sjuediored
8yl wWoJj jueleyp pue Jejuns
ase sdew e Stequues jeued 84}
Moy o) se suedoiped pue sieq
-wew jeued Bucwe uoisSNIS|p
9AIj0RIBIL) UB AQ POMOY|0f S) SIIL
‘sdew ey sioy) sediored yum
eJeys o) peyse ase eese semnojyed
leyl jo spunoiByoeqg ouyle
eleuiwoperd ey} jueseidss
leyl ajdoed jo joued y .

sRoUTYy
TeTTuTS Aesuuys 103

"sediourd eyl jo sennuept
ouyle eyl uo peseq sdew
oy} Buowe/uesmiaq seousepp
pue senuejuns eyl sSsnosip
0} peMse ueyy a1z Aoy °sdew
8yl 8yl uo aaey spunoiByoeq
ouyle neyl 10049 leym uo
1084;91 0} poxsSe are suedied «

STOUTY
FEIOATT ATEITIYYY 104

ALIDINHLA

ALISH3IAIQ 40 S3NSS!

‘pessnosip
am JopueB o) pejess sdew
8y} usemieq sesussepyp pue
senuerwys eyl pue siredonred e
UM peseys uey) ase sdew 0sey)
dews ey jeuosied e 8sodurod
0} weyl Nse pue iepuelb
esoisp B jo 8ydoed meiasein
0) poyse ase sjuedipiuegd -

ooy
TopuUsy sures 103

"sjuedionsed au) jo
lepuef aij) 01 pejeial Jualeyp IO
Jejuns 9;2 st 8l Moy azijpue
0] peyse ueyl ese swediped
'sdew ey Jeyl uo pey
sey Jepuol a6yl VeJO JBym uo
1061}8) O} peXSe Bse SKRAOIUe

SIOUDY 18pUsyy PexIN 103

¥3aN3D

SS3HAAY OL SAVA

"seousuadxe oy uexpubs
pue ‘sjeleq pue Sen|eA
weuodun ‘ase Aeuy} oym aquosap
suediopsied eseum  sseooud
y - SO O TeuOSTou vuNeeIY .

SOV
IS UMoeAsy et (1)

S3INOINHO3AL
TYNOILONHASHI ITdNVS

o
o




"aJniny
ey} ul pe fey) moy ebueyd Wi
abpajmouy SIy) moy pue siewnof
118Ul Ul SMBIAJIBIUI B58U) Wol)
pawies| eaey Asy) leym pJooei
uey) sjuedinped 'sessSe|d |BI00S
Buueup jo sjuesed pue swepn|s
yim Buppom usym siep
8q PpINOd 10 BABY SJ8pEY|
Jooyos se soifsiess pue suonoe
J1ey) Moy U0 10081)9: SOOMBIAIBNI
8yl eaey pue suonejndod
SSBID [BI00S OSIOAIP BAISS OUM
SI8PEB| |EUOIIEINPS MOIAIBUY
0} peyse aie sysedpiued o

STIOU0Y
SEETY Te[305 JE[WS 1]

‘'SUOIIOR 9IMN) haKj}
1oeye wbiw yey) moy ssnosip
pue weuodwod paleid: sseo
121005 e BuiABY SB PepIoDss BARY
Aay) swe) sSnosip pue 8ieys
o} poxse aJe sjuediiued ‘Jeuwes
sy} noybnoly) seun} peutwt
- 10lepaid 1y ‘pepiodes Aeyl
leym noge (oo} Aeyl moy pue
piooes 0) asouyd Aeyl leum uo
Sey SSE [e100s Jisyl 108418 jleym

"aininj ey} uy 0B Ay
moy efueyo ybuu ebpsajmouy
Siyl moy pue jeuelew syl
0} SUOORe J18Y) stewnof 2jeul w
P10281 PUB SBINYND MNULe JBUO
1o0pas teyy Asjeod 10 einjesel
pess o} pexse ase spedoied -

