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Narrative Reasoning as Assessment

Richard M. Ashbrook

Capital University, Columbus, OH

~ Abstract

Since modern educational practice on'ginafed after the development of formal
science, its theoretical foundations have almost élways remained true to positivistic
notions of description, prediction and control—the tenets of scientific reasoning. The
influence of formal science on éducaﬁon is apparent in contemporary educational practice.
For example, prinﬁiples of gc.).od practice demand the clear description of educational
objectives, precise predidion of learning outcomes and consistent control over classroom
practice. Nowhere is the reliance on formal science more apparent than in the é.ssessment
movement which places a premium on the quahtitative measﬁrement of learning outcorﬁes.

Despite this reliance on the traditions of formal science, early empirical voices
(_e.g., John Stuart Mill, William Wundt, William Stern, Henry Murray, Alfred Adler) called
for narrative alternatives to scientific reasoning—for instance, ethology, indi'viduél'
psychplogy, and the ideographic appro;ch. The legacy of these early vdiceé appgars _in _
contemporary psychology and elsewhere in variant fqrms (eg, life-span-deQeloprﬁent,
psycholinguistics, personal construct theory, situated cog_nition, ;:lipical case study) but
social écience discibline_s generally have been slow to accept the legitimacy of reasoqing

based on alternatives to formal scientific thinking. Higher education has been no different;



alternatives to formal scientific reasoning mostly have been ignored.

This paper will explore the application of narrative reasoning in higher education
by examining life story. Life story, like narrative, depends upon human experience, yet as
there exists no single articulation of life meaning, there hardly can be a consensus among
educators as to the proper framework from which life stories are under_stood. Any
reconciliation of frameworks across disciplines faces some troubling obstacles, some of
which reflect the peculiar nature of human experience and defy analysis by accepted
conceptual tools. For instance, “human experience is not organized according to the same
model we have constructed for the material realm” (Polkinghorne, 1988, p. 16). Martin
(1986) recognizés the methodﬁ of thé natural sciences, so prominent since the nineteenth
century, proved inadeqﬁate fof an understanding of society and culture: “[N]afration is
not just an impressionistic substitute for reliable statistics but a method of undérstanding
the pa.lst that has its own rationale” (p. 7). Titon (1980) reaches ‘the same conclusioﬁ: the
“scientific criterion is irrelevant to explanation in storytelliné” (p. 279).

Participants in the paper session will explore approaches to assessment that 'utilizé
narrative reasoning and consider its application to classroom research, program eva]uatjon
and credit for prior learning. An empbhasis is placed on life story and aut,obibgrabhica]

writing. The paragraphs that follow provide an introduction to some critical issi;es. .

ADefinit fLife S
Since several disciplines utilize life story as a source for their research, an

examination of assumptions underlying its use affords an opportunity for theoretical and



methodological integration across several seemingly disparate academic areas.
Psychologists, for example, analyze life stories to reveal human nature. Ethnographers
study life histories to reflect culture while folklorists collect self-narratives to reveal social
pattern and to examine the ways life is turned into art. Of course these simple distinctions
between researcher (psychologist, ethnographer or folklorist) and purpose (human nature,
culture or social pattern/art) obscure debates within each academic discipline ov¢r>the
proper purpose of life story. Later, these differences will be pursued, but first a starting
place is sought to define the life story.

Jeff Titon’s (1980) definition of life story as a ‘personal narrative’ or a ‘story of
personal experieﬁ_ce’ offers suéh a st;rting place, as does his elaboration that life story
emerges from conversafion, its .o_nto'logical status the spoken word even if the st.ory is
transcribed, edited and printed. Add to this a simple definition of narrative, su§h as
Donald Polkinghorne’s (1988) cognitive conception of narrative as a mental scheme
through which meaning is ascribed onto the exberience of temporality and persona] actién.
The result casts life stories as personal narratives which construct meaning to lives by .
joining everyday actions and events into episodic units. These mental schemes supply
meaning by organizing or interpreting events—an idea that might be taken up lateArAby
considering cognitive approaches to life and story. For ndw, the distinction bétWeen life
story and autc;biography, or its variants, the confeésion and memoir,. direct attentién toa
critical area—the nature of collaboration between an informant and a researcher, or put

another way, between an instructor and a student.



— ollaborati
Life stories require collaboration between a researcher and an informant since they
emerge from conversation. The balanca of power between informant and researcher may
vary. For instance, Titon (1980) distinguishes ‘oral history’ from ‘life story’ by this
relative balance, suggesting the scale is tipped in the historian’s favor in the former case
while in the later case, the informant (or story-teller) retains the power. The powér
balance also can be viewed as a distinction between essentially biographical versus
autobiographical life accounts, though distinctidns are inevitably blurred, as in the case of
the ‘personal history’ which straddles the pivot point. Ultimately, the balance can best be
understood as an expression of purpose and method—the researcher’s paradigm. Unlike
Titon,. who sees the folklorist as defem'ng power to the story-teller nearly to the point of
denying collaboration, I would suggest that whoever the researcher, and howe.ver a
“encouraging and nondirective” (p. 283), “sympathetic friend” (p. 276) he/she wishes to
be, life story remains an essentially collaborative enterprise. Just as surely as infon_nants’
mental schemés interpret life events, researchers’ mental schemes provide the‘ﬁameWork:
for their inquiry. Therefore, when we apply life story in an educational setting, we surely
are preparing for a collaboration betwegn an instructor and a student. |
~ Often as a function of the researcher’s academic diacipline, the cOllaborat_ion '.
presupposes a purpose and incorporates a paradigﬁxatia methodqlogy;. The rhethodology
serves as a framework lto elicit and interpret an informant’s experience via a performance.
Co'nveations of _narrativ.é structure, textual strategy and fhetoﬁcal teahnique translate an

informant’s experience through a performance to an audience. The nexus of collaboration
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is an intersection between a researcher, on one hand, who supplies purpose and method,
and an informant, on the other hand, who offers life experience through a performance.

The product of the collaboratioﬁ—whatever its eventual form: psychological case
study, ethnographic report, folkloristic collection, statement of experiential
learning—doubles as performance in the sense that James Clifford sees ethnography as
allegory: “...a performance emplotted by powerful stories...[that] éimultaneously describe
real cultural events and make additional moral, ideological, and even cosmological
statements” (Clifford & Marcus, 1986, p. 98). Ih this sense, any collaborative project
between a researcher and an informant embodies a social, political or scientific agenda.
Therefore, an exénﬁnatioﬁ of ,ti]e assdmptions underlying the collection of life story should
revea'l'diﬁ'erences of pufpose and métﬁod which vary withiﬁ and between diﬁ'ereﬁt
disciplines.

In the case of autobiography, the mental scheme belongs to a single authdr, and to
the extent events are altered, the contaminates at least belong to a single voice. In 'thé |
case of life stdry, because its collection and portrayal demands collaboration, fwo mental
schemes, one of researcher and one of informant, combine, intermingle or mix in ways that
complement or compete to ascribe meaning to events. The product of the bdllabdrétion
yields, as Barbara Kirshenblatt-Gimblett (1989) has said, ‘;eihnographic expeﬁhénts with
polyvocal texfs” (p. 31), or put differently, the colfaboration fashions buzzles of pﬁrpose,
method, authorship and authenticity which range from first-person verbatim transcriptions
to thirci-person desén’ption and analysis to completely fictionalized accounts of life story.

Given this range of products, even within a single discipline, the task of integration



appears wrought with irreconcilable assumptions, but at another level, the psychologist,
ethnographer and folklorist might recognize a common problem: the impossibility of
experiencing another’s life as they livedit. Like the narrator in Wallace Stegner’s novel,
Angle of Repose, who reaches for a theory of history as sound as a physical law to
understand his grandmother’s life:

I ought to be entitled to base [a theory of history] on the angle of repose,

and may yet. There is another physical law that teases me, too: the

Doppler Effect. The sound of anything coming at you—a train, say, or the

future—has a higher pitch than the sound of the same thing going away. If

you have perfect pitch and a head for mathematics you can compute the

speed of the object by the interval between its arriving and departing

sounds. I have neither perfect pitch nor a head for mathematics, and

anyway who wants to compute the speed of history? Like all falling

bodies, it constantly accelerates. But I would like to hear your life as you

heard it, coming at you, instead of hearing it as I do, a sober sound of .

expectations reduced, desires blunted, hopes deferred or abandoned,

" chances lost, defeats accepted, griefs borne...I would like to hear it as it

sounded while it was passing (Stegner, 1971/1992, p. 24-25). -

Just as any historical account imperfectly recapitulates human experience, the
collection and portrayal of life story richly contaminates events through interpretation.
Contemporary approaches to understanding the past reject the bipoles of continuity (i.e.,
the past and the story told about it are essentially the same) and discontinuity (i.e., life and
story are fundamentally different) in favor of a phenomenologic, hermeneutic appfoach

which casts the relation between life and story.as interprétative narrative (Widdershoven, -

1993).

Il . !I[ .

Nothing is more central to human experience than the significance that events have
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for one another (Polkinghorne, 1988):

The narratives of the world are without number...it is present in myth,

legend, fable, short story, epic, history, tragedy, comedy, pantomime,

painting,...stained glass windows, cinema, comic strips, journalism,

convérsation. In addition, under this almost infinite number of forms, the

narrative is present at all times, in all places, in all societies; the history of

narrative begins with the history of mankind; there does not exist, and

never has existed, a people without narratives (Barthes, 1966, p. 1).

While the scope of this paper cannot accommodate a detailed account of the drift
away from scientific explanatory models, two points are necessary to establish the
emergence of ‘non-scientific’ models as legitimate. One, the reader should recognize that
alternatives to traditional hypothetico-deductive models have emerged across several
disciplines, and two, these alternatives are grounded on reasoned, rationale premises. A
quick summary will make the first point while a few examples will illustrate the second.
History, an ancient discipline in contrast to the emerging post-Enlightenment natural and
social sciences, employed narrative epistemology since its origin. Responding to the
formal sciences’ claim as the only legitimate approach to knowledge, areas of historical
inquiry espoused the scientific method during the nineteenth and twentieth century but met
with a series of challenges which argued for the return to the narrative understanding of -
past events. Similarly, literary criticism for a time tried to align itself with scientific
methods. Russian formalism, such as Propp’s MgmhnggLQﬁhg_EQlkm]g (1928/1958),.
emphasized a taxonomy of stories akin to the biological sciences careful sorting of the
plant and animal kingdbms. Propp, for instance, eschewed a search for theme and

meaning in favor of surface classification in order to eliminate subjective, ‘unscientific’

interpretation. Likewise, ‘new criticism’ of the 1950s focused attention on an individual




text and attempted to study its units in isolation from the external environment, an
approach resembling the experimental controls of laboratory research. Literary theorists
recognized the limits of the scientific méihod and moved away from formal scieﬁce
epistemologies. Frye (1963), for instance, distinguished between literary and scientific
expression. He called cognitive-scientific discourse ‘centrifugal’ language and noted
communication moves outward ﬁoﬁ words to things. Literary discourse, on the other
hand, relies on centripetal language, communication directed inward toward an inner
imaginative realm. Similarly, Ricoeur (1981) questioned whether there is any need to
reduce the chronological to the logical, the scientific path from cause to effect. In place of
deductive logic, he supplied aliemati\}e frameworks like repetition in which action .
articulates meaning. Working in anthropology, Lévi-Strauss (1963), like Propp; pursued
the classification of myths, but instead of a mere taxoﬁomy, he observed that niyths
function as a kind of language that could be broken down into units (mythemes) Whlch,
like the basic units of language (phonemes), acqunred meaning only when combmed in
particular ways. Myths have their own concrete logic according to Lévi-Strauss; they
think themselves through people.

Even psychology’s earliest empirical voices called out for narrative alternatives.
John Stuart Mill, an early advocate for ihe application of natural sciencé-méthod; inthe
study of humén beings, called for a new science, eiho_logy, to study cliaractér. Likewise, |
William Wundt, the father of experimental psychplogy, rgcomménded a separate, practical
sciencé of characte?ology to study individuals. In the early nineteen hundreds William

Stern proposed the term ‘individual psychology’ and distinguished it from ‘differential

- 15



psychology’ which studied differences befween groups. Stern distinguished nomothetic
approaches which examined characteristics across populations from ideographic
approaches which focused on multiple traits within a single individual. Ir; the nineteen
thirties Henry Murray (1938) proposed that an édequate understanding of behavior could
come only from a complete and detailed study of individuals, such as that which is

provided by the case study. Likewise, Gorden Allport urged investigators to select

- methods of study that did not conceal individuality, adding that there was a place for more

than one kind of approach.
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Political and Administrative Issues in Developing
a Distance Learning Based Program.

Margaret Foss & Conni R. Huber
The College of St. Scholastica is a regional Benedictine institution long known
for its professional programs. It is an institution with a mission to serve the people of
Northern Minnesota and Wisconsin, areas wﬁich are sparsely populated. Our digtance
learning initiative has sprung from our desire to better reach this population, or perhaps to

permit them more easily to reach us. The College is currently engaged in two distance

learning initiatives: a Master of Education program now in its second year; and a

fledgling prograrh in undergraduate ﬁumanities.

The Master of Education via bistance Learning (MEDL) program is a rr;aster’s
degree designed to promote the professional growth of practicing K-12 educat§rs.
Coursework primarily involves topics associated with cum'cplum and instruction. This.
program utilizes a sole commercial entity that provides a variety of services to the
College. The College is just preparing to offer undergraduate course via distahce
learning. These are primarily humanities courses (psychology, commuhications, and
foreign language). |

‘A number of issues have arisen while these disténcle.leam'ing irxitiatives Qve;‘e .~

being developed. These provide the foci for this paper. At the out'sé't, questions like:

(a)Are there students out there? (b)What do they want? and (c)What kind of accreditation

will distance learning require? dominated administrative discussions. As the MEDL.

project became reality, still more questions needed answers. The more practical
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questions: (a)What will our content be? (b)What should be done to attain internal
support? (c)How will we arrange for federal financial aid? (d)What should the pricing
structure be? (¢)What technology needs does the distance learning format require for
faculty, or student? and (f)How can the paradigm shift from traditional to non-traditional
College services be facilitated? were joined by the more philosophical:. (a)How can we
get department faculty behind distancé ieaming projects? and (b)What is the perception
of academic credibility for distance education?
Prelimi Inqui

Several steps were involved in our market analysis. The first was a traditional
literature search to determine the state of the markefplace environment. Market factors
such as prior distance learning initiatives, level of education in our region, competition,
and the use of technology in our area were researched. In addition, thxs search was

designed to determine how other institutions conducted needs assessments prior to

offering distance learning courses or programs, and the level of enrollment in programs. .

By examining information from the United States Department of the Census (1990), the

National Council of Education Statistics (1996), the Minnesota Higher Education

Services Office (Schweiger, 1995) and the Annenberg/CPB Project (1992; Hezel & Dirr,

1990; 1988), and the Social and Economic Sciences Research Center (Dillman, B
Christenson, Salant, & Warner , 1995) we framed several key marketing questions:

Are there students in our region interested in for-credit courses delivered at a distance
using some sort of technology?

Are they looking for a degree prograin or enrichment courses?

12
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Are most people looking to complete college work started previously (perhaps at the
community college) or are they starting from scratch?

What majors would people be interested in taking?
Can they pay for these courses at private college tuition rates?
To answer these questions we completed a demand assessment. This differs from

a needs assessment in that it measures more accurately the number of people who would
actually take courses. In a needs assessment, the goal is to find out the percentage of the
total population who might be interested in taking courses delivered via a distance
delivery method (in other words, how many need it). In the demand assessment, the goal
is to determine how many people can realistically be expected to enroll (in other words,
what will be the demand). To determine this, peéple who are already consumers of
education or have expressed interest in education were surveyed. In our analysis, we
tapped a database of current students, alumni, and regional persons who had inquired
about pursuing.coursework at the College. We targeted ouf demand assessment to our
geographic region, recognizing that our biggest enrollment will first come from tﬁose_
who are familiar with us.

| Through this research we determined that the local market paralleled a similar
national study (Dillman, et al., 1995). in the Dillman study, over half 6f the feSpondents '
stated ‘they Will take a college course fof credit in the next three years and tﬁree-fburths |
will take a non-credit course. Interest did not vary By income lével and diminished only
shghtly with age In a study of people who were takmg college courses through
broadcasts on PBS (Hezel & Dirr, 1990), 84% cited time constraints as a very nnportant

barrier to pursuing higher education. In our study, we found that over half of our
13 '
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respondents were extremely or very interested in éontinuing their college education.
Seventy-six percent of those who had enrolled in a college level course in the last three
years indicated high levels of interest m continuing their education through college course
work. Interest was similarly high among respondents in their 20’s (65%), 30’s (62%) and
40’s (56%). Survey participants felt that convenience was a major attraction of a course

offered via technology.
Internal and External Approvals

The next issue to be resolved was accreditation. Some preliminary probing
revealed that the North Central Association of Colleges and Schools (NCA) had set up a
special accreditation for degre¢ programs deliveréd by distance learning, due to the
number of colleges and universities who are getting into the business of distance learning.
Administration prepared for a site visit to allow NCA examination of ‘the MEDL
program. [Note: All further comments refer solely to the MEDL program. ] In August
1995, NCA accredited the College to offer the Master of Education program in anesota»‘
and cont;guous states. We have also needed to solicit state approval to market and
conduct courses in states where we do not have a campus due to the need to offer somé
on-site coursework in conjunction with.the MEDL program In addmon, because this
program is designed for teachers who need contmumg educatlon asa requireme_nt for
renewing their licenses, we have also had to get approval from vé.ribus Sﬁte Departments

of Education or Departments of Public Instruction. This process in ongoing.

14
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onte elive odel
An issue central to the NCA accreditation was that of content. This has been

derived as much from the expertise and philosophical bases of Education Department
faculty, as from the marketing research. On the one hand, there are important ideas and
philosophies that should be a part of graduate education. On the other hand, market
research has consistently found that teachers are interested in practice. An accredited
graduate program needs to be substantial and of sufficient depth to promote advanced
thinking. A marketable program needs to keep in mind the needs and desires of the
consumer, in thxs case practical (read “usable”) information. We thus, attempt to balance
philosophy and practice, to pfor-notelthe growth of all program participants. RevieWers,
both internal and external, were hired to examine preliminary proposals of course content.
Those reviewers were asked to provide an initial set of syllabi for program courses, upon
which internal curn"culum réview boards could act.

The other issue of interest to NCA was that of delivery model. A distance _
learning modél was developed which includes fegular interaction between émdent andl
faculty, in addition to the opportunity to interact with other teachers around the state
using mail, telephone, e-mail or fax. Students are asked -t_o ,communicate_l with their
instructors several times per quarter. These communications .typicalll'y. take the férm 6f ‘
written assignments, but can also include projects and telephone ‘cc.)n-ferences. In several
courses, students are asked to communicate with one another as well. This frequent
communication between student and faculty clearly distinguishés the program from
traditional correspondence courses.