135()i (.20}
TeTIuTS Aedeyury 164

"Suoioe 8Ny ney) eye
Wbnu Jey) moy uuojsuielq pue
ueuodwod peojejes-A)|ediuyle
ue Buiaey Se poapiooss eaey
Koyl swey Ssnos|p pue 8ieys
0} peyse ueyi ere syuedioued
‘Jeupues oy) noybnoiyi sewn
peujuseleped Iy  F9pPI096)
Aoy} leym noqe (08} A8yl
MOY pue 'piooes 0} 8soyd Aey
leym uo sey punoibyoeq MHuyie
Jieyl 15eye leym uo sjeusnof

uo sfewnof 19y} Jo PIYLISE BUI UL J18YL JO PNYL PUOCISS BYY U
1081j01 0} poYSe oJe Sluedioied »  1081j81 O} PeXSE 8Je suedonied -
TIOUT) AL )

SEEID [E[J05 OSI8ATT 10d SETOATY ANOSIONTY 105

SSY1D VID0S ALIDINHLE

‘Tewnol 51941 Uy 6A1900J
Asyl suoiioes) 10ABjeUM [I0D0)
uey) Aey) ‘1epuell Jo senss eyl
ol pejeles ueeq aaey juswbpni
A8y} Ul Jey) seayl |euoissejosd
JBYL U} SlueAs o0} peloes
oAaey Asu} moy wey) yse pue
SJ10Y) Wwoy) siepp sepush BSOUM
sonbea}|co Mmeia1eul Ajfeuuiop,
01 peyse ee sjuediojued

LAl (o]
TopusH suIes 103

‘SUNIOR 91NN} A6YL
woye Wbnu ey} Moy SSTOSIP pue
peiejel-10puel se pepItns) oAeY
Aoy} swey SsSnoIsiy pue eseys
0} peyse ueyl ese sjuedoued
‘Jeunues oyl noyBnosyl sewyl
poujuwielepeld Iy  "pepiIo0se)
Aeuy Yeym ncqe (ee} Aeyl moiy
pue piod8) 0] 8S0UD ABy] FBUM U0
sey Jepusb a8yl 10ele Jeym uo
sfewnol Jey) o Pyl 181y eul wy
108181 0} poxse aie sueded «

LAl o]
TopUsy POYIN 10d

\\%u
L

"Ininy ayi W Apuess;p
196} 1yOru Aey) moy Jo/pue ax
ey} pue sybnoy) ‘seepy 'sluene
eseyl noqge |88} Aoyl moy ‘el
ay) pue siydnoy) ‘seepy 'spuene
olioeds piodces Asul yolym
u} sfewnof deey sjuedidiped

FTEUTISS SATISIE *(z)

H3aAN3O

SaANDINHO3AL
TVNOILONHLSNI 3TdNVS

28]
o




‘presay
Aey) seuols aul pue %Sel sy}
op 01 wawn Bupise O} SUGOes)
SJeyoes] ey} aseys yioq o} pexse
uey) ese Aey) ‘suepnis Noy)
Buowe seousselp Sse|d [EiDOS
sejesisni jeyl Aols e weyy (|9}
0} JayAauly xse pue Joyoes) e iLmm
WE) o) payse ose sjuedioiued .

TIOU0Y)
STEID TE0s Teus 103

‘poasSSNOSIP eie
siepee] jooyos Buieq jo eonoesd
ey} 10} suonenidw) pue dnosB
ebie; 8yl yum aleys o) S8N0lS
858y} |0 8UO 8SO0UD 0) poySe
St dnoiB peu pue pedp uyoeg
"SSE0 [B100S 0] POIEIS] 818 BABHEQ
Koy} senss| 10 soeas Aesuod
eyl peu aaey Aey) sesuepad

- Xe ejensnjit jey)r sesse(d
[eros Bupeyip wosy senbes)jod
yum speul Jo speAp u) $eiols
aleys 0} peyse are sjuedoiued .

LRI o]
S3EID TeI305 SFI0AIY 10

TI8VIVAY 4420 1528

‘stepee| reuon

- eonpe se eaoesd seyl noqe
Aes 0} 8ARY SOUBUBIS 8SB) IBYM

pue (s18A108Q0 nue swediued

uioq se) Aetd-eto eyl of suopeel

28y} UO 108yj8s 0} peysSe ueyl

ete Aoyl ‘spunoiBxoeq cuyle

Bupemp wouy eydoed jo seuols

ey} ejeuisni ey} sheyd-oos v bred

8%e) 0] POYSE Ok Sjuediled

oY
ToTTuTS ATESTUNYY 163

"POSSNISI Sre Jepes
looyos e Buteq jo eonoesd ey
1o} suotieondkuy pue dnouB R0}
8y} Ylim paIieys uey) ese seucie
peldejes  -pejetss Ajesjuyle
aIe Jey) sonsst J0 SIAe Arapod
eyl pey oaey Aoy) sesueuedxe
oresnsny feyl spunouthioeq onuyle
lejjuns eaey oym senbee:od
yum sdnosB |jews uj sepols
eleys o} pexse ore suedoed .

L 3500]1( Fo]
SSISATY ATTedunTy 103

"S18pES| [EUOEONDS Se sonoexd
eyl o)} Aes 0] eAey Seuols
038Ul JBym pue UO|SSNISIP
dnoiB efBie| pue jews ybnoy)
seuols eseul o sOYby
GJEYS O} poxse usy) eie Aoyl
‘Aijeod 10 ‘uoioy) ‘sejydesolq
- ojne ‘sejudesBorq O uuoj ey)
Ul 8q Aeil SOUOKS 858 ] ‘JeURLIeS
8y} uj pejueseds:s You esm ey)
MBjA Jo sjujod peje|es-1epush
100j01 TeY] S10UINe JO SBUI0IS o)
pes: o} payse ere spedioed .

bl L]
“TIpU§S SUNy 101

"pessnosip
are Jepeo| [ooyds e Buieq
jo eajoead ey 10) suonesdwy
pue dnosfl efsw 6ii yum ereys
0} S8110lS 9S8yl JO BUO BS00YD
0} pexse 9 dnosB yoe3 ‘senss
peiejar-1epusd Aesuod jey) pey
eaey Aeyl secueuedxe olesnsm
eyl sdnosl jews uy seols
eseys o} poyse ae spedoed -

Ll (o]
“IOpUsy PXIN 16

30

‘0ousuedxe 10 oA
mnonred e inoge |08} Aeyl moy
olB|8s Jey) Seuois |0} o} peyse
e spedied - BUBTATOIS  «

SSYI1D WVID0S

ALIDINHLA

H3IAN3D

SINDINHOAL
TAYNOLLONHLSNI 31dNYS




[

"SUOIIeAIBSqO
pue sBuiputj 8uj elenjeas
puUB 8ZUBWIWNS 0} MOY S8SO0YD
osie ey/eys  ‘umo Jsy/siy
uey) J10Ylo SSe|O |BID0S JUB.1Bj
-§p e woy sjdoad Jnoqe esow
uJes; 0l JaYAUY mOofie pinom Jey)
(du) pjey ‘uoiieAIesUO ‘meIAIBI|
‘alnows 10 08pIA ' Bujyorem
‘Buipees B-8) ABojens Bujuses)
e 8500y 0} ‘ueid Buiwes) seuy/siy
J0 ued se ‘poxse st wedoed y -

S1I0U0)
SEEID [e1305 Tejus 15

'sBuipuy
8yl elenjeAs pue ezuewwns
O} MOY SOSO0YD OS|E 8US/eH
‘UMO JBy/siy ueyl punoibyoeq
SSBI0 [BI00S JUBIBHHP © BABY OUM
dnosB voyoo eyl jo siuedinued
noge eJ0W wses| o) Jeyuy
Mmofe pinom eyl {uoissnosip
dnosB ‘sdnosB snooj ‘uoissnosip
joued ‘“6'9) AGejess Buiuses)
2 8S00U9 0} ‘ueid Buiwes] Jeiysiy
Jo ed se ‘pexse st juedioied v -