15



Technology Requirements

We have designed our program to be flexible in terms of student use of
technology, because our student poplﬂaﬁon varies in its access to current technology. A
number of our students are teachers in rural regions of the Midwest, areas.which have not
traditionally had access to electronic communication. All of our coursework may be
completed with the sole use of paper, pen, a videocassette player, a telephone, and the US
mail. Many of our students, however, choose to use a variety of other technology to
assist in their coursework. We especially encourage students to communicate with
faculty and their peers via fax anci e-mail, in adciition to using the Internet.

Faculty technology neéds are a bit more exfensive than student needs though, in
order to communicate smoothly in several modes. Faculty members need access to an
electronic mail system that will allow attachments to be transmitted frc;m a variety of
sources. They need a dediéated fax machine for distance learning courses. They need
training in the efficient use of such technologies.

Receiv-ing student work in ahy of these inedia is no problem, but retﬁrning them

by the same media is an entirely different matter. We have had to carefully ;:heck on

each address, to ensure privacy.
Fi ial Considerati

So, having developed a curriculum for MEDL and a model for distance learning,
it was time to consider what to charge for the courses. Much discussion centered on the
pﬁcing of distance leaming courses. Some public institutions, (e.g., North Carolina State
University) add a surcharge to their regular tuition for video courses, based on the
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assumption that people will pay more for convenience. In our case, we have adopted two

- pricing structures. At the undergraduate level, we will charge the same tuition level for

the video courses as we do for the on-campus version. Our MEDL prices, however, were
reduced to reflect our reduced costs for these courses and also to compete with public
institutions for these particular students.

One of the factors contributing to the pricing of the courses is the faculty pay
structure. As part of the effort to keep the distance learning program consistent with
College operating procedure, we adopted a policy that paid faculty the regular overload
salary for teachipg distance learning courses. In addition, in order to provide courses
more flexibly than is common with traditional courses, provisions needed to be made to
pay faculty on a per student basis for students in a sparsely enrolled course sections, or to
compensate faculty for students in over enrolled sections. |

In order to provide edditional service to our potential students, we sought the
ability to participate in federal ﬁmciﬂ aid, specifically the Stafford Loan program.
Since our dis@ce learning model was new, we were forced to request speeial approvél
from the government to award financial aid for the MEDL program. On an early requeet
for permission, the MEDL program was incorrectly tagéed a correspondence program
and correspondence courses are not eligible fof federal ﬁnaneial aid programs. Our |
approval has since been granted. N |
Paradiem Shif

The underlying issue in both the accreditation and the financial aid approva1

process was the paradigm shift necessitated by the change from traditional course
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delivery to distance learning delivery. We found that at first these students were not
considered by our administrative support staff to be real students. All administrative
systems (registration, billing, advisement, etc.) were designed for traditional on-campus
students. MEDL students were invisible and therefore not important. We began to chip
away at that paradigm by getting the people in these offices involved, through several
meetings to discuss the delivery of courses and the ensuing administrative activities. We
gathered them at a luncheon where we gave a presentation and asked for their feedback.
We gave them a chance to air their concerns and from that luncheon other interactions
have followed naturally.

Department faculty have been working on l-the distance learning projects from the
outset. Select members of the Edueation faculty were asked to review the proposal for a
new program and to develop preliminary curriculum. Once the MEDL program was
adopted, a full-time director was hired to further develop the curriculum anc_l to run the.
program. The MEDL program has always been a part of the department’s regular |
business. As .faculty begin working with the MEDL program for the ﬁrst tixae, some
orientation to the program, its students, and the model are provided. Feedback is sohclted
from faculty at several points in the term, to allow them to air concerns and questions
about the distance learning model.

In contrast to the obvious departmental support, the strugéle for. acadexaic
credibility has been fought on several froats -- being a new delivery model, the distance
learning model has been misunderstood by many. In the MEDL program, we have

fielded questions and resistance from potential students and their school boards, as well
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as from College faculty who are not involved with the program. Typically when the
model is explained, the questions and concerns are alleviated. The most common
misperception is that the students participating in a distance learning format are doing
nothing more than working on an independent study. However, our delivery model
includes application assignments that require students to communicate with other_
classmates, and to interview and work thh fellovp teachers in their school buildings. We
also facilitate regular communication between the student and College faculty.

Beginning a distance learning education initiative involves a curious blend of
trying to create a‘semblance of normalcy while forming new paradigms. The
fundamental questions of eduéa_-tion.remain the satﬁe: (a)Who are our students? (b)What
do they need and want to learn? and (c)How can we help them?. Navigating the systems
set up to address these questions while using a craft that ié unknown to many of the
sailors creates the need for éreativity, patience and tolerance.
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DIVERSITY AND ACCESS: FOCUS GROUPS AS SOURCES OF INFORMATION FOR
ADDRESSING RECRUITMENT AND RETENTION OF ADULT DIVERSE STUDENTS

Judith Gerardi, Ph.D.
Beverly Smirni, Ph.D.
State University of New York - Empire State College

For a variety of reasons, higher education has failed to graduate
a significant number of students who have been described as "diverse.". The current
research focused on two sources of difficulty: recruitment and retention. How cén we
recruit diverse students and what can we do to promote degree completion?

In order to learn about our particular group of interest, adult diverse students in
nontraditional degree programs? State Universi_ty of New York (SUNY) Empire State
College participated in a three year action researcﬁ program funded by .the Pew Charitable
Trusts.and led by Morris Keeton through the Institute of Research on Adults ixi Hiéﬁer
Education (IRAHE) at the University of Maryland's University College. For purposes of -
this research, diverse students were defined as Aﬁ'lcan-Amencan, Latmo/Hlspamc- '
American, Asian-American and American Indian. The grant provided IRAHE with
funding to set up a longitudinal, multi-institutional action-research study in which five -
higher education institutions would gather information around two ultimate goal§ : 'l)
increase enrollments of diverse adult stﬁdents in higher education krecrﬁitménf) and 2) ‘
enhance their éuccess rates in order to enable therﬁ to fulfill their educational goalé
(retention). A particulai question was: What bar;iers do diverse .stt_ldents face in
achieviﬁg access to é.nd success in higHer_education? In éddition to SUNY Empire State
College and University of Maryland's University College, three other ﬁigher education

institutions collaborated in this action-research: Florida Atlantic Um'versify, School of
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New Resources of the College of New Rochelle, and Cambridge College. We shall

report findings at Empire State College.

A search of the literature reveaied few research studies on recruitment and
retention strategies for attracting adult diverse students to higher educatioh programs.
Studies on recruitment and retention of diverse students in higher education clustered
around programs for traditional age stﬁ&ents in traditional higher educational institutions.
While two studies at California State University (Commission on the Older Part-time
Student, 1990; Institute for Teaching and Learning, 1989) focused on identifying policies
and programs that encourage building support services for older part-time students, even
these studies virtually ignored a_i description and analysis of particular needs and support
services designed to attract adult aiveme students.

The five institutions collaborating in the Pew IRAHE project éathered data from a
range of sources, including .institutional records, student and faculty questionnaires, and
focus groups. Although educatiénal researchers have begun to develop comprehensive
assessments for measuring the attitﬁdes, opiniohs, and behaviors of col]egé st;idents with-

respect to recruitment and retention in higher education, these instruments have been

largely impersonal and reactive. In contrast, focus groups enable proacﬁve contributions

through discussions in which participants both -consider broa& questions posed by the
facilitators and also listen, comment, and respond to each other.’ . |

At Empire Staté College, we decided that student. and alumni focus groups would
yield new information pérticular to our own college within a cofnfor’table setting similar
to our study group format, a learning environment with which our students were familiar.

Focus groups have received increasing attention as sources of information in several
22
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areas, especially the business community where they are composed of consumers,
workers, and clients. Facilitators present topics, issues, and questions and guide
participants in discussion. Focus groups have a place in higher education as well. Their
format allows educators to determine the concerns of their particular student population
and to plan programs that address those concerns. Their value over traditional methods
of program planning lies in their yieldiné findings that are specific to the population

served.

The State_University of New York (SUNY) includes Empire State College, a
liberal arts college for adult students that is centered around a mentoring model. Unon
enrolling, every student is assigned a mentor, a faculty member who serves as academic
guide and teacher. Most often, learning occurs in guided independent study, small study |
groups of three to seven students, or seminars of twelve to twenty students. The current
research occurred with students m the New York City area. Through their mentors,.
diverse students were recruited in two groups: tllose currently enrolled who.had
completed at least eight credits and those who had graduated within the previous eighteen
months. Potential participants received a letter from us in which we descnbed the project
and invited them to a focus group meeting. In the letter, we noted that we w1shed to hear
participants' ideas about the particular obstacles faced by diverse‘ students .in adult degree
programs and their suggestions for improving our college's recruitrnent of and support for

such students. Conﬁdentiality was assured.
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Four groups of two to seven met with both of us for one and a half hours. All
sixteen participating students and alumni were African-American or Latino/Hispanic-
American, and most were in their tMrﬁes. Of currently enrolled student participants, five
were male and six female; of alumni, all five were female. There were tWo groups of
currently enrolled students and two groups of recent alumni.

Based on our experience with diverse students in an urban setting, we prebared a
handout describing the project and listing six broad questions or topics to be addressed by
the focus groups. These concerned the College's climate, programmatic and structural
supports or hindrances to deg;ee corppletion, other factors inhibiting degree completion,
suggested supports, specific suggestions for encouraging new students, and suggestions
for marketing our college to divers;. students. In a private area, we met with participants

at a conference table and shared the task of keeping the discussion moving and on target.

Participants were welcomed, light refreshments were offered, and the handout distributed..

We used three approaches to preserving the discussion. We noted comments on a large -

newsprint pad placed on an easel for all to see,'kept running notes, and tapé recorded the
sessions. A fourth data source was found in written comments submitted. by four
participants. - |

Findi 1 Dj .

The four sources of data for each group were examined. ~'I"h6se sc;urces were
broad points as listed on the flip pad, running notes taken by one of the researchers,
verbatim protocols based on audiotaped recording of our discus'sions, and written
comments submitted by participants. For purposes of analysis, we combined findings

from the two categories of participants (students and alumni). We shall report within five
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broad categories yielded by data analysis. The ﬁrét three categories present participants'
observations and perspectives. The last two present their recommendations concerning
recruitment and retention.

PARTICIPANTS' OBSERVATIONS

RACIAL SEPARATENESS AND DIFFERENCE

1. Clear presence of people of color on staff, among faculty and
administration, and among students establishes comfort and role models.

2. Helpful that faculty recognize and examine racism in our society. Contributions of
people of color should be mainstreamed into college curricula.

3. Faculty should make efforts to counteract tendency of students of color to separate
themselves from white students in study groups and seminars.

4. In the inner city, neighbors shoW anger, resentment, and general lack of support for
students seeking higher education.

ADULT LEARNER

1. Small classes encourage participation in subject matter discussions as well as
interaction among students. ‘

2. Leaming pfesented through project or research papers and oral presentations rather.
than examinations.

3. Fellow students are interesting and helpful; being adult rather than young keeps them
on the same wave length. - o

4, nglity of advice from faculty critical; financial aid'es;c.éntial.'

5. Independeﬂt study requires a great deal of disciblipe.
INDIVIDUAL ATTENTION FROM MENTOR

1. Mer;tor supports .leaming, motivates students to exceéd initial gogls.

2. Students treated and valued as individuals as mentor guides them in
educational self-examination. - L

3. Individual design of degree program allows student to follow own interests including
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studies of value in current career.

4. Independent study encourages seemg oneself as a serious learner and requires
informed substantive discussion with mentor. This also can be
intimidating.

RECOMMENDATIONS

RECRUITMENT

1. Recruit students in their nelghborhoods churches, unions, human service agencies;
public access radio and television.

2. Market college as sensitive to particular strains affecting students of color, geared to

and respectful of adults and their seriousness as learners, offering flexible enrollment
plans.

3. Stress individual attention from mentor, focus.on students' own interests, identify and
address problems affecting college study, develop both oneself and one's degree program.

RETENTION

1. In study groups or support groups, faculty can give opportunity for students to indicate
concerns and to be sensitive to each other.

2. Peer and alumni advisors for students.

3. Grants, financial aid, financial management, time management, and stress
management workshops.

Focus groups participants appreciated being consulted in this prOJect and very - |
much supported its goals: recruitment and retention of d1verse students. In turn, they
provided clear and specific observations and recommendatlons, as p;esented above. They
emphasized the value of an informed and caring professor, the critiéal inﬁportarice of the
presence of diverse groups among faculty and administration, the‘need for supportive
services and financial aid, and attention to neighborhood context in-both recruiting
students and as a window through which to frame their total experience as adult diverse

students.
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We emphasize three concerns critical to our urban adult diverse students:

1. They were integrally connected with the communities and neighborhoods in
which they lived. They were sensitive to being seen by their neighbors as intellectually
and emotionally moving away from the values and attitudes expressed and acted on by
the larger community. An option for colleges is to recruit urban adult diverse students as
a group, using community resources as part of recruitment activities.

2. They wanted a range of support services geared to their particular needs.
These included financial aid workshops, writing clinics, and support groups that
addressed jugglipg conflicting and challenging demands. At least some of the seminars
could serve to counteract smdeflts' feelings of fear-'and alienation.

- 3. They bring to college programs a wealth of perspectives and strengths that
should be tapped by faculty, providing both fellow students and faculty with a range of

perspectives, experiences, and explanations of urban behavior and issues.

Focus groups identified student concerﬂs and yielded suggestions fér iﬁnovati\}e
practices. We recommend their use by others. Findings can augment what is known or
provide ﬁesh views. Focus groups allow collegés to maximize recruitmént' and retention
effectiveness by selecting areas that students thémselves idenﬁfy as_rr_ios; criticall. ‘

Our findings are consistent with ngton and James' (1992) réport of Elinor
Greenberg's research on recruitment and retention (accesé and sucée_ss) of adult diverse
students. Her findings on colleges and uﬂiversities knplemenﬁﬁg su'ppoi't services fbr
adult minority students point to the "need to develop comprehensive, individualized

collaborations with students themselves, generating partnerships with them - first sharing
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intentions, then sharing what the diverse partners see as the barriers and situations they
face, and, finally, implementing the changes in practice and policy that emerge (p.10)."
Identifying critical concerns, perspectives, and recommendations of our students was
informative and helped us plan recruitment and retention strategies with our college

administrators.
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Seizing Learning Opportunities:
Embracing A Collaborative Process

Randee Lipson Lawrence and Craig A. Mealman
National-Louis University

The most exciting moments of learning can result from our seizing
opportunities. These opportunities come like the wind and move like the water.. The
difference between an engaged and.engaging cohort that is energizing and one that just
does not seem to work may be in how the instructor(s) promote and foster a climate
that allows the benefits of colla'borative learning to be fully realized. How can we as
instructors help individual students and groups of students seize opportunities for |
enriching their personal and ;;rofessional lives? The purpose of this paper is to offer
colleagues the opportunity to reflect on their learning and teaching processes to gain a
deeper understanding of and appreciation for the value of collaboration and éohort
learning, and toldevelop an increased awareness of the wayS in which we can unleash
potential opportunities for learning, while limiting or eliminating the barriers to E
collaborative learning.

The authors have woven together their experiences with cohort groups and
brought two additional frameworks into.the web of understanding. Méterial an_d
concepfs from courses taken from Tom Brown Jr. during 1992-1994’at-his. Tracking.
Nature, Wilderness Survival Schools -seven keys to vdevc_eloping. awareness- have been
utilized 'extensively .alor_xg with metaphors from photogfaphy. Tom Brown studied_
under and gained most of his ideas and knowledge from Stalking Wolf, an Apache
scout and medicine person who lived his vision of seeking universal truths and sharing

those with others. Many of the skills associated with Tom Brown's knowledge have
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been learned through "dirt time" or being in direct, intense personal contact with what
is being studied (Brown, 1983, p.115), or experiential learning as we know it. It is
through the use of these concepts and .metaphors and the language associated with them
that we hope to connect with your own experiences with collaborative learning in
cohort groups.

The paper is organized in two sections: Barriers to Collaborative Learniﬁg and
Deepening Awareness: Moving Beyond the Barriers. As you read this paper, we

invite you to search for examples from your own experience that illustrate the concepts

we have presented here.

B 0y I clll |. I Iy

Barriers are ideas, patterns, ways of thinking, or ways of perceiving the world

which impede effective group functioning. Barriers prevent people from seeing the
learning oppdrtunities that surround them. Since these opportunities are not in one's
conscious awareness, they are often missed. |

We have observed the following barriers in ouf g);perience with colléborative
learning groups: Tunnel Vision, The Rut, Automatic .Visiqh and D;AadA Space. (T.

Brown, personal communication, October 1992)

Tunnel Vision
In a tunnel, one focuses on the light at the endpoint, or ways to move out of the
tunnel as quickly as possible. Because the tunnel is dark and the light (focus) is at the

end, one never sees what is alc;ngside of it. Students in alternative degree programs
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enter with high expectations and very specific goals, most often seeking the credential
to support personal and professional development. They are focused on accomplishing
their individual goals, walking a path 6n the straight and narrow, seeing only the
destination, ignoring possible opportunities along the way. While some eventually
broaden their vision, many students become stuck here and do not recognize the full
potential that the educational experienee can have. This "preoccupation with self" is
deseribed by Patterson (1989, p.9) as the greatest barrier to awareness of things
outside oneself. In collaborative learning groups, the potential to increase learning
opportunities by supporting peers' objectives is often obscured by tunnel vision.

Steve, a emdent in an aecelerated bachelors degree program in management
exemplified this phenomenon. SteQe had been a manager for 15 years, but never
completed his BA. He saw his program as an efficient way to complete the degree as
quickly as possible. Since ﬁe already "knew everything” going in, he did not believe,
his classmates had anything to teach him. He spent most of his energy trymg to-
convince them that his views were the correct ones.

Another form of tunnel vision stems from students’ expectatioﬁs frpm prior |
educational experiences that knowledge is created by and ;eceived from expem. Many »
students do not acknowledge the value of their_' own e)eperiehce hor tlhe»experiences of .
their peers as a way of »accessing and creating knowledge. Horto'nA(19.9(')) discevered

that people who attended his workshops

Didn't value their own experience because they were never allowed to or taught
how. They had been taught to listen to somebody else and to follow

directions,  though they had come with an enormous amount of experience.
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They just hadn't learned from it and therefore didn't value this experience.
(p.147). . . I knew that it was necessary to do things in the opposite way, to

draw out of people their experience, and to help them value group experiences

and learn from them. (p.57)

While Horton was talking about an oppressed Appalachian population, many
parallels can be drawn to adult college students. They too have not learned to value

their own experience. It is the role of the instructor and enlightened peers to draw out

these experiences through the collaborative learning process.

The Rut

In thinking of a rut, many examples come to mind: a comforfable place; a
known path; a paved rode; a worn trail; utilizing only predominant learning styles; _
relying on limited ways of knowing and secure modes of inquiry; consistent class |
seating patterhs; routine assignments; being trapped in internal monologué g)r
conversations with self (Howell, 1986); the attitudes held about teaching and lealming-
such as what role students' experiences should have in' a_dplt degree prbgfams; and
adhering blindly to 'good ieaching practice’ sﬁch.as ﬁsing sinail groi(prdisciussio‘n, ‘
journaling, or student projects. Desire for security, coupled with fear of the unknown,
can be a powerful influence that keeps stﬁdents and teachers entrenched m repetitive,
sometimes dysfunctional behavior apd thinking.