THOUDY

P

N

TIAVTIYAY AdDY 1838

"SUOIIeAIBSQ0
pue sBuipuy} oyl ejenjeae
pUB BZUBWIWLING O} MOY SB8SO0UD
os|2  ey/eys ‘UMO  Sjy/Iey
ueyy Jeylo dnoib suyle ue ynoge
8JOLL LB O} JEJALIY MONE PINOM
1ey} (81A0W B i0 06PIA B Bunidiem
‘Buspees ‘senbjuyoe) juepiou)
[EXIUD ‘SMBIAIBIUI 'SUOIIBAIBSQO
“6-9) ABoyenys OBujuies
e asoo0yo 0} ‘verd Suwesy jeyssiy
Jo ued se ‘peyse St uedioedy .

STIOUTY
TS KiTesjunyy 04

"sBuipuyy
ey} 8leNeAe pue 8zueWWNS 0)
MOL} SOSOOLD OSie BY/eUS 'UMO
seyssiy ueyy punosBsxoeq Juyie
wesepp B eaey wym dnosf’
uoyoo ey} Jo suedioued ynoge
810U WEes| 0} JSUALIY MONE PINOMm
12yl (SUOHBAIBSQO ‘SMBJAIBIU)
dnoiBpenpaipul  ‘UOISSNOSIP
jeued *“6'9) ABejens Oujuseeq
e 9s00y? 0} ‘ueyd Bunweey Jeuy/siy
joued se ‘pevse st uedonedy -

L1201 (o]

‘S0SO0YD
eys/ey rey) seuuew Aue ui (Apms
esed e Jo juewdojeasp ‘ede)
oppne ‘uodes uehum eiA “'0°8)
punoj sem jeym uo uodes pue
821040 18Y/s1y jo dnosb e 8s00YO
Aew oys/oH 'SOAjeswey) ueyl
1epueb wsaseyp € jo vre dnoud
eyl ui diyssequiew ereuruopexd
eyl 10 |18 yojym uy dnosb e
aA105q0 0) ‘uerd Surires) Jousy
10 Ued se ‘pexse 9 wedonvedy -

ELIYDY)
TepusyH swes 103

‘Jouwsesy eyl Aq peuuusiep
8 peljenjead 9q jim MBIAIBIU|
8y} Jo slnses 8yl moy pue Jxdo)
Mmool 8yl Jepuel eysoddo
ey} jo dnoib uoYOO 1ey/siy jo
siaquiew J8yi0 yum (exdoed inoj
20 oesyl) mejausiy dnosb yews
e op 0} ‘ueld Buiuses) seyssiy
Jo ved se ‘peyse S| wedonedy -

L 20011 o]

TTED MI0S ER/AG 10 SFIOAIY AMESUiI 103 TopUSY POXIW 10d

‘(oTeryeAs (tm oum.
pue eyeio “08°9) pejenieae eq
mn Ayanoe Butwes| eyl moy pue
‘peaoawy eq o} eun) jo poued ey}
‘peysidutooor ueeq sey Auaoe
Buiwest 8yl 1eY) 80USPIAG B} T
usnil 6q mm eym ‘peysnduioode
8q w Bunures) o) moy pewses
0q NIM 1BUM SITEIBD YoIMm Jewres]
8 4AQ uslum Juswesibe jeuuo
® 81 (1oeau00 J0) uerd Bupuesy v

Ll L LU L To]
“OUTUINET [enpIATBUl “(¢)

SSV10 IDO0S

ALIDINHL3

HIANIDO

SIANDINHIAL
TYNOILONULSNI I 1dNYS

31




‘Bupesuy Boyoo xeu s dnoib
8yl 1B pPesSSNoOsIp S WIN} Ul Youm
‘4oeqpPee) pue uoioee) eyl jeb
pue siequiew uoyos Aq paleyo
810M JBYl SUOIINIOS BY) SSMOSIP
pue siepes| esey) o} yoeq ob
0] peyse uayj exe Ayl "UOISSES
xeu sey} e dnosb uoyod eyl
Aq possnosIp 6q ueod eyl esed
B 'SOsse [enos Buueipp wolj ae
oym sjuepnis yum edsueuedxe
8ABY OUM S1epee] |euoieonps
yim uoijesedood u; ‘dojeaep o}
paxse ase siedionred pajoees .