There are advantages to, and motivations for, staying on a fainiliar path. |
Routine tasks allow for automatic responses in thinking and beha\_'ibr, resulting in

efficient use of time and energy. People can be depended upon in predictable ways.
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There is less risk and pain involved. Lastly, since options are 'limited, choices seem
clear.

A very real risk that is involved in learning contexts is a form of disequilibrium
known as cultural suicide. Often the student grows and develops in ways that go
beyond his or her cultural boundaries, or mores and norms (those traditional ways of
behaving in one's work setting and with family and friends). 'fhe fear of not ﬁtfing in
with one's people, or in the worst case being outright rejected, can lead to resistance to
pursuing certain streams of inquiry deemed apﬁropriate by the dominant culture or
mainstream society, but may be indeed taboo in the students' home culture. The same
can be said for sfudents who a'ttempt.to pursue inquiry that is inconsistent with the
dominant culture's worldview.

For example, the character portrayed as Rita (a returning aduit student) in
"Educating Rita," a popular film, moves through a phase where she seriously considers
what influence her personal growth and her education have had on her choices of work, ‘_
motherhood, f;lrther schooling, friends, and values. As a result, she quits ﬁer job‘ as a
beautician and chooses to not have a baby, ultimately leading to the dfssolution p}f her
marriage. The film captures quite well the point of what cultural obstacies await some
students. Mo;t students, at least initially, are 'not'conécious'of éuch issﬁes. related to .
their retufniﬁg to school.

Staying in a rut keeps us from fuliy engaging in'the collaborativé process.
Hearing others' experiences can often enlighten us to diverse ways of seeing. Certain .
voices may be heard consisteptly on every topic to the exclusion of othe;s'.
Classrﬁates, Joanne and Fred, were both police officers. They spent most of their time

with those most like themselves, with whom they felt most comfortable. They sat in
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the same seats and did not venture out beyond what became a closed clique. Although

other students seemed motivated to learn from these people, the feeling was not mutual.

Members in this group gave minimal 5ttention to what the rest of their classmates had
to say. When group members perceive things in one way or stop at the first right
answer, they probably miss opportunities to learn from individuals who hold different
perspectives.

Students have come to expect clear, concise instructions regarding assignments
with little room for personal and group choiceé. They stay in that rut, showing
resistance, when an instructor gives‘seemingly vague instruction_s and offers negotiation
and choices in régard to assignments. Students have learned to figure out what the
instructor 'really’ wants in terms of completing assignments. In our view this is_ a very
educationally deadly form of the rut. In collaborative learning groups, it seems fairly
common (or at least in the authors' experiences) that collaborative assignments with A
minimal direction and no clear maps can be enormously anxiety producing for somé
and exhilaratihg for others. In either case, instructors are seeking to have étudenfs '
"make the road by walking" (Horton and Freire, 1990), indirectly mo‘ving them out of

a familiar way of approaching assignments thereby extendmg learning, opportumues

Lastly, relying on the instructor to provide the exclus1ve or at least pnmary feedback of

students’ work can lead to students' undervaluing each other's conmbutlons. Helpmg
participants to develop competence in critiquing each other's ideas and work can
promote collaboration where they are less afraid and realize the value in both giving -

and receiving meaningful feedback.
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Automatic Vision/Dead Space

In everyday circumstances we are drawn to certain aspects of what is before us, |
not seeing the rest. Young parents, eéger to record their child's development on film
will snap a picture of a smiling toddler blissfully playing in the sand. When the film is
developed, they are dismayed to discover in the picture somebody's disembodied elbow
that seems to be growing out of the child's head. Where did that come from?. 'i‘hey
didn't see it when they took the photo. A trained photographer, on the other hand,
sees what is in the space and selectively chooses what he or she wants to portray.

In class we are drawn _to certain participants' comments. Their personality, their
work, or their cﬂaracter attrac;’s our attention. - Do we ignore others? Do we miss what
some people are saying because wé are familiar with them vand think we know what
they are going to say?

When we rely on automatic vision, intentionally or unintentionally ignoring
what is in the dead space, we blbck opportunities for collaborative learning. Dead
space includés the phenomena that is present but not seen. One way this oceurs is :
through labeling. When we label things or people we set up expectations. fp'r. who they.
are or how we sce them, which prevents us from seeiné them in their f'ullness._ If Joe
is a police officer, we may perceive his comménts ﬁoﬁ that cor.ltext._an-d miss seeing |
other aspects of Joe. If Barb is labeled as an annoying person, -We.ma).' éasily discount
any of her comments, even when she may have something valuab1¢ to cbntribute.
Students often have preconceived no_tionS of teachers as knowlédgeable authorities,

therefore contributions by instructors are awarded higher value than contributions by

peers.
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automatically classify or categorize them with labels. Doing so prevents us from
seeing things (or people) in their uniqueness. When we attach a label we sometimes
use it as an excuse not to discuss the i&ea so that we completely understand it. When
we assume we understand what someone is saying, we don't probe, or question, or
attempt to clarify their meaning and the opportunity to learn is lost. When we attach
labels to ideas we unintentionally agree that we understand concepts without 'acfually
examining them. Ideas that are not adequately explored by the group remain in the dead
space.

We establish our worldview»by mentally organizing the mass of stimuli around

us. We train ourselves to accept certain realities and ignore others.

Once we have achieved order in our lives, we stick with the realities we have

established. We seldom try to rediscover the possible value of ignored stimuli, -

and are reluctant to do sb as long as the old ones still seem to be working. We

develop a tunnel vision, which gives us a clear view of the rut ahead of us, but

prevents us from seeing the world around us. (Patterson, 1989, p. 10 ).

- In the rut, we become firmly entrenched in oﬁr worldviews._ Worldview
construction is a naturally occurring process that "embraces kndw'ledg'ei, ideas, feelings,
values, assﬁmptions and beliefs." (McKenzie, 1991, p.15) and inﬂuenc';es how we see
and respond to the world around us. One response is only paying attention to ideas, .
concepts and contributions that support this worldview. The dead sbacg includes other
possibilities that exist but that we dbn't take the opportunity to aqknowledge.

In Some Lessons in M—etaphysics, Jose Ortega Y Gasset teaches that we need to
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give something or someone our full attention in order to become conscious of it (them).
Often in a class discussion, someone will raise an issue that brings to our conscious

awareness, that which we have known all along but never really thought of in quite that

way.

When we discover them [truths] for the first time, it seems to us that wé have
always known them, but had not noticed them,; that they were there before us,
but veiled and covered. Therefore, it is true that truth is discovered; perhaps
truth is no more than discovgry, the lifting of a veil or a cover from what was

already there. (Ortega Y Gasset, 1969, p.50)

Lifting the veils to discover the learning opportunities that exist involve
venturing beyond our automatic vision and peering into the dead space. Unwillingness

to do so will continue to create barriers to collaborative learning.

-Seizing learning opportunities involves fmdmé waYS' to -remo_.ve.the barriers that
prevent us from seeing what is in front of us and increasing our bdweré -of aw#reness.
Six areas of awareness will be discussed.- Wide Angle Vision, Varied Vision, Focused
Hearing, Sacred Silence and Total Sgnso'ry Awareness are borrowed from the work of-
Tom Brown (T. Brown, personal comumcation, October, 19.92)._ We have add_ed an

additional area from our experience with students, Reflective Vision or Mirroring.
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Wide Angle Vision

The advantage of more a sophisticated camera becomes apparent when the
photographer desires to capture the'bréadth of a scene, looking at the whole picture and
being aware of the larger context. Having the ability to change a lens to wide angle in
cohort groups can also help students focus m on their peers' interests, their strengths,
and their experiencés so that the collaborative process can be enriched. Even when one
student uses this lens, it can help the group.

For example, Sue knew about her classrﬁate Estaban's job as a human resource
manager. When she visited the libra;'y to conduct research for a course paper, she
employed wide aﬁgle vi_sion intentionally to keep on the lookout for material about
employee selection practices related to his job and to the topic of his paper. There was
no requirement to use this lens on behalf of a peer, but she happened to see some

materials and checked them out for him to review. This example was selected to

demonstrate that the power of different lenses can be used to add contributions not only

to the individilal's personal development but to that of other individuals and to the
learning group as a whole. |

In Sue's case and in the case of many others like lh.er, students Gpén up their
vision from time to time and move from the ttinngl viéion of a&endigg -lto chused '
personal goals to payin_g attention to goals of others in their mldst Wﬁén Sue‘ shared-
the delight that she experienced associated with locating useful m‘aterial§ for a peer, her
instructor noted this story and mentioned it in class during the opening comments of a.
subsequent claés session. Student actions such as this, when reinforced by instrqctors
Or peers, can serve to open up new évenues and direction for the gfoup to pursue that

heretofore were unavailable. 28
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Wide angle vision can also be selectively applied in other instances, especially if
one wants to cultivate a climate in which serendipitous learning is likely to occur or
where fruitful inquiry can be nurtured, akin to a gardener caring for a dormant seed.
All of us probably have experienced instructors who go off on tangents and story téllers
who talk in a circular mode. The student or listener employing tunnel vision, by
tuning out seemingly irrelevant remarks, may easily miss the lessons present in- such
stories. Instructors, applying wide angle vision, can encourage the introduction of
seemingly peripheral material to the discourse by allowing comments to bubble up
prior to putting the lid on the geyser since this inay be one's perception or frame using
wide angle visioﬁ. More i1anrtant, students using wide angle vision, who have '
contributions to make from their oWn frame or understanding, can bring in ;elated
points which serve to expand, contextualize, question or critique pribr dialogue or
points made by authors being referenced in class. There is a tension éround what
forms of seemingly tangential cbmments are encouraged, tolerated even allowed by
instructors and other students and the continuity of focus on a given topic. How do we
really know when a point being made is related or un-related to the tépic at hand?
Additionally, for teachers, when students make reques-tsl to deviate fror'n‘a sta;ed v
assignment and venture into 'related' topics o r er_npldy varied mqu1ry fnodes, What' is )
the typical response? Do we attempt to use the student's lens of the oﬁé we ﬁsed when
creating the assignment? Do we quf;stioﬁ the merit and potential contriiaution of that
student's inquiry to their own and the group's grthh and devélopment? The use of -
intuition, one aspect of sacred silence, has proven effective in making decisions in

response to the questions identified above.

Wide angle vision includes awareness of peripheral vision. Peripheral vision is
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a tool that we are taught in driver's education. It is important to be cognizant of those
things around the edges because they might just enter the path suddenly, such as a deer
bolting in front of us. While not so niuch as to avoid an accident, we can miss an
opportunity to see or stop and focus on a wonderment as well or take a turn on an
unmarked road to explore some inclination. ~ Those trained in group process constantly
use peripheral vision to note the varied non verbal cues. When pursued by the |
facilitator, those cues can be doorways to revealing much insight to the group. A quiet
member may give a subtle cue that she or he has something to say. Because such cues
are often overlooked a whole dimen_sion of a topic could be missed. Timing is
essential. It is difﬁcult to loca_te the owl sitting on the sign post that was in the

peripheral vision ten miles back. You can turn around, but the owl may have gotten its

prey and left the scene.

Patterson (1989) states that, "using a wide-angle lens simply to get more things

in a picture seldom produces effective photographs. Like every other photographic
tool, it shoulci be used with a specific purpose” (p.134). So too, students v;ho use the
wide angle lens exclusively may be quite limited in terms of the deptﬁ they pursue in |
any given area. Teachers could encourage students to dc_:yelop a larger répertqire, of
learning preferences or strategies and to go beyond certam doniinant_ léamipg styles. |
One student's request for clarification to see the 'big picture’ of a éoufsé, priof to
delving into specific course concepts, can help both other students who ﬁay have
similar unexpressed needs as well as those students who don't tend to use that
particular lens. The strength of a cohort is that members caﬁ h_elp each other break out
of the rut of confusion, misunderstahding, and narrow or limited thmkmg that impedes

individual and group learning, by articulating observations or by asking for
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clarification.

Instructors can facilitate wide angle vision by considering those comments made
by students, or proposals to carry out assignments that seem out in left field (or in
another ball park altogether) as perhaps related but outside those instructors' current

personal vision. The student may be looking through a different lens. It seems to us

that this is what honoring diversity is all about.

Varied Vision

In photography, there are various ways to portray reality so that it conveys a
particular mood or perspective; jWalking along a country road, one is captivated by the
rich yellow of a cluster of Black Eyed Susans. Using different lenses, one could focus on
a single flower or a field of flowers. Hold the camera slightly out of focus and the black
centers create an interesting design. Different weather conditions and different times of _
day can change the mood of the photograph dramatically. At times, the photographer
may choose to shlft his or her position to capture a different image, even though it may be
uncomfortable to do so. Backing up, the flowers become the foreground for the
farmhouse in the distance. Climbing a hill, or a tree, or thetop of a car and iooking down
on the flowers, creates still another image. Exar_hin_ing the ﬂoWers up olose, it becomes
evident that the centers of the Black Eyed Susans are not black at-a-ll,.but a.shade of dark
brown. Laying on the ground gives one a view of the flowers from ﬁndemeath. Patterson
(1989) calls this process "thinking sideways.” It is a way of breaking'out of the rut and

seeing things in new ways.

We have a premise or dominant idea, whether (ﬁ- ﬁyt 1t 1s consciously determined,
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and we proceed along a line of thought that develops logically the implications of
that idea. Eventually, we reach a conclusion. It's a closed process. Seldom do we

look sideways, that is, search fér other premises or new beginnings. (p.28)

In the classroom, students often remain in the rut of sitting in the same seats each
time. This limits whom they speak with, whom they get to know, whom they ha\-'e eye
contact with, and often whom they work with in small task groups. In certain seating
arrangements there may be some individuals who are outside of even one's peripheral
vision. Since many stﬁdents _like Joa_nne and Fred, the two police officers, tend to choose
people similar to. themselves w_ith whom to work, they may miss out on valuable
opportunities to learn from the expériences and perspecti.v_es of other classmat_es. An
instructor can be facilitative in helping the students to obtain varied viéion by
encouraging them to sit in different seats each session and by intentionally forming small |
groups to maximize heterogeneity. |

The béauty of a cohort group is the rich diversity of experiences, pérspectives and
backgrounds of the individuals. When multiple perspectives are enmﬁaged and
honored, opportunities to learn are enhanced. Rosa, a Lét_ir_m woman was é member ofa
group discussing non verbal communication in a cpursé on ihterpersqnai rel:«x__tionships. .
The students, predominately White with a few African Ameﬁcané, had ixﬁplicitiy agreed

that eye contact way an important and nec.essary component for effective .communication.
Rosa shared her experience of growil_lg up in two cultures. Her teachers demanded eye -
contact as a sign of respect, yet in her Mexican culture at home, she would be punished
for looking at her parents with direct eye contact. Listening to Rosa'é story prompted

many of her classmates to begin to view communication from a multicultural perspective.
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This had a far more lasting impact than reading about Hispanic culture or hearing about it
from an Anglo teacher. In another group, Melissa, a Filipino American shared that any
decisions she made had to take her enti're family into account, not just herself. This
sparked a discussion of the differences between individualistic and collectivist cultures.
It not only opened the door to viewing decision making from different domains, it helped
the participants to get to know Melissa.

Opportunities to learn from others' experiences and world views abound in
collaborative learning groups, however it doesn't happen automatically. People need to
be open to venturing into the dead space by viewing ideas from various perspectives. This
often means goin-g out Qf- one's way to shift positidns in sometimes uncomfortable ways
like the photographer crouching do% to look at the qnderside of the flower. At times,
this involves letting go of deeply held beliefs and assumptions.

Varied vision is the inelding of lived experiences from multiple participants while
allowing for different interpretations of those experiences to coexist sixnulfaneously.' As
practitioners 6f adult education, we can promote this learning by creating a'sé.fe
environment that encourages participants to share their stories. This inv.olve.s'ope'n‘
dialogue, critical questioning and suspending judgment thle listening atténti,vgly with

the intent to increase understanding.

Focused hearing

Active listening and listening for meaning are crucial in collaborative learning
groups. How one becomes part of thé flow of dialogue and rhythm of the group is
important. Deer and many other aninials have different shaped ears‘Which allow them to

hear things at a distance or sounds to be amplified. Tom Brown's teacher, Stalking Wolf,
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taught himself to listen like certain animals, hearing humans approach in the woods from
miles away (T. Brown, personal communication 1992). There is a system of normal
thythm in the natural setting. Sounds, patterns, and cycles are critical to hearing. An
interruption in any of these can have significant meaning. Certain birds, especially ravens
and crows, alert others of what is going on. One simply needs to focus attention and
listen. Also, one must be aware of that particular, unique ecological system, similér to
working in diverse learning cohorts. People, espécially elders have learned to cup their
ears, to form a deer shaped ear to amplify heariﬁg and sounds. However, one must also
know what those sounds mean. Normal good hearing can be improved immensely by
focusing one’s héaring. bewiﬁ Jones;, a photographer for Nanmmﬁgquaplug_ym;
called this intuitive listening or listéning with all your senses. Applying these forms of
listening in cohort groups; is critical for effective learning.

In the many forms of attentive listening, eliminating other attractions or

distractions is important. For instance self-talk or internal monologue can interfere with -

hearing a poixit a peer is attempting to make. Even applying the set of skills of active

listening (Bolton, 1979) rigorously can impede really listening because one is focused on

listening just right or paraphrasing without inserting perSonal interpretation. Brookfield

Q1 995)~teaches a form of critical conversation Whic;h is-focuséd on thel spéake_r or story .
teller. There is a conce;'ted attempt to pay attention to the other;. y-et- one‘ iS tempted to
form a response, even in ways that appearAhelpful such as aiding in the idéntiﬁcation of
assumptions. In attempting to formulate a response or pose a question, the temptation is -
to leave the world of the other and to enter one’s own. |

At times pursuing this inner world can be a fruitful process. For instance, one’s

inner world may be, in part, what other members of a collaborative group are
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experiencing but cannot verbalize. When one person has a question, concern or
observation, often others in the group have similar- concerns. It is essential at those times
to not lose an opportunity to pursue those questions. Any member can follow up on such
a comment and focus the hearing to understand what is being said. Mémbers who tune
themselves in through focused hearing can offer the group a tremendoqs gift. The many
forms of attentive listening can aid and offer much to the practice of focused heaﬁng in
collaborative learning groups, as long as the technology of those listening strategies does
not becbme the focus and the people and the méaning of their comments remains at the

heart of the conversation.

Reflective Vision or Mirroring

Looking at a lake on a sunny day, one sees the reflection of the surrounding area
mirrored in the water. Depending upon the vantage point, one may see images in the lake
that are not visible on land. Lodking down, one méy be captivated by shimmering
impressions of swaying willow trees, sharp mountain peaks and billowy clbﬁds reﬂected
in the water. Shifting one’s gaze outward and upward and one realizes fhat the mpuntairis,
trees and clouds are.indeed present but unnoticed ﬁntil the reflection caug:h_tl his or her
attention.