LAl o]
STETD 1305 JeTHTS 103

‘SUCIIM0S
sjqissod pue sweiqosd sy uo
uoissSNOsIp jeued e peaf 0] pexse
ase sjuepms Jo sdnof eseyl pue
leyieBo) pednou ese swejqosd
Jepuns 'SSe [Br00s O Senss| eyl
0] peje|e) suofiezivefio oyl uj
pasejunooue eaey Aoyl weiqoxd
diysiepes] ® dnoif eyr o3
Buuq 0} peyse ese siuedpiued .

TIOU0)H

‘pessaippe
8q pInoo 1o/pue 8iem Aoyl shem
BAIBUIOYE UO UOISSNOSIP B pes)|
pue AHSIeAlp duyle O] psejeje!
818 LOIYM POIONINOOUS BARY Ao}
swepqosd 9oy} 10 omy WBnybiy
0] pexse ose epdoed 82in089)
8seyl ‘umo Jeyl ueyl luessp
spunoiByoeq suyle juesesdes
oym Bunesw uoyoo e 0} siepee)
jeuotieonpe eesyl BNAuUl O}
payse ese sjuedoiued pepeles .

¥Io00Y
TETTOITS ATESTUYTT 10

‘dnosB relo} ey
UM peseys ueyl aJe SUOIESIOA
-ucd pedp eseyy -suojinjos
eimssod wiojsuiesq pue wejgosd
Jiey) Inoqe J8Ulo udee mejaselu
0] spefip uj pexse uey} ose
Aoyl Ausisnp OuYIe jo sernss
0} pejejes suoijeziuefio neyl Uy
paseunooue eaey Aoyl weiqord
diyssepes; e dnoil ey} o)
Buuq 0} pexse ese suedopred .

SIOYDY)

‘poetes-1opued S| osuodses
oY) eaeneq Asy) § pue fem ewes
ey} Ly uonenys ey o) pepundses
oABY PINOM ABY} J01BUM 85, FISID
ueyl pue sjeews dnos poyood
8yl ueym sdnoil eBiej pue
[fews w suoinjos pue swepqosd
asoyl eseys o} peyse usyj
e Aoyl ‘weiqoxd 1eyl peos
eys/ey moy pue eopexd seyssiy
up peselunodue sey eys/ey
weyiqoxd dysiepes; e Ajjuep
0} Ioyly yse pue sepued
susoddo ey jo enDEBOO ¥ UM
%je) O} peyse ere suedoued o

LA o]
IPUsYH saIes 153

"SOOUBIOIID PUB SBIIIBHUNS ASL)
10} perediiod usyl aJe 3UOINOS
"SUOHINOS BAjEUIBYE OM) |3¥6|
18 J0j0 pue weiqoxd Sy} SINOMP
0] poyse oJe jepuefl swes
10 sdnoun) “enss pereje.-sepusd
® 0} porets) suoreziuedio Jiey) uj
possiunoue eaey Aoyl weiqoxd
diysiepee; ® dnos ey} 0}
Buuq o1 pexse ese suedioied -

Wil o]

w b

‘eoioerd
JOYl U] peidunooued ARy
Aoyl ) diysiepesy |BUOIIBONPS
0} pejees wejqosd _ppom
7004, ® Bupum vy J0 Areqren Jeye
dnoul ey o) Bupq swedoiued
- IpIOVYY OseY SAIOYIBH -

SBUT TBI305 SEI0AIT 153 SEIBATY ATIESUYT 10 TSpUsH PKIN 10 TUSWSATOAUT WIS] BUTT “(v)

SSVY10 1VYIDO0S

ALIDINHLA

H3aAN3D

SANDINHOIAL
TYNOLLONHLSNI ATdINVYS

32




‘sjequiais d: 6 uoyod
UM SIL) BIBYS ‘SIBqUUBt YJoMIaU
Jiayl jo uoissiuued ey} unm ‘uey)
pinom Aey] -ednoeid Aeul moy
pue 8Aaljoq A8y} Jeym Jo Swis)
ul sweased 18yl Jo 8soyl pue
SUOHEeNIYe SSeD |BI00S UMO oY)
sulwexs sSyiomeu feuoissejoid
juasaixd 18y} Jo siequew
aney 0} payse ase swediued .

II3UDY
SSEID 1605 TE(IWS 10

*SHIOM]BU BSOL|, UO PBY 8ARY
sjuedioired ay) jo spunoibxoeq
SSEI0 (e190s ‘Aue J1 ‘108}48
Jeum JO suey u esusiiedxe
HOyoOo Byl wWos} pelnssl
8ARY IBY)} SHJOMIBU 8yl uo
106}j81 0} pexse ese siuedioiued .

‘suofoeiewy Jiey) pabueyd
Sey Jomieu 8Yy) Jo siequiew
ey} Jo uontsodwod w ebueya ey}
U0 1064101 0} payse usij) ese Aeu]
"S)Jomieu seu) w Apeese ere uey)
spunoiByoeq oiwuyle Buuejp
yum 8soy} jo sequuinu 8y) puedxe
0] JO UMO 118y} uey) spunosBxoeq
Buueyp Jo ejdosd epnoul
0} syomieu uesexd sewn puedxe
0) poyse aie sjuedidiued -

LAl o]
TefuTs AesuqyY 104

"SHIOMIBU 8sey) oaosduwy
wbiw Aoyl moy pue syiomjeu
8S6Yyl WoJ} PeAIsdss B8Aey
Aoyl syjeueq teym Buuonoun)
81B SHIOMIBU ©SOUYl MOy Uuo
1oejjes 0) Ajeapousd pexse ueyl
eie Aoyl -spuncibyoeq auyle
Buuep wos eidoed epnjoul
eyl SHIOM}eu W0} O} HLOoYyod
ey} jo .luswiBes JUBWBAIOAU|
une) Buoj, eyl jo BujuuwBaq
ey} Je poxse ese syedioyed -

‘JusIdUBADE
Jjeesed 10} se|yunuoddo
Suipiroad pue ‘poddns Buiab
‘Bupseys LIOleWIOsUl JO  SWII8)
uy sdnoiB eseyl ul SedoUsIelIp
pue seiuews oY) eso|dxe
0} pexse ose Aoy} ‘uotisodwod
Jeyl up ejewej} Jo ejew
Alejeunuoperd ueeq eAey yMYM
o} peBuojeq eaey 10 0} Buojeq
Anueseid Aerj) syomieu eyl uo
1961J01 0) peyse ae sjediued «

SII0UTY
ISpUsYH sWes 10]

‘wey) oy nydiey
ueeq aAey SHIOM|eU 8SOY]l MOy
pue ‘syiomieu esou) jo Jepued
Arewd eul  ‘Uim POAjoAL UBeq
Ay 10 ‘eje Asul Syiomieu jo
spuy ey} Jo swiey W esusuedxe
HGYoo 8yl wosj pejnsel
oARYy Jeyl SJomleu 8y} uo
pefje1 o) poxse ere suedoed -

“JueUI8OUBADE
100189 )04 SUBBW B Se pue ‘poddns
jemamu  Buipiaoid  ‘uolewIOjul
Buneoss pue BunB jo sesodind
ey} 10} suoiusod diysiepes] 0}
ondse J0 pjoy Anueund oym uewl

TIIBUO) EIOUBY) 39001 Jo] PUB UBLIOM JBLIO YUM SCISUON

TEBT (O30T oSIOATT 103 SETOATT AEdUUYY 107 TSpUSY PRI 103 -eje1 Bupusod - DUTYIOMIBN -
SSVID VIDO0S ALIDINHLA H3IaN3o SINDINHOIL

TYNOILONULSNI I1dNVS

33