In collaborative learning groups, students' experiences are céntrél.to thevlearm'ng
process. As students share their experienées, and other; ‘ask clarifying qﬁestions, make
personal connections and offer interpretations, it often helps them to make s.ense of their
experiences in new ways. Rt_elating to the expériences of another reguires one to "stretch
her vision" (Belenky, Clinchy, Goldberger & Tarule, 1986) which enriches that vision

beyond what one can achieve alone. The group can act as a mirror or reflection pond to
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help individuals to see aspects of themselves that may not have been present in their

awareness. According to Dewey (1916), when persons share their experiences with one

another, both are affected.

The experience has to be formulated in order to be communicated. To formulate
requires getting outside of it, to see it as another would see it, considering what
points of contact it has with the life of another so that it may be got into such a

form that he can appreciate its meaning. (p. 5-6)

Participants in cohort groups also learn by observing the immediate experiences
of their classmates. It is difficult to observe one's own lived experience as it occurs. This
requires a reflective act once the experience is completed. However, one can -

‘immediately observe the lived experience of another. "This means that, whereas Ican

observe my own lived expenences only after they are over and done with, I can observe -

yours as they actually take place." (Schutz, 1967, p. 102) Classmates can then give

immediate feedback to their peer about his or her experience which can be faclhtatlve in

drawing out learning. If students are open and receptlve to that feedback, it can, not only

result in increased self-understanding, but the potentlal for mcreased collectlve ’

knowledge is enhanced.

Sacred Silence

~ While each aspect of awareness discussed above is in itself sacred, silence

transcends all spiritual traditions. For it is in silence where the greatest learning occurs.
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The mode which we call sacred is one where inner focus and outer focus are
balanced and blended, where there is a reciprocal mirroring of idea and sentiment
from within and imagery and sénsation from without. It is a waking trance state,
ripe with knowledge. This knowledge seems to come to us from a wise source
which calls us home. . .Upon approaching or entering the zone of a sacred shrine,
an ancient and wonderfully subtle sense of reverence is called forth, askiné for
silence and respect. If we heed this signal, and rest with it patiently, we may find

ourselves rewarded with a gift of knowing. (Lehrman, 1988, p.6)

A classroom can be viewed as a sacred shrine where openness and receptivity can
lead to giﬁs of knowing. Silence aliows open space for individual and group reflection
as well as opportunity to hear voices which have not been expressed. As group
facilitators we are often uncomfortable with silence in the class. If we throw out a
question for discussion and no oﬁe responds within a few seconds, we are témpted' to
jump in and ﬁll the void. At this po-int, it is fundamental to ask ourselves the _‘question'of
whose needs are being served? (Bolton, 1979) Is breaking the silence a way of saving oﬁr
students from the possible embarrassment of not knowinlg‘ the answer, or'afe we_seek_ing a
way to relieve our own inner disquiet? When We pause and a-IIO\;v OuI'..Stl..lantS the lukufy
of quiet reflection, they often respond in more thoughtful ways. At t-ime.s,. we néed to
quiet our own "expert" voices to encouragé students to grapple with ideas-and discover
their own answers.

Silence can also be called upon intentionally in a classroom. Palmer (1983)
sometimes calls for silent reflection iﬁ the midst of an emoti@nally ché.rged discussion

that seems to be counter-productive to achieving understanding.
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I try to help my students learn to spot these moments and settle into a time of
quiet reflection in which the knots might come untied. We need to abandon the
notion that "nothing is happening" when it is silent, to see how much new clarity a

silence often brings. (p.80)

Group facilitators might also régulate conversation by limiting the amount of
times any one person may contribute, or by using a talking piece (Baldwin, 1994) where
only the person holding the piece may speak and others must listen without interruption.
This serves to quiet the more dominapt class members while bringing the quieter voices
into the discours;e. Jerry was'th aware that he and other males tended to dominate class
discussions until it was brought to ﬁis attention by an instructor. He just assumed that
those who were quiet didn't want to speak out. When questioned, they admitted that they
did want to participate but did not feel they had as much to contribute. Aﬁgr this

revelation, Jerry made more of an effort to draw out the quieter class members by asking - -

for their input. He realized that he was not learhing while he continued to talk, sohe

focused on listening. As other voices were brought into the circle, the richness of the -

learning experience was increased.
" All of us need time to grow quiet within ourselves, aétively and passiyely seeking

the knowledge and insight that comes through reflective ways of knowing.

Total Sensory Awareness
In our research, many students relate that, for them, class is a very invigorating
experience. Often, the adrenaline continues well into the night after students return

home. They simply cannot go to sleep. For us as instructors this is a common occurrence
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as well. We attribute this to a heightened state of awareness. There is high expectation
for class meetings including intense discourse, meaningful connections with other people,
and the after effects of exhilaration. Why is this? Patterson (1989) suggests that, "seeing,
in the finest and broadest sense, means using your senses, your intellect, and your
emotions. It means encountering your subject matter with your whole being" (p. 12). A
key aspect to experiential learning, whose assumptions underlie many cohort leartling
groups, is that the learner is in direct contact with a person, place or thing. Being in
direct contact with other persons pursuing inquiry and thus seizing opportunities makes
for a powerful, often transforming educational experience. |

Peter Keltier (1989), a )foga teacher, has said that practicing any one of the six
postures, that he has learned and teatches, will have great impact. However, he_ has said
that practicing all six postures, routinely, t:an be life t:hanging. So too; if members of
cohorts practice any one of the methods of deepening awareness, the experience will be
richer. However, when all of these methods are utilized the potential for collaborative
groups is yet to be realized.

While preparing for this paper, sitting by a lake, a Great Blue Heron in perfect - |
proﬁle caught our attention. In the process of retrlevmg the camera in an attempt to
photograph the heron, it shifted its position. Whille focusing the camt;rat md_composing :
the photograph, the heron took off in flight. The photographic opﬁottuntty was iost. In
our work with students we have come to rt:alize the importance of 'seizing. learning

opportunities as they occur; or like the heron, they disappear.
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In the Graduate Program at Vermont College, we require that students demonstrate a
grasp of “theory” as it pertains to their area(s) of study. Program literature lists these

criteria for the successful completion of a study:

1. Graduate-level knowledge of the scholarly literature and professional practice

appropriate to the student's field of study.

2. Ability to write graduate-level exposition, including appropriate and con;;istent

documentation of sources.

3. Ability to evaluate sources critically, to see the complexities and nuances of

problems, and to assess opposing views with objectivity.

4. Ability to integrate scholarly theories and professionai practice or other eﬁperiential |

learning.
5. Awareness of the social context of the student's study and the social implications of

the student's ideas.
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6. For those intending to practice in applied fields, documentary evidence from

supervisors of the student's professional competence.
7. Fulfiliment of the study plan, including changes approved by the student's advisors.

8. Some evidence that the student's study has been integrated into his/her personal

growth and development.

9. Submission of a c_oherent; analytical and substantial final document that includes

_extended critical exposition. (Graduate Program Student Handbook, 1994)

While “theories™ are explici'tl-y mentioned only in criterion #4,' theoretical understanding
is clearly implied in a number of the others, especially criteria 1 and 3 By “theoretiqal
mdemmndmg” here, I mean not oniy the farniliaxity with the various theorétical
systems or constructs in a given field (e.g., Freud’s theory of personality. DI_'ucke,rfs
theory of management), but also comprehension of the ﬁe_e_d for theoretical ex- _
planation, the benchmarks for critical comparisbn of diﬁ‘erenf théorie_s ax.ld the ability

to distinguish “theory” from “fact.” In the first instance, this obviously requires the
developed capacity for abstract thinking, énd then the recognition of theory-making as a
pervasively human activity. One may well point out that adults who have earned a

bachelor’s degree or its equivalent can be expected to have achieved these intellectual
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competencies through formal training and life expérience, and the theories about
how these developmental tasks take place are themselves exemplars of the sort of
materials with which graduate students might need to grapple. Nevertheless, I find

that some of our students come to us unprepared to deal with them.

Two typical instances come to mind, and I describe their salient features to underline
the challenge of finding strategies to facilitate the appropriate learning. (Details have

been changed to keep the students anonymous.)

1. Leslie is an active duty. Amiy" officer, assigned to the Military Police. Her
undergraduate major was in psychology, and her M.A. study area was criminology,
focusing on the penetration of legalized gambling by organized crime. Core and field
faculty advisorsrecommendéd that basic reading areas should include material from |
social psychology, sociology, cuitural studies and economics, with special -at'tentiOIl_ to
theories of cnmmal deviance and gambling addiction, as well as social i_mpéct studies.
We soon noted that Leslie had no clear conception of the relationship betwecn
particulars—e.g., the legislative history of the legalizatiqﬁ of casino gambiing in a given

state or locality--to broader issues, such as the social acceptance of gaming, nor of the

need for general explanatory hypotheses to account for “facts”. Even aﬁer a conference

call in which we walked her through some examples of theoretical explanatlon she had
difficulty in organizing her writing to treat the subject matter with any coherence or in

any depth.
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2. Ron is a middle-level manager in the human resources office of a small university,
with responsibilities for training new personnel. As an undergraduate, he majored in
business, and his graduate area was higher education administration, with a focus on
comparative impacts of benefits packages. Initially Ron also lacked an understand_ing of
how theoretical accounts function to ofder and organize discrete events or phenomena,
and thus did not include economic or other analyses of salary compensation versus fringe
benefits, etc. His plan was to focus solely on the details of the policy of his employing

institution, and to determine whether it was “fair” or not.

Intensive coaching, taking place within the context of the individual conversations and
correspondence which make up our student-faculty interactions, did not yield particularly
satisfactory results in either 6f these cases. The final documents submitted by Leslie and
Ron each were marred by.a weak‘ conceptual framework and by lack of clarity about the
relationship bétween explanation and predictioh. Unfortunately, this ingomblété undef-
standing of the function of theory seems to be common among our students, and finding

ways to address the problem should be a priority.

A former Graduate Program colleague, Dr. Margaret Blackburn White, provided her
students with a written account of the role of theory, which rested on a two dictionary
definitions of the term: “a coherent group of general propositions used as principles of
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explanation for a class of phenomena; “ “the branch of a science or art that deals with its
principles or methods, as distinguished from its practice.” This was followed by a
particularly lucid explanation of “phen<.>mena” and the process by which human beings
may organize their observations to account for “patterns, sequences, causes and effects,”
along with a cogent statement of the contribution of theoretical understanding to the
development of critical perspective. Even recognizing the possible limitations on this

point of view as recently pointed out by postmodern anti-theorists, I continue to hold out

for its value, but find that other approaches need to be tried.

Since the Program is a learner céntered, individualized, independent study MA progfam,
new learning typically takes place within a mentored context, rather than as a result of
direct instruction. It is my observation however, that with regard to the understanding of
theory, special efforts may sbmetimes be required beyond written explication. Students
who are otherwise apparently literate and sophisticated , often “don’t get it” When'it
comes to what' theory is and how it functions. Fbr example. there is a requir;ed literaturé
review, which is supposed to demonstrate a knowledge of significant thinkers’ work,
relating it critically to instantial or experiential maten'aL W,ithout an undérstand,ing of
how théory works, the review may not be of suﬁicient breadtﬁ, depth or ;ele'vancé; The
study as a whole may be marred by an mcﬁﬁcd perspective on thé sfudent’s own point
of view and/or a lack of coherence. From the devélopmen@ point 6f view, we may be
able to identify some students as stuck at a cognitive level preceding the abstract., bﬁt
having said that, what can we do to help the student reach this next skill level?
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The Program:

In order to define the assumptions and .arrangements which characterize my particular
context, I offer a summary description of the Graduate Program. It was established at
Goddard College in 1969 and transferred to Norwich University in 1981. The Graduate
Program continues the basic commitrriénts of Deweyan thinking: to the responsibility of
each person for the consequences of their own decisions, to the testing of thought by
action, to the integral relationship between learning and evaluation and to the centrality of
interest as a factor in lea.ming (_Benso_n and Adams, 1987). Thus, its underlying principle
is that mwm is educational experience deliberately directéd to
the educational needs.and goals of individual students, as articulated by those

students in conjunction with faculty and academic mentors.

Qualified adult learners may earn the Master of Arts in the Graduate Program in
humanities, soc1al sciences, educauon and mterd1sc1plmary areas, in a non- reS1dent,
independent study format. A number of students also prepare for professional careers,
(counseling is the most popular), integrating work in reqﬁircd areas with fhe thematic MA
study. Students each work with a core faculty géneralist and é field faéulty speciaﬂist, -to k
develop and implement study plans focused on their own question§ ahd in..terests. These
study plans mark out focal issue(s), resources, meﬂlodologies and documentation as they

are understood at the start of the process; the direction and approach is subject to chénge :

as learning takes place.
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The parameters within which a strategy. for addressing a learning issue can be shaped, are
obviously particular to the programmatic context within which it occurs. in this case,
since the Graduate Pfogram uses a low residence model, the opportunities for face-to-face
individual or group coaching are limitéd. (The possibilities offered by technologically-

mediated communications will be touched on below.)

Whatever approach is devised, it must be learner-centered in the sense explicated at the
beginning of this paper. A signiﬁcant implication of this philosophy here is that
understanding follows most effectively from activity on the part of the learner, that is,

that theory-making would be the best road to

“As learner, the student is not an empty vessel, but rather comes to the learning table with |

assumptions and sets of ideas and beliefs absorbed from the environment over the yeafs.
In this way of looking at things, the teacher needs to anticipate what the studént must do
in order to learn, and therefore set up a series of learning experiences in such a way that

the student can make discovery after discovery by him or herself .” (Bensusan, 1'996)'

Our strategy should also reflect what we know about the .developméntal needs of the
learners. It is not the pm"pose of this paper to recapitulate the body of adult learning
research, except to urge that our practice be informed by it. Writing in New Horizons
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in Adult Education, Nancy E. Hagan makes the pdint that “ the educational experience
should be distinctive between learners at different periods of life, “ and thus that “the
differences between adolescents and adults serve as markers to different educational
procedures and intents.” (1988, p. 12). She goes on to say that “the process of adult
education must be one of greater collaboration and mutuality than that of adolescent
education. . . .Adult education is less atra.nsmxttal of knowledge. . .and more a pattern of
discovery and reciprocity. . . .” (1988, p. 14.) These were the considerations I had in

mind in developing a strategy for helping students with the understanding of theory.

For our annual Program Colquhium this past year:, I was asked to make a “thernatié
presentation” as part of the agenda of group events. Since I was doing research on
constructivism and distance learning, I decided to present some of that. material.. AsI
went on with my reading, hbwever, and discovered the great debate raging between the-
constructivists and the instructional designers, I reaiized that I had before rﬁe a wonderful -

example of the significance of theory. How could I make good use of this opportunity. to

bring the point home?

My strategy as it developed was to reflect on my own proces§ of inq_ui_ry, to raisel the
questions which occurred to my mind about the adequacy §f the vaﬁbus pésitions, and to
detail the way in which I tried to make sense of what I was reading; Here I modeled an
inquiry process, presenting myself asa leémer_. To create an agnmm;mmy_q
leamipg context, this didactic presentation was prefaced by a two-part small group
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exercise. Participants were challenged to c.:reate ad hoc theories to account for random
lists of phenomena, and then assisted in comparing results against standard criteria for -
assessing competing theories-- adequac.y, parsimony, etc.. ( Each group had a list of
sentences such as “Maple is a much harder wood than pine;” “A comet and a lunar
eclipse were both visible within the last month;” “There are more than 50 people
attending the Colloquium;” “No cases 6f mad cow disease had been documented m the
United States as of April 1;” “there was a high wind warning last night.””) We did this in |
two stages. For the first exercise, each small group had a different list of “phenomena”
and was asked to explain why the “theory” put forward was adeguate as an explanation.
The second time around, each of the groups had the same list, and we compared the

“theories” and discussed simplicity and parsimony. Only then did I offer my presentation

on constructivism as an example of theorizing.

The final element in my didactic strategy was to have students fill out a written

evaluation of the session. They were asked to answer the following questions:

1. Did you have a good grasp of the role of theory before you attended this session? If so,

how did you acquire it?
2. Were.the group exercises useful in clarifying the function of thedry? If not, why not?

3. Was the presentation on constructivism a good example of how theory works?
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4. Has this session been helpful in terms of your analysis of theory in your own field of

study? If so, please give an example.

The results of the evaluation were disappointing, in that a number of students did not
fill out a form, and that responses were mainly monosyllabic and uncritical--"Yes”,
“Exeellent”. The more detailed respohses tended to focus on the potential ﬁsefulﬁess
of the material on constructivism, rather than on the notion of theory and its utility.

In retrospect, I would make the evaluation an integral part of the session, rather than an
elective activity, since I believe that the “reflective moment” is an essential part of

the learning experience. I am ;ilso looking to u'anelate the group session into online
formats which can be presented first on a WebNotes conference, and later as a

collaborative activity using groupware.
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Peering Into Cyberspace: An Examination of the Issues Facing Faculty and Adult
Learners Entering the Realm of Distance Learning

Distance learning has steadily gained in popularity as a mode of educational delivery,
especially within the past five years. The decline of costs in the computer and
information technology industries, and the exponential growth of technology efficiencies

have served as major factors in the recent increased interest and popularity of distance

learning.

Historically, distance education methodologies have been traced back to early forms of
correspondence éducation. The inclusion of various forms of technology in the
educational process evolved through the years, beginning with the use of instructional
films, slides, and motion pictures. The development of instructional télevision, video,
and today’s one-way and two-way interactive video modalities have been the most recent
innovations. Finally, he increased usage of e-mail, due primarily to the rapid growth‘and_
popularity of the Internet within the past few years, has provided educators Wlth a
plethora of technology alternatives to augment the teaching and iearniné process m highér

education.

In the field of adult higher education, and particularly programs géafed toward degree
completion, the student population being served comes to the faculty with diverse sets of
strengths, as well as areas of need requiring special consideration. While adult learners’ .

strengths are often described in their levels of maturity and commitment to the
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completion of degree requirements, they often also come with obstacles which create or
magnify the need to reduce the barriers of time and place of learning experiences. Some
learners also are in need of work at a developmental level which can be provided or
supplemented through the use of computer software and/or telecommunications. The
sophisticated level of use and acceptance of these technologies in today’s work and
school environments can certainly be viewed as possible vehicles to assist in the |
reiiuction of those barriers. For faculty, the technologies may be viewed as opportunities

to personalize the educational experience for adult learners.

Today’s adult learners also frequently arrive at our doorsteps realizing that the
teehnologies of fax machines, e-mail, Internet, and other forms of computer-mediated

communications are readily available from their homes, workplace resources, and often

both locations. . In many cases they are not only very much in tune with the availability of

the technologies but they are true experts in using them as a part of their daily work

routines. Furthermore they expect their educational provxders to be equally

computer/technology literate.

In addition to the expectation that the faculty wﬂl be active users of technology, there is-
also a general expectation, due in part to the commercialization and media coverage of
advances in telecommunications technologies, that the colleges and universities have
available various modes of distance leam'ing programs which will provide them with

alternative solutions to the need for educational programs. Many institutions do already
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have or are developing these programs, but there are still many of us who are struggling

to find the “on-ramp” to the information superhighway.

There are several obstacles faciné faculty who yearn to implement technology and
distance learning strategies in their teaching, ranging from lack of equipment and training
opportunities, to the lack of time to invest in learning how to use the technologiés
indépendgntly. The general interest and desire on the part of faculty to use technology in
teaching seems to be increasing. It is a major goal of this session to provide participants
with the opportunity to share their personal experiences, including str.ategies of success
and failures, to ﬁelp us Become moré experienced as users of educational technologies for

adult _learners.

Research in the area of distance education has shown that “coursework delivered via
telecommunications technologiés is as educationally effective as that delivered in a
traditional féée-to-face format” (Moore and Thompson, 1996). These resﬁlt;, ‘combined
with the knowledge that adult learners often come better prepared in térms of emqtionai
maturity and readiness to meet educational challenges, .shquld give facultj the inspiraﬁonl
and motivation to be willing to experiment w1th the téchnoldgiés our aciult learniers have
come to expect in the work and learning environments. We, as .fé.c;llty,. ﬂeed tol share our
own learning experiences using technoloéy with each other in an effort té overcome our
fears, as well as some of the other institutional barriers which may exist to hinder our .

creative efforts.
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A variety of models for instructional design exist within the medium known as distance
education, or distance learning. The overarching premise of distance learning programs
is the use of computer and/or telecommunications technology to reduce the physical
barriers of time and distance between faculty and learners. There are a variety of ways in
which this can be accomplished, and they are generally categorized under the title of
“instructional design.” In larger or more formal distance learning programs, or brograms

which have been in existence for a number of years, institutions have hired support staff

with the technical expertise to assist faculty in developing technology based teaching and -

learning tools. Most of us are still relying on our own instincts and abilities.

However, in the situation of an individual faculty member who may wish to exper_i;nent
with the creative responsibility to design a learning situation, with Hrhited or-no access to
professional instructional designers or experts in educational technology, it is important
to be aware of some basic principles to make the distance learning experience a cohérent, 1
well-planned educational course. These principles are not too different from the

considerations made by a faculty member when planning any course.

The four main steps to be considered are: “l1. Establishmenf of 'goals_ féllowing' an
assessment.of learner needs; 2. Creation of a plan and process to 'ac-hie\;e. the géals; 3.
Execution of the plan; 4. Evaluation” (Méore and Thon_ipson, 1996). Tﬁese steps are
generally the same considerations which‘ would be a part of the creation of any new

course offering.
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When planning a distance learning experience, the faculty member should take care to
consider the use of technology as a choice to enhance the educational experience for the
learner, ensuring the expeﬁence is instruction centered and learner focused, rather than
simply being a technology driven experience. A common example of a poorly designed
experience would be the use of instructional_ television or video in which the instructor
becomes a “talking head” rather than providing any meaningful way for the learher to

have an interactive part in the learning experience.

Perhaps one of the easiest ways to experiment with the implementation of a distance
learning strategy is through the independent study course offering. This will afford the
faculty member and learner the opﬁmal opportunity to provide each other with feedback
concerning the actual usefulness of the technologiés being used to augxnent the learning

process. This strategy has been tested by faculty at Empire State College, and was

implemented in the following manner.

My presentation will focus on two specific involvements with distance learning: 1. -
Teaching in the Empire State College graduate prograni. 2. Tutoring in the Empire State

College Center for Distance Learning. .

My first experience with distance learning involves a learning contract with a graduate
student living 450 miles from me. We had met briefly at a graduate residency; our”

conversation led her to contact me several months later to work with her on an elective in
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her Social Policy program. We worked out a detailed set of learning objectives and
activities; I provided her with an extensive listing of resources which she had to develop
and obtain locally. We established a schedule of telephone discussions of her progress.
These biweekly conversations enabled us to build rapport and introduce new dimensions
to the learning contract as she pursued her rgsearch. It was a rich experience for both of
us; geographic distance did not interfere with the learning experience. 1 found that
mentoring at a distance does require a level of preparedness and precision to make best
use of the discussion time. This experience wﬁs excellent preparation for teaching in the

Center for Distance Learning.

The Distance Learning Program eﬁables students to earn the Associate’s or Bachelor’s
degree without any on-site requirements or one-on-one meetings with the faculty mentor
who guides the student through the program. ' The program follows a traditional semester
schedule (Fall, Spring, Summer) offering eighty cvourses. Students enroll ﬁa mail dr e-:
mail; they ofder their books by mail from the Empire State College booksiofe. Tﬁey’
communicate with the tutor, via telephone, U.S. Mail and, increasingl&, fax-and g-mail;

Some CDL courses offer (or require) a computer conference component.

In Fall, 1995, I worked with six students in a CDL course calledA“Comn-mnications for
Professionals.” Students follow a Course Guide which structures the workload and

assignments. My contact with students takes several forms:
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First, the student receives a “tutor letter,” introducing me, giving them my various contact
addresses (telephone, fax, mailing, e-mail). In addition, I indicate when I will have
“office hours.” The students expect that I will be available at those times to receive calls
and assist them with work as needed. I scheduled Tuesday evenings and Friday
mornings. Since I am a fulltime faculty member with the College, they were actually free
to contact me at the office at their convenience. The tutor letter sets the tone for |

subsequent interactions.

Second, I make an initial call to each student during the first week of the course. We
agree on dates for “tutorials.” These are conversations of thirty minutes or more for

clarifying content, discussing my feedback on assignments and doing problem-solving.

Third, I contact students at least four times during the semester for tutorials. These
conversations serve to build rapport, to deal with obstacles to completing work and keep

students moving through the course.

Success, I believe, in this distance environment dependé on consistency. 'ahd timeliness on
my part. I called the students as scheduled; I returned fheir written wprk promptly. This
served several purposes: It gave them feedback for future assigmixéhts. | It kept the
momentum going. It provided an opportﬁnity, with the students who wefe not keeping

up, to discuss the reasons and to formulate action plans to keep on task.
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One student preferred e-mail contact. Aithough we did have telephone conversations, his

flexible work schedule meant that we occasionally missed one another. E-mail simplified

life for both of us.

As a primary mentor in a small rural unit of the College, I enroll my s_tudents in CDL
courses frequently because it give them access to a variety of instructional resouices that I
do not always have available at the local level. As with anything, some students like the
CDL approach; some students have refused to enroll after one experience. Generally,
those students presented a contradiction: they appreciated the structure of the program

but they needed the support of one-on-one meetings with the tutor.

I am generalizing here, to be sure, but it is my observation that the unit studeets most
successful in the distance l'eaming environment come to the program with a high degree v»
of self-direction and time management. They communicate directly and frequently with
course tutors. They know what they want from the course and the tutor. 'I'hey coxﬁe to
me as their primary mentor for assistance if they are not getting the feedback they feel
they need. They keep careful records of their work, sueh as mailing dates of assignments.
This is bookkeeping but as a tutor in CDL, mdeed as a primary mentor, I find 1t necessary

and valuable to track my interactions with students.

Current research on the impact of technology on adult learning programs frequently

emphasizes that one of the strengths of programs like Empire State College isits
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individualized, one-on-one supportive relationship with a faculty mentor. As we interact
more with students at a distance, how will we assure the social support and intellectual

discovery that often occur in the mentoring relationship?

One answer to this question, I believe, is careful planning of tutor interactions with
students. Another is specific, carefully formulated written responses to students’ work

which gives them clear direction and concrete suggestions for development in their

learning.

Dr. James W. Hall, President of Empire State College, recently published an article in

which he commented:

“The role of intellectual guide to the student, or mentor, will become more
important as students pursue much of the formal instruction, formerly
communicated through faculty lectures, in a variety of self-paced, student-
directed modes. In fact, student planning and academic advisement is

likely to move to the very center of the educational process for both students
and faculty as both seek to find and use the most useful available resources..

The university of convergence will require a dramatic shift of tlme commnment

toward student advisement” (Hall, 1995).
I believe that “the university of convergence” will also reqmre that we as faculty become
lifelong learners, adapting to new technologies. The challenge in all of this is to locate
and hold firm to the mentoring role while recogmzmg the real advantages of the access to
global resources. New models of working with adult-students wﬂl need to incorporate
“all of these trends, integrated with other on-line r‘eseurces, and provide flexibility and
ease of dissemination without sacriﬁcing the quality and effectiveness of learning”

(Hamalainen et al., 1996).
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Finally, as we embark on our journeys as educators of adults in the distance learning
medium, it is important that we remember to share our own experiences of “what works”
and “what doesn’t work” as we continue to experiment and grow in our profession. The
opportunity to share our experiences and learning truly gives meaning to our own
continued lifelong learning venturés.‘ We encourage our audience to share with us, and

one another, the experiences of distance learning practices from the perspective of

practitioners.
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A Panel Discussion on Intergenerational Learning: The PEL-ASPEC
Project at Eckerd College
Leo L. Nussbaum, Ph.D. and James J. Annarelli, Ph.D.

Eckerd College
Introduction

The Academy of Senior Professionals at Eckerd College (ASPEC) was
founded to provide an intellectually stimulating environment for retired and partly
retired professionals wherein they xﬂay share their knowledge and experience with
students, faculty, and one another.” The 211 members of the Academy are nien and
womeh with records of high achievement in the professions or other careers. They
come to the Academy with expertise in a variety of areas including the arts, the
humanities, buéiness, medicine, government, ‘law, educatidn, science, engineering,
and the ministry. |

The Program for Experience Learners (PEL) was established at Eckerd
Cbllege in 1978 to extend educational opportunities to adult learners. "I‘hrough ‘
intensive evening and weekend courses.offerec._i in eight week terms, ahd 'thr'ohgvh‘ )
directed and independent study, students are able to complete the ba‘che_lof’s degree
while attending to the exigencies of adult life. Am;)ng the majors and concentrations
available in PEL are Management, Human Devélopmeﬂt, Amgﬁ@ Studies,
Organizational Studies, Creative Writing., History, and Religious Studies. PEL
students may pursue coursework in ﬁve locations in the Tampa Bay area and through
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directed and independent study. Nearly 2000 women and men have earned their
degrees through PEL since its founding, and approximately 1250 students are

currently active in the program.

The principal educational resources of a college or university traditionally have

included its faculty, its library of print and media resources, its laboratories, and--
more recently--its computer mediated resolxrces. However, the earl.y retirements of
thousands of persons of high achievement in many professions and careers offer new
educational resources to the college or university community. Aecomplished retirees
can constitute for the academic community an invaluable living library. It is in light
of this guiding philosophy that ASPEC was _establi_shed.l

From its inception, the primary purpose of ASPEC has been to enhahce the
educational opportunities of Eckerd College students by making available t’o faculty
the "living hbrary resources of ASPEC in the instructional program. Faculty may

invite ASPEC members to serve as colleagues in planmng and teaching courses,

confer with ASPEC members in preparing class syllabi, or arrange pairings through -

which ASPEC members may act as career consultants for students. -

The Discussant Colleague

Classes in which a primary mstructlonal mode is’ dlSCllSSlOD prov1de faculty o

with opportumtles to invite an ASPEC member as a Discussant Colleague This
usually involves an ASPEC member’s commitment_ to the assigned reading and to
participate regularly in class for a term or senlester. |

A faculty meml>er planning to teach.a section of a general' education cousse '
such as Life, Learning, and Vocation (LLV), Western Heritage m a Global Context
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(WHGC), or Judaeo-Christian Perspectives (JCP) typically would choose a Discussant
Colleague based upon considerations of compatibility, diversity of perspective, and in
light of the appropriateness of the Colleague’s experience and expertise relative to
course goals. In the context of general educations courses, the differing--though
complementary--backgrounds and perspectives of the faculty member and Discussant
Colleague can promote discussion and stimﬁlate the expression of a variety of
perépectives and interpretations in the class. In contrast to the tendency of general
education faculty to choose Colleagues from backgrounds different from their own

9

faculty members in discipline courses tend to utilize Discussant Colleagues whose -
experience and €xpertise relatc direétly to those of the faculty member or to the.

content and learning objectives of the course.

The Role of the Discussant Colleague.

Each faculty member who invites a Discussant Colleague to participate in his
or her class determines what the responsibiliﬁes and funcﬁons of the Colleague will
be. These might include any or all of the following:

1. Pose additional questions for discussion. :

2. Enhance discussion by taking a position as adversary.

3 Present additional information on some topic or issue under
consideration.

Relate his or her expenences to an issue being dxscussed

Challenge students to think from a different perspective. '
Confer with students individually or in small groups: before or after
class, or at another time of mutual convenience, ‘

7. Read student papers with appropriate comments about content,
organization, grammar, or style. .

Serve as a personal or career role model to students.

Serve as-a supportive colleague to faculty.

oua
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A Discﬁssant Colleague usually reads all assigned material, attends each lecture or
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film, and shares in the discussions of each class meeting.

The Resource Colleague

ASPEC members, each with vast and rich experiences, are available to

supplement the knowledge, education and experiences of faculty. An ASPEC

Resource Colleague can share study, research, or career experience related to the

course being taught.

The Role of the Resource Colleague.

An ASPEC member may be invited as a Resource Colleague once or

intermittently to participate in a class in one or several ways:

COPIANALD -

Serve as a member of an ASPEC panel.

Participate in a class discussion. -

Relate his or her experiences to an issue being discussed.

Present additional information on some issue under consideration.
Prepare and/or present a case study. :

Serve as a coach to students analyzing case studies.

Serve as an evaluator of competitive case study presentations.

Serve as a career or personal role model.

Present a lecture on a selected topic. :
Report on or interpret other countries and cultures based on expenences

. as a resident.

Confer with students about career plans.

Serve as a specialized individual tutor or mentor.

Read student papers with appropriate comments about content,
organization, grammar, spelling, or style '
Confer with students individually or in small groups dunng class,
before or after class, or at some other mutually convenient time.

Serve as a supportive colleague to faculty.

Program History -

- The faculty-ASPEC colleague program began in the residential program of

Eckerd College under the leadership of Dr. Leo Nussbaum in the Spring of 1984.

During that semester, an ASPEC colleague worked in each of the three sections of the
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first year general education course Western Heritage. By the Fall 1984 semester,
seven faculty members accepted ASPEC colleagues in their courses. When the
senior-level requirement, Judaeo-Christian Perspectives on Contemporary Issues, was
established in 1986, only one section professor utilized an ASPEC member as a
Discussant Colleague. In contrast, during the 1994-95 academic year, Colleagues
participated in all 22 sections of JCP offereci in the residential program (as well as in
all sections of JCP in PEL).

The growth of the ASPEC Colleague program in the traditional residential
program was followed, in 1988, by a successful application to the Fund for the
Improvement of Post-seconda_fy Eduéa_tion (FIPSE) for a grant to extend the ASPEC
Colleague experiment to courses in the Program for Experienced Learners. The two-
year gfant funded the establishment of the PEL-ASPEC Project, a project cc_intinued
by Eckerd College. The subsequent participation of ASPEC members in the academic
programs of the. College is detailed in Tables -l and 2 belo§v. |

In 1995, the College was awarded a dissemination grant by FIPSE to vshar'e ,
with six adapter institutions what the Eckerd community has learned through the
préject. The adapter institutions represent a cross-section of U.S. higher education
and include Austin College, Texas; University of Dubuque, Iowa; Gréen Mountam
College., Vermont; Hope College, Michigan; Okaloosa-Walton C_ommunity Collége,
Florida; and Spelman College, Georgia. Teams of _ihree memBers from the adapter
institutions traveled to Eckerd College in Noveﬁber 1995 andv September 1996 for
workshops focused upoﬂ understanding tﬁe project as implemented at Eckerd College '

and upon developing plans for involving retired individuals in the educational

77

85



programs of each adapter institution.

Project Effectiveness

During the initial FIPSE grant period (1988-90), the participation of ASPEC
Colleagues in selected PEL courses was evaluated formally both by students and by

faculty. For exampie, sixty-three students in six 1990 Spring Term PEL courses with

ASPEC colleagues completed formal evaluations of ASPEC participation. Of those

students, over 88% strongly agreed or agreed with the statement that "The ASPEC
member who participated in my class enhanced the quality of my experience as a
student.” Particularly Valueld' by these students were the ASPEC members’
contributions to class discussion and their shmﬁg of insights and experiences related
to coﬁrse topics. All professors in these classes rated their ASPEC colleagues’

participation in ten areas as either excellent or good.

Since the initial FIPSE project, anecdotal reports, as well as formal evaluation :

instruments, indicate that the vast majority of adult students enrolled in PEL classes in
which an ASPEC member participates regard the ASPEC member as a source of

enhancement of their educational experience in the class. Similarly, the majority of

full-time and adjunct faculty in PEL who utilize a Colleague in their classes Tate the -

value bf that Colleague highly. In some cases, a faculty member is hqsitant io accepi

a Colleague in his or her class and does so initially with reservations. More often

than not, following an initial experience with a. Colleaéue, a facﬁlty member becomes

an enthusiastic proponént of the faculty;Colleague relationship. Witness, for exémpfe,

a recent narrative evaluation of thelparticipation of ASPEC Colleagues by an adjunct
78 |
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faculty member with eight years of teaching experience in PEL:
Initially, my personal model of student-teacher transaction was based upon my
own educational experiences as a student. To say the least, they were based
on a somewhat passive student role. Watching the elevation of the energy
level as ASPEC members interacted with students was all I needed to change
my approach to one of high-level student involvement. I now can’t imagine
doing it any other way. . . . The untapped potential of the ASPEC resource is
significant. Certainly, a lot has been aécomplished; there is much more to be |

realized if I am smart enough to develop it. I look forward to that effort. (B.

Smith, personal commﬁnicatién, August 6% 1996)

Similarly, ASPEC members who have participated in PEL classes repért
consisténtly high levels of satisfaction with the experience. In a May 1996 feﬂection
upon his three years as an ASPEC Colleague, a former CEO .of a multinational
corporation writés: | |

The three courses in which I currently participate are a mixed bag:

Organizational Behavior and Leadershlp, Market Intelhgence and Literature

by Women. Smce the first two are busmess oriented, I am often able to pxtch

into class discussions with real- hfe stories from my own: expenencé ..

Literature by Women is another story. I have no competency in this field

whatsoever. That is why I spend as much tirhe prepariﬂg for this course as the

other two combined. . . . The whole thiﬁg is a pure @d—stretchiﬂg

experience. . . . It could not be more stimulating. (T. Pickafd, personal

communication, May 1996)
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This Discussant Colleague’s participation in the Literature by Women course is a
good example of a Colleague with a background in an area unrelated to the focus of a
course participating in that course both as a learner and as a representative of a cross-
disciplinary perspective.

A March 1996 ASPEC Faculty-Colleague Task Force survey of twenty active
Colleagues revealed that the most often me;ntioned criticisms of the i)rogram_ by
Colleagues were that faculty did not always utilize fully the Colleagues’ special
knowledge and experiences (60%) and that more frequent meetings with faculty
members outside of class would enhance the effectiveness of Colleagues in the
classroom (35%). Neverth:lé_ss, the overall experiences of the majority of the twenty

Colleagues were reported to be very positive.

Conclusion

The foregoing overview of the PEL-ASPEC Projéct has been designed to

provide background to those attending the panel discussion session. Individuals or -

institutions interested in pursuing further information about the intergenerational

programs at Eckerd College are urged to contact the authors.

Leo L. Nussbaum, Ph.D. James J. Annarelli, Ph.D.

Coordinator, PEL-ASPEC Project Assistant Director, PEL
Eckerd College ' Eckerd College
4200 54th Avenue South 4200 54th Avenue South
St. Petersburg, Florida 33711 St. Petersburg, Florida 33711
813 864-8061 : 813 864-8226 '
813 864-8996 FAX - 813 864-8422 FAX _
E-mail nussball@eckerd.edu E-mail annarejj@eckerd.edu
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Table 1.
Residential Program
Annual Report
Faculty-ASPEC Colleagues
1994-1995
1992-1993 1993-1994 .1994-1995
# of # of ASPEC # of ASPEC
# of classes | ASPEC #of Colleagues | # of Colleagues
Semester Colleagues | classes W) classes @)
@ -
Fall 36 49 44 65 36 43
Winter 5 11 5 6 4 5
Spring 27 32 26 56 34 58
Totals: 68 92 75 127 74 106

1= Some ASPEC Colleagues participated in more than one class

Note: A growing number of ASPEC Colleagues are directly engaged by faculty, and
are not recorded in the above data. In addition, ASPEC Colleagues participate in
course and project development and evaluation, syllabus preparation and revision, and
student personnel programs. :
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A PERFORMANCE MANAGEMENT SYSTEM FOR ADJUNCT FACULTY:
SELECTION, ORIENTATION, DEVELOPMENT, AND EVALUATION

Cindy Scarlett, National-Louis University
Sandie Turner, Carlow College

Introduction

Courses and programs serving adult learners in higher education rely heavily upon adjunct
faculty, who comprise nearly 40 percent of college educators in the United States (Lesko,
1995). During the past two decades, the number of adjunct faculty members who teach in
the United States has doubled, according to a 1994 Education Department study (Lesko,
1995). These part-time instructors add real world éxperience, as well as relevant and
recent examples, with “cutting edge" knowledge of their fields as they teach primarily
during evenings and weekends. The commitment and motivation of adjunct faculty is
described by Edward Marits (1996):

For adjunct faculty members, the essential issue is that teaching a course is not
only about showing up one night a week for a semester and providing some
instruction. Rather, it involves the commitment and confidence to create, seek,
and participate in activities that will enhance the learning experience for both them
and their students. (pp. 225-226) :

Although money is often acknowledged as only a small part of an adjunct faculty’s
motivation to teach, it is the primary means of compensation, since few adjuncts receive -
any other benefits. Lesko (1995) cited research stating that adjuncts were paid an average
of $2,000 per course, and taught six courses a year to 150 students. Carlow College’s -
compensation is $1500 to $1725 per course (typically 24 direct hours of teaching).
National-Louis University’s compensation is $850 per course (typically 20 direct hours of
teaching). From a small telephone survey of Degree-Completion Programs in the greater -
Chicago area, the authors found a range of adjunct faculty compensation from $825 (20
direct hours of teaching) to $2000 per course (28 direct hours of teaching). Refer to
Appendix A. S _ _ '

As adult programs increase, so will the need for continued and expanded involvement of
adjunct faculty. It is projected that one of every two faculty will work part time by 2000
(Lesko, 1995). As an example of the prevalent use of adjunct faculty, the innovative
programs which have served adult educational needs at Carlow College (Pittsburgh, PA)
and Nationial-Louis University (Chicago, IL), have relied upon the able assistance of many
adjunct faculty. Nearly 500 adjunct faculty teach at National-Louis University per month.

Several assumptions form the basis for the approach to adjunct faculty de\)elopment being
taken in this paper. One assumption is that the teaching-learning relationship that adjunct
faculty enter into with adult students is just that—a relationship joined actively by both the
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faculty member and the student. This means that the faculty member is a guide and
facilitator of learning but not the source of all learning. Students must be active
participants in this partnership of teaching and learning.

To ensure this partnership between teaching and learning, and between teacher and
student, Brookfield (1986) recommends each and every facuity develop a thoughtful
rationale to guide their teaching. By reflecting upon, and clarifying, their philosophy of
teaching and learning, adjunct faculty will be able to consistently and persistently offer the
adult learner the kind of educational environment which will foster success. Grounded
with a clear understanding of the underpinnings of one’s educational beliefs, there are far
reaching implications for course objectives and for the choices faculty and students make
regarding depth and breadth of course material (Brookfield, 1990).

A second assumption is that in today’s world everyone must be a lifelong, and self-
directed, learner. Consequently, part of our goal as faculty is to increase our adult
learners’ abilities to be lifelong and self-directed learners. To do this, faculty must also be
life long and self-directed learners. We model our belief in these mutual learning goals by
sharing control and autonomy in the classroom, by respectmg students’ goals and

expectations, and by being open to, and participating in, our own new learning. ThlS latter
activity is critically underscored by Kidd (1973):

And no one sets up such a block for others as he for whom learning seems
so unimportant that he is not bothering with it himself, even though he
claims it might be useful for others. (p. 296)

The idea for this paper grew from the authors' experience and passion for working with, -
and serving as, adjunct faculty dunng the past ten years. We are interested in enhancing
the development process of adjunct faculty as they increase their teaching skills and their
awareness of the art of teaching and learning relationships with adult learners; to help

adjunct faculty become better at what they do. We will explore this process as a four step

system borrowed from the realms of Human Resources and Management: Selectnon,
Orientation, Development, and Evaluation.

The Selection Process

The new adjunct member (at least considered new in terms of an affiliation with our
specific adult program within our specific higher education institution) will influence our
adult students, our institutions and our profession. We underscore the importance of the
teaching-learning philosophy from this first part of the Performance Management System
by modeling with our adjunct faculty the kind of relationships that we want our adjuncts to

develop with our students. Therefore, the Selection Process is our first opportunity to set

Adjunct Faculty up to succeed, not just to set them up.

I3



Potential adjunct faculty candidates come from a variety of settings: other educational
institutions, corporate settings, private consultants, and internal administrative University
personnel. Such candidates may emanate from referrals from "known" sources, such as
faculty or other adjunct faculty; or from other sources, such as newspaper advertisements.
Regardless of how candidates are identified, the crux of the selection process is to
determine the best candidates to invite into the adult learner's educational environment.

Primarily, institutions search for candidates who have content expertise in a specified area,
and who, secondarily (but hopefully), have teaching experience or training skills.
Determining the balance between content.expertise and teaching experience is a critical
decision. A disproportionate balance between these two functions may severely impact
the educational experience of adult learners. The most qualified adjunct faculty must have
an equitable balance between what they teach and how they teach to be most effective with
adult learners.

To assist in the Selection process, it is helpful to have specific criteria to guide the initial
screening of potential adjunct faculty candidates. Apps (1981) describes eight exemplary
instructor characteristics:

concerned about learners

knowledgeable in their subject

relate theory to practice and their field to other fields
. appear confident

open to different approaches

present an authentic personality in the class

willing to go beyond class objectives

able to create a good atmosphere for learning9/9/96

Knox (1980) offérs five personality characteristics of effective teachers:  self-confidence
informality, enthusiasm, responsiveness, and creativity. :

An Interview and an Assessment Center simulation are two methods to continue the next
phase of the Selection Process for candidates initially screened. Since clear expectations
contribute to a successful teaching-learning experience for both students and teachers, it is
important to remember that the Selection process is the initial opportumty to communicate B
and demonstrate expectations. :

The Interview process is the most commonly used Selection method, in the authors’
experience. An Interview process may be as simple as reviewing a candidate's resume,
checking references and having an informal conversation between an University
Administrator or Faculty member and the candidate. The Interview process can be
expanded to include others, such as veteran adjunct faculty, full-time faculty, alumni,
and/or current students. Although the Interview process may verify current content
expertise and even philosophical agreement with adult learning theory, a weakness of this
method is that the teaching abilities and behaviors of the candidate are only discussed, but

85

34



not demonstrated. If this is the primary Selection process used, it is advised that the
Orientation process include opportunities for mentoring and observing, prior to a new
adjunct faculty’s first teaching assignment.

An Assessment Center process is a more structured approach to select adjunct faculty. It
is one which requires additional institutional personnel to participate in the process, but it
has two distinct advantages: as few as four to as many as a dozen candidates may be
"screened” at one time and the candidates are given simulated situations to actually
demonstrate their abilities. It becomes the responsibility of the Selection Committee, then,

to compare the ratings of the various candidates and make recommendations as to the
most qualified candidates. '

Activities (and their corresponding purpose) which may comprise an Assessment Center
process include: '

® Leaderless discussion—to determine group and facilitation skills
As a group, adjunct faculty candidates are observed and rated as a common
question is discussed, such as "What are the unique educational needs of
adult learners?” o

e Student Proposal In-Basket--to determine written feedback skills

: Adjunct faculty critique a 1-2 page sample student proposal. _

¢ Assessment of candidate’s resume, application materials and references-
to determine relevant prior experience '

® Interview (with performance based questions)~to determine past performance

which should help predict future performance.

Adjunct faculty meet one on one with a member of the Selection
Committee.

By selecting the most qualified candidates with a éarefully designed Selection process, we

- help to assure that our adult students will be receiving the method of teaching which best

promotes learning among adults. As we are reminded by Carl Rogers (1983), “the .
purpose of teaching is to promote learning.” (p. 18) '-

The Orientation Process

Once we have selected qualified adjunct faculty, the critical responsibility of integrating
them into our individual institutions and our collective family of non-traditional adult
educators is continued in the Orientation process. A second critical responsibility of the
Orientation process is to provide a base of understanding for adjunct faculty as to what it
means to be an excellent adult educator in our specific institution. '

Building upon the often implicit expectations and initial perceptions presented during the
Selection process, the undergirding assumptions about adult learners, as well asan
understanding of the field of adult learning, must be provided. Often, however, this phase
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is filled predominantly with the "logistics" (admittedly unportant) of becoming acquainted
with our individual institutions and programs (i.e. who to contact regarding various

procedures, what forms to complete to be pa.ld etc.). Expectations must be explicitly
communicated and clarified.

Guiding the Orientation process are the two main responsibilities stated above, clarified
with relevant questions:

* Integration of adjunct faculty.into our institutions and our profession

1. How does the specific course to be taught fit into the overall Program
or Degree of the adult learner?

2. How are standards specified?

3. Why are alternative formats (i.e. accelerated, one session per week, at a
distance) particularly relevant for adult learners?

4. What is the prevailing culture at our institutions and how do we
communicate it? -

5. What do reglonal and state agencles expect and mandate?

o Refining and perfecting the teaching-learning relationship between adjunct
. faculty and adult learners.

1. How do we balance between setting up a good learning environment
for our learners while our new adjunct faculty are also in an initial
learning mode?

2. How is the delicate balance between content and process maintained?

3. How can courses and classroom activities be re-designed to take

- advantage of different formats?

4. What are our assumptions about adult learners?

5. What are our assumptions about teaching adult learners? :

6. What has been learned from research, conceptualization and practxce of
teaching adult learners? _ :

At the same time we are orienting new adjunct faculty members, it is wise to considér how
other faculty members and administrators will be oriented to the new adjunct faculty.
(Such a strategy adds to the resolve to set adjunct faculty up to succeed.) To address
these internal groups, a faculty/staﬁ' deveIOpment meeting is suggested, which might
include:

e ‘brainstorming assumptions about adjunct faculty
e providing "facts" about adjunct faculty
e explaining the performance management system for adjunct faculty
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Some of the methods to choose from in molding the Orientation process include:

group instruction, individual coaching, panel discussions, simulations, role playing,
initiating mentoring partnerships, focused conversations with "veteran" adjunct facuity,
observations of adult learner classes, adult student demographics for specific courses
and/or programs, conversations with current students and/or alumni, reference materials,
and resource guides. These methods, of course, are also tools to continue in the
Development process of adjunct faculty.

If adjuncts (as well as full-time faculty and administration) do not know why the unique
features of adult programs are particularly relevant for adult learners, they may see them,
consciously or unconsciously, as barriers to effective teaching or as ways of diluting the
educational process. For example, understanding that adults in our non-traditional
programs do a lot of individual reading, writing, and thinking outside of class helps to
explain, and legitimize, the concept of accelerated (i.e. limited) class time.

And, if Program and course goals are not redefined to encourage self-directed learning,
then the balance between content and process will be unevenly weighted toward only
achieving mastery of a content area. Similarly, if adjunct faculty do not understand the

value of facilitative teaching and'its role in an adult learner’s development (i.e. developing

a sense of control and autonomy), it may be used less and less.

Without such a rationale it is likely that most facilitators will sooner or later fall
unthinkingly into patterns of facilitation that support structures of organizational
convenience and confirm learners' patterns of dependency learned in he school
classroom but have little to do with assisting adults to create, and re-create, their
personal, occupational, and political worlds. (Brookfield, 1986, p. 296-297)

Brookfield further reminds us that, “the purpose of facilitation is to assist individuals io
begin to exercise control over their own lives, their interpersonal relationships, and the -
social forms and structure within which they live.” (p. 291) Patricia Cross (1981) adds:

I believe that the single most important goal for educators at all levels and in all
agencies of the learning society is the development of life-long learners who
possess the basic skills for learning plus the motivation to pursue a variety of
learning interests throughout their lives. (p. 249)

Another important task during the Orientation process is to assist adjunct faculty in
deepening their understanding of the adult learners they share their time with. Some
particular books and articles that we have used and recommend as helpful include:

® Zemke and Zemke’s “Thirty Things We Know For Sure About Adult
Learners” , 4

e Brookfield’s Understanding and Facilitating Adult learning,

e Brookfield’s The Skillful Teacher

e ERIC Reports o
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Rogers’ Freedom To Learn for the 80’s

Cross’s Aduits As I earners

Knowles’ The Aduit Learner. A Neglected Species
Merrniam and Caffarella’s Learning in Adulthood.

By providing various and diverse opportunities in the Orientation process, and adapting to
the adjunct faculty’s individual experience and needs, we continue our responsibility to set
up adjunct faculty for success. Concurrently, we also contribute to the learning process of
the adjunct faculty, “If the teacher is himself a learner this will mean periodic change in his
beliefs, theories, and practices” (Kidd, 1973, p. 298) and “the best way to help teachers of
adults increase their effectiveness is to emphasize learning—their’s and the participant’s”
(Knox, 1980, p. 73).

The Development Process

Whether the adjunct faculty member is relatively new to teaching in an higher educational
setting, or is a veteran adjunct faculty member, the continual improvement and .
development of the teaching-learning experience is key. “Critically responsive teaching”
(Brookfield, 1990) implies not only that we as faculty have a personal vision of our
teaching (or are developing one), but that we have an understanding of our audience—in
this case adult learners—to whom we can be responsive. These two tasks, teachmg and
learning, comprise the Development process for adjunct faculty.

To accomplish these two tasks adjunct faculty may be invited to faculty meetings of the
program they teach in or may meet with others teaching the same course. At these
meetings discussions can be held regarding successful teaching methods and activities,
sharing of syllabi; sharing of information which is necessary regarding logistics and
policies and procedures.

Brookfield (1990) suggests another development strategy for teachers—reminding

* themselves of how it feels to be a learner by taking a class and/or learning something new

each year. To accompany the learning activity, faculty are d1rected to keep a learmng
journal and address such questions as:

e What were your low points and your hlgh pomts during this learnmg
experience?

e What were some of the characteristics of the teacher whnch affirmed or insulted
_you?
e What would you have liked to have seen?

To complete this Development activity, Brookfield suggests bringing the faculty together
for a de-briefing session about their learning experiences to discuss and reflect upon how
their learning might inform their teaching.
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A method which is more structured and potentially more useful than group meetings is the
teaching portfolio. This method is particularly helpful to faculty in developing a sense of
themselves as teachers, even if they only formally teach some evenings or weekends a
year.

Ray Shackelford (1996) of Ball State University describes a teaching portfolio as a
“coherent set of materials, including samples of work and descriptive narrative, which is
representative of one’s teaching practices and student leaming and development,” in his
workshop held at Carlow College. Shackelford suggests critical questions that the process
of producing a teaching portfolio leads us to ask ourselves: '

Why did I teach that course the way I did?
How do I teach?
How do I incorporate formative evaluation and revision into my planning for
teaching?
e How am I keeping up the development of my knowledge base both in content
. and in teaching methods?

Helping faculty develop their own teaching portfolio can be done in group sessions or in
mentoring pair relationships. In a group session the faculty members could reflect, write,
discuss and receive feedback on how to put together a statement of how and why they
teach the way they do. -

When groups or mentoring pairs are used to produce a teaching portfolio it is the process
as well as the product that is important. The portfolio process can help us move from
talking about teaching to focusing on what we ask of our teaching and what we ask of our
students. Documents suggested by Shackelford (1996) which can be part of a teaching
portfolio include: o '

PRODUCTS OF TEACHING

Examples of student written materials
Student projects :
Student exams

Examples of student growth

MATERIALS FROM ONESELF

Statement describing beliefs about the teaching/learning process
Course syllabus and description of how it supports teaching/learning process
Teaching materials ' : :
Tllustrations of the what, how and why of your teaching
Lists of courses taught
Description of how the needs of students and their individual learning styles were
addressed _ o
90
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. INFORMATION FROM OTHERS

Formal and informal evaluations
Unsolicited letters

Peter Seldin (cited in Shackelford’s workshop) has studied which portfolio items have
been most effective in helping teachers improve teaching, and finds the following top four
items:

1. Statement of teaching responsibilities and a brief description of the way each

course was taught and why. . '

2. Student rating.

3. Description of curricular revisions including new course projects, materials,

- and class assignments.

4. Representative course syllabi.

This list, as well as what is not on the list (i.e. a record of students who succeed in
advanced study; a statement by the department chair assessing the professor’s teaching
contribution to the department), reinforces the point that it is the process of preparing a
teaching portfolio and articulating the how, what and why of teaching-learning that is
useful. -

In addition to a personal vision of teaching we need to work with adjunct faculty in the
Development process of this model on deepening their understanding of the adult learners
they share their time with. Bob Kegan’s work on adult development, as written in The
Evolving Self and In Over Our Heads, is an integral resource. Also pertinent is _
Brookfield’s The Skillful Teacher (for example, Chapters 4 and 5), in which he discusses:
how the experience and emotion of adult learners affects and enhances the learning
process, as well as adding some complications (i.e. the “impostor syndrome” of some
adult students, their need for reflection time, and the need to effectively address different
learning styles). ‘ :

Teaching can be a very isolating kind of work and this is especially true for adjunct
faculty. Group discussions and mentoring partnerships which break down this isolation
can help us become “critically responsive teachers.” o :

In addition to a portfolio process, group meetings, or the sharing of written materials,
another method of developing adjunct faculty is a mentoring program, with the goal of
developing and enhancing the teaching-learning relationship. Diehl and Simpson (1989)
describe the Teaching Improvement Program (TIPs) at The University-Georgia which has
been used to address the needs of junior faculty, and which could be adapted for adjunct
faculty use. In their model, a veteran faculty member (the mentor) and a new faculty
member (the mentee) were paired at the beginning of a teaching term. During the term
there would be three to four discussion meetings between the two, supplemented by
observation of the mentor's teaching, as well as an observation of the mentee's teaching.
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Staff support was found to be critical in scheduling meetmgs and ensuring they happened
as faculty got busier during the term.

Harnish and Wild (1994) give examples of how faculty at Niagara County Community
College were paired to pursue particular teaching goals such as updating faculty skills or
working with an experienced subject matter specialist to incorporate methods that worked
with students with diverse reading and writing abilities. These peer mentoring experiences
accomplished a variety of teaching goals which flowed from a personal vision of teaching.

By enhancing and expanding upon the breadth of activities of the Onentatlon process, the
Development process is an opportunity to add depth. A well planned and executed
Development process continues the success of the adjunct faculty.

The Evaluation Process

By utilizing a Performance Management System, the Evaluation process is not a
culminating activity, but one which has been threaded through the Selection, Orientation
and Development processes. By remembering that the primary goal of applying a
Performance Management System for adjunct faculty is to maximize their abilities and
ensure the quality of the courses taught, the primary goals of the Evaluation process are to
help adjunct faculty plan for continual improvement in their teaching and to 1dent1fy how
we can support them in that plan.

During the Evaluation process we need to revisit the expectations we have for adjunct
faculty. One expectation is that they have made progress on developing a philosophy of
their teaching. We further expect that they are able to demonstrate more mtermonahty in
the way that they teach. -

As discussed extenswely in the Development process, the use of a portfoho process

provides a natural bridge into the Evaluation process. The teaching portfolio, or the parts

of it begun, could be submitted and reviewed by a Program faculty committee. Or,
portfolio pieces, such as syllabi accompanied by narratives of why the course, its activities
and assignments were organized the way they were, could be presented and discussed at a

faculty meeting. Either orally, in writing, or both, we should expect to see progress on an E

understanding of the teaching-learning connection. Each year that the adjunct stays with
the Program and the institution, teaching goals could be reviewed and progress in the

development of those goals could be evaluated. The portfolio, then, would be continually

updated and enhanced.

We should also expect to see progress on how the development of the adjunct faculty’s

- teaching is affecting the adult learners. Documentation of student work and student

evaluations are some examples that could be presented to demonstrate how an adjunct
faculty’s class “works” for students. Since, as explained by Marits (1995), adjunct faculty
evaluation usually consists of student evaluations generally completed dunng the last class
session, these would be easily obtainable documents..
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Evidence could also be verified in individual and group discussions with the adjunct
faculty member. Suggested discussion questions include:

e Are they demonstrating and articulating a deepening knowledge of , and
respect for, adult learners?

e Are they able to help adult learners be more self-directed?

Finally, another important task of the Evaluation process is for the Program to evaluate
itself from adjuncts’ feedback on how well the institution and Program have offered
support during the Development process. - Such an evaluation verifies the partnership -
between the adjunct faculty member and the Program and its institution, and models the
teaching-learning philosophy. Basic questions to guide this task include:

e Do adjuncts feel they have been supported?
e Through what activities? -
e What have the outcomes been?

Key to maximizing the use of any developmental plan as part of the Evaluation process is
the need to provide a specified timeframe with sufficient support assistance. By taking the
time and focusing on these Evaluation activities, we continue to ensure the success of our
adjunct faculty.

Summary

We have attached a timeline (Appendix B) which outlines how some of the methods we
have suggested to implement this Performance Management System could be scheduled
over a year’s time. Orientation, Development and Evaluation activities are on-going
activities throughout an academic year, with individual adjunct faculty at dlﬁ'erent places
in the Performance Management process.

The timeline refers to evaluation activities such as observations, individual discussion of
student evaluations, as well as discussion and mentoring around teaching portfolio tasks.
Perhaps it would be decided that each Spring the teaching portfolio of adjunct faculty in
our Programs could be reviewed, with clear purposes of affirming the adjunct faculty’s
accomplishments and discussing future plans for continued enhancement of their teaching.

It is critical that the Performance Management System for adjunct faculty be implemented
with the understanding that the adjunct faculty and our institutions have a mutual goal of
ensuring the educational success of our adult learners. This is accomplished by taking the
time and energy to initiate and implement a Performance Management System, as
described in this paper. Performance management is not about hiring, firing and rehiring,
but about continual improvement—Setting the adjunct faculty up to succeed s0 that our
students, our Programs, and our institutions share in that success'
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Appendix A

UNDERGRADUATE ADJUNCT FACULTY COMPENSATION SURVEY

Name of
Institution;
Location

Concordia University
River Forest, IL

Judson College
Elgin, IL

Lewis University
Romeoville, IL

National-Louis Univ.
Evanston, IL

North Park College -
Chicago, IL

North Woods University
Lisle, IL

Olivet Nazarene Univ.
Kankakee, IL

Trinity University .
Deerfield, IL

Greater Chicago, Illinois Area

Average Course Length; Compensation Other

Number of Hours; per Course; Compensation

Number of Credits per Session;

per In-Class Hour

5 weekly sessions; $1400 per course; $0.31 per mile;
20 in-class hours; $ 280 per session; occasionally pay
5 quarter hours $ 70 per hour for meal

6 sessions; 4 hrs./wk; $1500-$1650 per course no mileage;
24 in-class hours; $ 250-$ 275 persession  no meals

3 semester hours $ $62.50-$68.75 per hour

5 sessions; 4 hrs./wk;  $1100 per course no mileage;
20 in-class hours; $ 220 per session no meals

3 semester hours $ 55 perhour
5 sessions; 4 hrs./wk; $ 850 per course no mileage;
20 in-class hours; $ 150 per session 'no meals

4 quarter hours $ 42.50 per hour

7 sessions; 4 hrs.lwk. $2000 per course no mileage;
28 in-class hours; $ 285.71 per session no meals

4 semester hours $ 71.43 per hour :

3 sessions; 7 hrs./wk.  $1200 per course no mileage; :
21 in-<class hours; $ 400 per session no meals

4 quarter hours $ 57.14 per hour ‘

7 sessions; 4 hrs./wk;  $910-$1225 per course  $0.31 per mile;
28 in-class hours; $130-$175 per session _ no meals

3 semester hours $32.50 - $43.75 per hour S

5 sessions; 4 hrs./wk; $ 825 per course $0.32 per mile;

20 in-class hours; $ 165 per session _nomeals

3 semester hours $ 41.25 per’hour
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Appendix B

TIMELINE: ‘Four-phase Process of Adjunct Faculty bevelopment

Month Action

March/April Advertise for adjuncts
Get referrals for adjuncts
Set up
Assessment Center
Process

May/June Meet with faculty
New and old
Adjunct & full time
(1/2 day/meal)

Aug./Sept. Faculty meeting - after
this, set up pairs

In this term .
[Aug-Dec)  Classroom observation
Individual support re.student
evaluation

November _Faculty meeting -
Portfolio subjects-discussion of

philosophy of teaching and syllabi

January * Individual meetings re: student
evaluation

February Faculty meeting
Portfolio development is going on

In this term
[Jan.-May] = Classroom observation ‘
Individual support re: student

_ evaluation
March/April. Another Assessment Center
“Process Scheduled
May Faculty meeting - meet new
_ people
April/May Yearly portfolio roview
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Stage in Process

Selection

Orientation & Development
- adult learners
- formats
- logistics
Etc.

Orientation & Development
Evaluation

Development

. Evaluation

Development
Evaluation

Selection
Orientation & Development

Bvﬂuatién
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DIALOGUE: A SKILL FOR PRAXIS

John W Willets, PhD
Carol -Ann Franklin, EdD

In the summer of 1995, our article, Praxis, A New Method for the Academy, ap-
peared in Adult | earning. Since that time, we have come to understand that among the
skill set necessary to the lifelong learhing model of praxis, that of dialogue is perhaps the
most difficult to engage and the most difficult to learn. In our experience, the skill of
dialogue is seldom achieved in interpersonal transactions, even though we use the word in
our speech and believe we engage in it often. As a divergent process and as a process that
underpins reflection practiced m cqmmunity, a neceSsar}" component of the praxis ieam-
ing model, dialogue requires that we openly and honestly interact with others as we re-

flect on and learn from our praxis.

The context for the authors’ experience with praxis as a learning method stems -forl

our work as practmoners of adult education. While we work in higher education settings, -
our work is not limited to this mxheu Many adults come to the learning experience wnth
expectations based on skills development and as such often begin their engagement with
lifelong learning at a point which is not sophisticated nor focused on Ua#)sfomaﬁon.
Learning to dialogue often has the effect of mc;ving the leanﬁng toa higher exp#ﬁen.c:e c.>f
learning and many articulate an experienqe of changé in their abiliﬁ to understand what
others are saying and the effect of this understandiné on iheir own learning. It often oc-
curs that through the eiperience of dialogue learners begin to own the_ir learning and see
it as a process which extends beyond their personal borders.
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The praxis learning model consists of four (4) primary components: 1) conscious-
ness; 2) praxis; 3) reflection; and 4) néw learning. Although one may enter the cycle at
any point, the more common entry poir;t begins with consciousness. Consciousness in
the context of the praxis model refers to the knowledge we possess, that which we know.
Perhaps it is closer to meaning than knowledge.

Putting our knowledge into aétion, using it in practice, is step two. This happens
as we move theory to practice. Out of praxis, thg task of the lifelong learner is to reflect
on action or the praxis itself. It is at this third point where reflection is akin to assessment
or evaluation. It is also at this point t_llat is as important to reflect in community as it is to
reflect personally and individually. To finish up the praxis learning cycle, it is out of the
assessment and evaluation that one 'recognizes the fourth component, the need for new
learning that informs our consciousness, knowledge base, understandirig, meaning. And
the cycle begins anew.

It is within the context of reflection in community that the importance of dialogue |
emerges as an underlying skill for learning. We are using dialogue in a yery specific Way
as we refer to it as a skill for praxis. Dialogue in this context refers to the exchange of |
understanding where listening is as important as speakin-gva_nd the purposé is to hear, ar-
ticulate, consider, and understand the full range of possibilitiés as they pertain to the as-
sessment of our praxis. The definition for this kind of dialogue is Qefy mﬁch like the
definitions proposed by Senge in Th_emm.' '

In his work, Dialogue: A Proposal;2 thm notes, “In diaiogue, a group of pedple :
can explore the individual and collective presuppositions, ideas, beliefs, and feeling that

subtly control their interactions. It provides an opportunity to participate in a process that
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displays communications successes and failures. It can reveal the often puzzling patterns
of incoherence that lead the group to avoid certain issues or, on the other hand, to insist,
against all reason, on standing and defending opinions about particular issues. Dialogue
is a way of observing, collectively, how hidden values and intentions can control our be-
havior, and how unnoticed cultural differences can clash without our realizing what is
occurring. It can therefore be seen as an arena in which collective learning takes blace
and 6ut of which a sense of increase harmony, fellowship and creativity can arise.”
Likewise, in his work, Death or Dialogue, Swi&ler notes, “Dialogue is conversation be-
tween two or more persons wnh diﬁ'gring views, the primary purpose of which is for each
participant to le;m from the other so that he or she can change and grow — in addition,
both partners will also want to sharé their understanding with their partners. We enter
into dialogue primarily so that we can learn, change and grow, not so fhat we can force
change on the other.”

In the context of lifelong learning, dialogue is the skill within the praxis model
which brings us closer to a community of learners and where the effect of léafning is
more powerful than that which occurs at the individual level. It is, theréfqrg,‘the lgvel,of;
interaction where the need for assessment and learning from praxis infofmé our need for
new learning. This is the bridge from our work on pr&is to our lmore_._ reéent _woifk on

dialogue. _
| In the Spring of 1996, the authors lconducted .a keynote workshop .on dialogue for
the New England Association for Adult Education. At that session, it was clear to us that
there is a need to build skills for practicing dialogue. Participan_ts came with questions

that would extend their own bridges between theory and practice rather than seeking an-
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swers to questions they might not be asking. The'underlying assumptions about dialogue
shared there include: a desire to learn; one participates with honesty, sincerity, and trust;
one enters without assumptions about .what the participants believe; participants strive for
empathy and seeing the world through the eyes of others. As one considers the assump-
tions about dialogue, it is important to notice that there is probably a whole set of as-
sumptions about the topic(s) about whlch the group dialogues. These assumptions and
any agendas for participation need to be out in the open from the beginning of the inter-
action. They should not be hidden, revealed, assumed, nor denied. The purpose of the
dialogue is to learn, to grow atld to move ahead.
In the wo.rkshop on dialogue, the facilitators will try to engage the participatlts in
three skill levels. The first level antl the first exercise is to engage the participants in a
dialogic exercise designed to concentrate on listening. It may also be an exercise which
allows the participant to begin to understand the hard work of dialogue that stems frqm-
listening. Neyertheless, in order to be able to understand the positions and. ideas of oth- .
ers, one mustbegin with listening. |
The second part of the same exercise is to allow the participants an arena where

they can begin to understand the importance of asking questlons Itis about frammg
questions that elevate the level of dialogic exchange so that the context of the dlSCOUISC -
becomes richer, more textured, and tactile as well as intellectual: One begms to feel the
relationships as well as conceptualize thertn. As Da.\./id Bohm notes, the whole structure
of defensiveness and opinions and division can collapse; suddenly the feeling can change

to one of fellowship, friendship, participation, and sharing.*
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The thira leyel of interaction allows participants to engage in dialogue which is
less structured by the facilitators and more applicable to the praxis of the participants.
This is a place where the interaction cah be more like the dialogic process we hope for in
our praxis outside the conference setting. Working in dyads or triads, the participants
plan for the implementation of the work in their own contexts. The exchange of ideas
and plans for application is where the participants discover the possibility of dialégue and
its level of effect within a workshop setting. It is hoped that this level will be extended
when the participants return to their places of work.

It is important to note that diglogue has limitations. Perhaps it has more limita-
tions in organizations which are by nature conservative and where change is often re-
sisted. Donald Factor, in an open léner to Richard Burg,5 notes, “No organiza_tion wants
to be subverted. No organizations exists to be dissolved. An organimﬁon is, by defini-

tion, a conservative institution. If you didn’t want to conserve something, why would

you organize? Even if an organization runs into serious trouble there remains a tremen-

dous resistanée to change. (And, by the way, our larger culture is also an o‘rgianization'.) I
suggest that the most one can hope for is a change in the more superficial glg'ments whicil
would naturally occur as an organization co-opts some bf dialogue’s ethic.or inqgiry.
And maybe that is all that is required to accomblish itsI aims.” Yet, thesé limitations may
be less important as one embraces dialogue within the context of the pra#is model for
lifelong learning. Here, the importance fér change i;s individual w1th a cc.)llective context.
With regard to the praxis work the authors have done so far, the focus on organ- -

izational change has not been our primary focus. We have con;idered the collective

learning important to be sure, because alllé yarticipants have the potential for learning. The

111



transformative outcome of learning at the individual level, however, may well be trans-
ferred to the collective level. This seems to be a reversal of the focus for collaborative
learning, small group activities which most adult educators employ as a matter of peda-
gogical process. It is a reversal in the sense that the ultimate goal of most adult educators
is to facilitate the learning of the individual learner and this is the focus of self-direction
and empowering models for personal l&lming. But the real value of the process nlight be
approached from the other direction, ie, from the perspective of the small group or the
learning community. The challenge of this learning focus brings a different set of goals
and perhaps requires a differem set of assessment tools and techniques. Our work on
praxis as a methed of learning 1s moving us from the individual to the collective and it is
therefore natural that the skill whicll ihtn'gues us fro_m this context is the skill o_f dialogue,

ie, how do we learn from each other and how do we learn in ways that empower all of us?

John W Willets, PhD Carol Ann Franklin, EdD

DePaul University University of Redlands

School for New Learning Alfred North Whitehead College for
1804 Centre Point Drive ~ Lifelong Learning '

Naperville, IL 60563

(312) 362-6476 (0O)

(630) 505-9032 (Fax)
Jwillets@wppost.depaul.edu
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Academic Excellence Through
Part-Time Faculty

Fredric Zook - Provost
Ottawa University Phoenix

Frederick Romero - Associate Dean for Undergraduate Studies
Ottawa University Phoenix

INTRODUCTION

Ottawa University is a private non-profit liberal arts coeducational institution founded in
1865 in Ottawa, Kansas, southwest of Kansas City, Kansas. Ottawa University was created as a
residet;ﬁal undergraduate campus, built with the aid and continuing support of the American
Baptist Churches and the Ottawa Indian tribe. Ottawa University has grown over the years inté a’
national and iriternational, multi-site complex.

An outgrowth of the University's mission and educational philosophy has been .the creation
of its adult centers, beginning with the Kansas City Center in 1974, the Phoenix Center in 1977,
the Milwaukee Center in 1992, and international centers in Hong Kong, Singapore, and Mﬁaysia.
The primary mission of these centers is to extend the University to adult students, to bring classes
and instxﬁction closer to the student at times convenient to adult learners. | |
Ot University Phoeni

Ottaw# University Phoenix, through its instructional sites in Phoenix, Tempé and

Scottsdale, uses a variety of approaches to achieve its mission to reach the adult learner. It

‘operates.an individualized degree program; daytime, evening, and weekend classes; provides

workshops and intensive study opportunities, and training programs and courses for business and

other organizations.
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The University offers a Bachelor of Arts (B.A.) degree in many disciplines including
Elementary Education, Secondary Education, Psychf)logy, Human Services, Business
Administration, Management, Human Resources, and Labor Management Relations. In iddiﬁon,
the University provides Master of Arts (M.A.) degrees in Human Resources, Education, and
Counseling. Specialized programs include teacher certification programs, as well as contihuing
professioﬁﬂ education courses for certified elementary and secondary teachers.-

Faculty

Ottawa University Phoenix utilizes two types of teaching fgculty. Faculty Advisors are
full-time faculty members on continuoﬁs apﬁbintment who teach and advise students in the degree
programs. Most faculty membefs are réspohsible for teaching the Proseminar; which is ﬁe initial

required course for all Baccalaureate degree seeking students.

Faculty advisors are heavily involved in student advising which include assisting students _

in educational planning and guiding students through the graduation review process. In addition

to their primary role as student advisors, full-time faculty are also involved in advising prospective

students,. program planning, adjunct faculty support, and implemeﬁting academic standards. These
activities are performed individually and through various University committees. Finally, faculty
advisors also teach courses within their academic disciplines. N |

Part-time facuity members are employed through mdmdual contracts..per course. The
University relies on its part-tinie faculty for the majority of its instruction. Part-time faculty meet
academic and brofessional éualiﬁcations, having a minimum of é Master’s degree, professional
competence in the area being taught, and experience in teaching adult learners.

Part-time faculty are contracied to serve different roles. As i_nstructbrs, these faculty
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members facilitate course delivery within their area of expertise. The faculty member agrees to

plan and assist in planning the course work, to guide and monitor the progress of learning, and to

evaluate the student’s achievement in the class. Part-time faculty are also asked to participate in

other University functions which include serving as an advisor to full-time faculty regarding
programs of study, as an evaluator to assess a portfolio of a student making a claim for cfedit
based on work and life experience, and as a consultant in the graduation review process. Ottawa
University Phoenix has a cadre of over 150 part-time faéulty.

scademic Deli

Ottawa University is accrednted by the Commission on Institutions of Higher Educatlon of
the North Central Association of Colleges and Schools. Ottawa University received its latest
accreditation review during December, 1993 and January, 1994. As a result of this review,
Ottawa University received its ten-year accreditation approval. Duting this review, the North
Central Association conducted site visits at our home campus and at our adult education
programs in Phoenix, Kansas City, and Milwaukee. Although Ottawa University paSséd its |
accreditation review, we received recommendations for improveménts which has resulted in
significant changes in both administration and academic delivery. o
A major component of the Ottawa University Phoenix revnsed academic deliyery'system is |

our increased emphasis in the training and evaluation of part-time faculty. In addition, the Phoenix
Center has made significant strides i in gettmg part-time faculty involved in faculty training
delivery, evaluatlon, cumculum design, and academic decision makmg
ENHANCING THE ROLE OF PART-TIME FACULTY

There has been a steady increase in the use of part-time faculty by colleges and universities
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nationally. This practice is likely to continue as institutions become more dependent on the use of
part-time faculty due to fiscal issues, larger student enroliments, specialized student needs,
increased community involvement, and the recognition that society is demanding institutions to
set higher priorities in providing quality teaching (at least at the same level with research
priorities). As a result of this trend, there is a growing recognition that part-time faculty must be
integrated into the academic activities available to full-time faculty accompanied with academic -
acceptance and respect (Gappa and Leslie, 1993).

Ottawa University Phoenix, as with most specialized adult oriented institutions, is highly
dependent on part-time faculty for its course dehvcry Recognizing that part-time faculty bring
both acadermc credentials and professnonal experience dealing with course content, as well as a
strong desire to teach and share their knowledge, the University has tapped into a valuable
resource that has been a major factor in its growth. It has also been recognized that if the |
University is to ensure that academic standards are appropriately evaluated and maintained, part-
time faculty must receive the support and development opportunities received by full-time faculty
This mclcdes opportunities for part-time faculty involvement in progrém assessment, curriculum
development, training, and, when appropriate, academic decision making. Part-tini'e .facul-t)-' must
also be thoroughly knowledgeable in the mission, the expected leammg outcomes for each major, |
and the overall acadermc goals and objectives of the Umvemlty Braskamp and Ory ( 1994 p. 26)
point out, “the cycle of assessment is never ending, with faculty always engaged in making sense
of their own work and tellmg others about it, continually changmg and i nmprovmg with the help of
self-reflection, and dialogue, discourse, and discussion.” This can only be adequately conducted

when an institution encourages the mvolvement of all faculty.
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It is essential that if academic standards are to be maintained, methods for the selection,
evaluation, and retention of part-time faculty be developed. This becomes paramount as part-time
faculty become more involved with academic development, evaluation, and decision making.

Since the NCA site visit, the Phoenix Center has been active in establishing standards in
the selection of part-time faculty, monitoring of course delivery, and providing on-going '
educationai opportunities for part-time faculty. The following provides a summary of our actions:

Academic Committee. The Academic Committee was formed to oversee the quality and-
variety of course offerings in the undergraduate program. Because the majority of courses are
facilitated by part-time faculty, it bme desirable to mamtmn a high level of academic standards
through careful review, planning, assessment, and implementation by full-time facuity. The
committee is made up of the Associate Dean for Undergraduate Studxes, who chairs the |
committee, six faculty members including the chair of the Adjunct Faculty Support Committee,

and the Registrar. The Academic Committee responsibilities are to:

. provide recommendations to the Provost for outside organizations weking |
academic credit from Ottawa University,

. review and approve new syllabi submitted and assxst in revising old syllabi, .

. review and approve proposals for new course oﬂ‘enngs submitted by part-time
facuity;

] review current and future Focus areas (Majors) ensunng consxstency with the

campus and other adult learning centers;
plan, research, and develop curriculum for new Focus areas; |
make recommendations for policies and procedures dealing with academxcs
review and recommend appropriate text books for courses upon request; and
assist in the hiring process for full-time faculty positions by reviewing all incoming
-resumes and making recommendation to the Provost.

Many decisions made by the Academic Cbmmjttee require full faculty approval. This

necessitates the presentation of committee recommendations in Faculty Meetings for full faculty
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vote prior to implementation. This process sets the Academic Committee as the research and
planning arm of the faculty. Additionally, the committee allows more part-time faculty
representation dealing with advisory input to the Associate Dean for Undergraduate Studies in
developing and implementing academic policies and procedures.

A key responsibility of the Academic Committee is to maintain University wide |
consistency in course content at the Phoenix Center. Consistent course prefixes, numbering,
course descriptions, and course goals are maintained. Any new course, or proposed special topic
course, must be reviewed by the Academic Committee for approval. All new syllabi are also
reviewed and approved by this committee based on a University wide syllabi standard

The outcomes of the Acadetmc Committee are gratifying. Since its creation, the Phoenix

. Center has revised four majors and created two new majors with part-time faculty consultation.

There has been a marked increase in syllabi quality and stronger control over proposed new

course work. The committee, in coordination with the Adjunct Faculty Support Committee, has "

created a new part-time faculty handbook which received final editing from a part-time faculty

member and initiated the development of a peer review process and a student portfolio process -

for directed studies.

Directed studies are courses setup to meet the needs of students who are unable to attend |

a scheduled course or who need a course that has not been scheduled Dlrected studies can have
from one to five students who work with a selected instructor. The directed study must provide
the same learning asa regular scheduled course but may not haue the same clock hour
requirements in meeting times. In order to ensure that directed studies are providing a good
learning experience for students, the instructor is required to submit a student achievement

110

119



portfolio at the end of the course. The portfolio has either originals or copies of completed exams
with grades, completed writing assignments with instructor comments and grades, a copy of the
syllabus, reading assignments, information on projects, and any other pertinent information. The
portfolio is given to the faculty advisor who approve_d the directed study. After reviewing the
portfolio, the information is returned to the student. This assessment allows the faculty advisor the
ability to assess whether the student did or did not receive proper instruction. " -

Adjunct Faculty Support Committee. Totaling a membership of seven full-time faculty

members, the Adjunct Faculty Support Committee is responsible for recommendations, and

subsequent administratidn, of apﬁroved part-time faculty procedures dealing with hiring,
retention, course delivery, peer lreview,v and academic performance evaluation. The committee
ensures the centralizing of part-time faculty decisions and operations for the efficient ute of
resources; the maintenance of high academic standards to meet the expectations of students and
the University; and provides part-time faculty support and educational and development
opportunities.

As a result of various issues discussed in the Adjunct Faculty Support Committee and the
Academic Committee, several ad hoc committees have been formed to deal with 1dennﬁed tleeds
in programing. Some of these issues include peer review, student reaction evaluatlons and
revisions within majors. Part-tlme faculty were recnnted to participate in these comxmtteé
activities and were crucial in accomplishing committee tasks:

Part-Ttme Faculty iliring. All prospective part-time fat:ulty must gp through a rigorous
selection process. Resumes are sent to the Adjunct Faculty Support Committee where a review is

conducted by' all members. If the resume is selected, the applicant is invit_ed to a pre-selection

12



session held on a quarterly basis. During these sessions, faculty meet with candidates for an
evening that includes: general information about the university and its faculty expectations;
candidates' ten minute teaching presentations; a twenty-minute group exercise; and individual
interviews. Each portion provides the evaluating team with opportunity to assess the candidates;
overall expertise including content knowledge and facilitation techniques. The eva]uating‘ faculty
receives background information on each candidate and meets as peers at the conclusion to make
final recommendations to the entire faculty and administration. Active part-time faculty also
participate as evaluators for the evening, promoting inclusion into the university culture and
collegiality. | |

If the candidate passes the u1terv1ew, all pertinent information is provided to thé entire
full-time faculty for a selection vote conducted at regularly scheduled faculty meeﬁngs. During
these meetings any faculty can ask committee members questions concerning the applicant.

Teaching Assignments. Part-time faculty are Selected to teach courses based on gxpaﬁse"
and experience as determined by the Adjunct Faculty Support Committee. The committee also |
reviews all student end-of-course surveys for indications of quality instruction. Feedback is given
to each faculty member based on these evaluaﬁpns. If a faculty member receives pbbr ev#iuations,
the faculty member is provided with consultatiqn and assistance m Aimproving co‘ursg delivexy,. If | ‘
this pattern of poor &ﬂmﬁom continues, the course schédl_xler is notified by'-th'e committee and
the faculty member is no longér used.

It is policy of the Phoenix Center, as established by the Academic Committee, that part-
time faculty are limited to two classroom courses per term in teaching load.

Professional Development.A The Adjunct Faculty Support Committee has established
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ongoing educational opportunities for part-time faculty in order to improve the educational
process in the classroom and to provide support. An orientation program for all new part-time
faculty is conducted on a quarterly basis. Issues such as syllabi development, student assessment
standards, and the philosophy of adult education are reviewed.

Also offered on a quarterly basis is our part-iime faculty development program. This
program has provided professional education on such topics as Adult Facilitation Techniques,
Providing Appropriate Feedback, Writing Across the Curn'culum, Techniques for the First Class,
Working with the Learning Disabled, and Sexual Harassment. These topics have been presented
by both full-time faculty and experienced part-time faculty.

Part-Time Faculty Hﬁndbook. Recognizing that part-time faculty require mﬂgible
documentatién as a reference to various academic procedures, a totally revam‘ped Paxjf-Time
Faculty Handbook was developed in January, 1996. Major topic headings are: Ottawa University
Overview, Employment Information and Procedures, Syllabus Guide, Facilitating Adult Lga:niﬁg, :
Resources in Adult Learning, Services, Registrar Information, Building Information and Lo'ckup' |
Procedmes, Accidents/Injuries, Principles of Conduct, Directory, and Appendices. Each part-time
faculty member receives a copy of this handbook when selected to teach a course. Recofds are
kept on who receives the handbook and periodic updates are proﬁided. ' | o

Peer Review. The Phoenix Center has made major strides in enhancing our assessment
activities. In addition to being involved in University wide strategies in assessing student academic
achievement, fhe Phoenix Centcr has taken special steps in asseésing the quality of course
delivery. |

A peer review process has been tested for possible full scale implementation. After careful
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review of various options in peer review, a formative evaluation approach was chosen for
implementation. Where summative evaluations are concerned with issues dealing with hiring,
merit performance reviews, and tenure; formative evaluations are used to enhance teaching
performance (Centra, 1993).
The Adjunct Faculty Support Committee recommended a peer review process b,aséd on:
. Formative evaluation procedures designed to improve teaching through observational
feedback, pfactice, coaching, collaboration, and support.
. Formative evaluations should be separated from the personnel process, but
instructors may choose to inclﬁde f&mative documentation in their files for
reappointment and promotion. |
Formative evaluations should include nonjudgmental descriptions of itistructio_ﬁ from
colleagues, administrators, consultants or students who havg been trained to.provide
qualified observations and recommendations.
J All full-time and part-time faculty should participate together in formative peér.reviéws,

training sessions and teaching enhancement teams.

. Faculty must initiate, design, motivate and implement evaluation programs" ghd adﬁpt
options to individual needs. - | |

. Self-reﬂection; creativity, experimentation and .risk-tz_lking must be enéoﬁr’aged and
protected. |

J Eﬁ‘ecti\;e instructioﬁ includes a range of methods and styies which are pe_eded to meet
varied student learning preferences. | |

A pildt study of an interactive, collaborative peer review was imf;lemented during the fall
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term, 1995-1996. The pilot study included a total of seven part-time faculty and three full-time
faculty. The faculty members were grouped into two teams; the two groups met and defined the
teams’ process and goals in peer review. Reviews were then conducted within the team, and
debriefing sessions followed the initial reviews. F orms for pre-review,’ review,_ and post-review
debriefing were devised. A process observer served as a moderator and summarized the results.
The pilot project has resulted in a modified plan to facilitate peer review among part-time faculty.
Beginning in the Fall Term of 1996, subject to final approval from the Center

administration (preliminary approval has been granted), Peer Review of all faculty will begin. All
teaching faculty will partrclpate in the Peer Revrew Program at least once every other year. "The
part-time faculty will be dmded into two groups, one to participate from Fall 1996 to the end of
Summer 1997. The second group will participate in Peer Review from Fall 1997 through
Summer 1998. At thatl time, the first group will come up for Peer Revrew participation once
again.

Each full-time faculty will be assigned a small group of approximately ten part;time faculty
each year. The full-time faculty member's responsibility is to organize peer review, according to
the pilot process, for the team assigned to her/him. This team has one year to compiete their
process of peer review. The assigned teams are constructed around teaching content areas to
enhance commumcatlon and curriculum integration as well as accomphsh meanmgful peer review.
SUMMARY

We have made an attempt to briefly describe the action te.ken by one ndnlt oriented .
university to enhance academic programs through the involvement of both full- and part-time

faculty. Through the collaborative efforts of two major standing comrnittees consisting of full-
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time faculty and with the encouragement of part-time faculty involvement, Ottawa University
Phoenix has improved its academic assessment and monitoring process.

Gappa and Leslie (1993, p. 285), in reflecting on the role of part-time faculty, reminds us
that “it is time for cooperation and for making common cause. That common cause is academic
excellence, which can only be ensured when the best faculty members, both full- and part-time,
are workiné closely together.” It is this fact that has fueled our efforts in integrating the part-time

faculty member into our academic community.
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LEARNING TO LEARN WORKSHOPS FOR ADULT STUDENTS:
PATHWAYS TO DISCOVERY

by

Lllhan Barden, PhD, Director
Intensive Business Administration Degree Program

and

Deborah Cash, EdD, Director
Intensive Human Services Degree Program

College of Notre Dame
Belmont, California

The conference theme“Visions and Revisions” describes our experiences designing
learning development tools and assessment programs for our students. We found our
“vision” in Alliance workshops and “revised” it to meet our particular needs, reﬂectmg the
complexities, differences and changes in adult learning.

Three years ago at the Alliance conference, we were energized by presentations .
describing courses and programs to assist adult students manage their education and which
also demonstrated the importance of self-assessment to enhance and measure educational = -
value. The particulars gave substance to ideas we had been discussing; our rnﬁtual '
objectives being to assist our students in understanding their learning strengths and needs
and to help them take charge of their own educational processes.

We knew we couldn’t add another full course to our packed majors, being in the .
unique situation of accelerated degree programs operaﬁng within a traditibnal calendar and
expected to meet traditional requirements. Another issue was the requirement that our
students take one unit of Career Development, typically two Saturday workshops in resume
writing, interviewing, etc., which, for adult working students were sometimes not
challenging. Dr. Cash suggested using these Saturday class workshops both to implement
assessment and learning management and to fulfill the Career Development requirement. .

Recognizing that the emphasis needed by Business students differed from that
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needed by Human Service students, and that our own disciplinary and educational bents
would shape content, we took different paths to accomplish our mutual purpose. Part of the
challenge we faced in having only abbreviated time frames within which to accomplish
what was clearly a more demanding goal, was met by using the classes as springboards for
in-depth student self-assessment, as well as program outcome assessment. Again we took
different paths, reflective of our own programs, to meet long term goals.

September marks the third year of the workshops which we first brainstormed at
the ALLIANCE/ACE conference, and an excellent time for reflecting on how we reshaped
the vision we found, how the classes sparked other assessments of student learning, and
what we learned about helping students learn. Following are our individual reports on the
workshops developed. -

INTENSIVE BUSINESS WORKSHOPS

Background College of Notre Dame in Belmont has a student population of
approximately 1700 graduate and undergraduate students; of the approximately 950
undergraduates, about 300 are evening students, most are in the on-campus Intensive
program. The Intensive Business population has remained fairly stable in recent years at
about 175 to 200 students. The Intensive program is a degree completion program for
working adults, offering courses in the major in a seven-week accelerated format balanced
by General Education course offered in the traditional fifteen week format. The format .
allows a student to complete nine units in a fifteen week semester, 27-30 in a year as the
program runs through the summer. )

The College is centrally located between San Francisco and San Jose, between the

-two major freeways which connect these cities and in the heart of the Silicon Valley.

Students pursuing the Intensive Business Administration degree vary widely in age,
experience and educational background, many having recently completed community
colleges locally, others who have not been to school in a very long time. In talking to adult
students infdrma]ly at information evenings and in depth at initial advising sessions, two
themes tend to remain constant — attaining the degree is of greatest significance as a vehicle
to enhance self-esteem “finish what they started” and that they are not as sure of their
ultimate success as they would like to be. Many have niot had good experiences with
education in the past and have real fears about tests, homework, and their abilities, fears
they are often reluctant to discuss. | '

119

129



Having worked for many years with adult learners, this was not surprising to me,
but the remedy was more difficult in our program which, except for the abbreviated time
frame, is very traditional in its approach -- on-campus, pre-registration for individual
courses, a traditional curriculum and prerequisites, integrated into the Business Division,
and under the same administrative umbrella as the traditional programs. There was no
single identifiable introductory course though I would try to steer most new students into
the basic Management Theory class. Most students adapted fairly quickly but it was evident
that many could benefit by more than we were offering. It troubled me to see a student,who
at work was an experienced and highly competent manager, be stymied by a learning
problem or a faculty conflict. Sometimes all it would take would be for me to ask: “If this
happened at work, what would you do?”

Workshop Development. Intensive faculty meetings were used to identify areas that
might be addressed with students in the workshops. The lists were lengthy, including
developing skills in critical thinking, quantitative methods, group projects and
presentations; tasks impossible in what was limited to two full-day meetings, so the
decision was made to use the WOrkShops primarily to help student identify concerns, isolate
individual needs and present resources that might be helpful for them to pursue. Another
objective was to help students make connections between their roles as workers and their
roles as students. Contemporary corporations are increasingly espousing worker
empowerment and collaborative decision-making, and talking about themselves as
“learning organizations” a la the Peter Senge model.!

In an article discussing organizational learning, Edgar H. Schein suggests that it is
useful to look at three types of learning that impact the organization change process: “(1)
knowledge acquisition and insight, (2) habit and skill learning, and (3) emotional _
conditioning and leamed anxiety”.2 It seemed that, while the first two could be addressed
in course work, it was important to use workshop time to discuss and alleviate the impact -
of the third. A significant component of both personal empowerment and organizational -
learning is developing self-assessment tools and assuming xesponsibiiity for inariaging the
process of one’s own learning and development. '

. The Intensive Business Administration program had always placed a high value on
collaborative learning including small group projects, discussion groups, and experiential
learning processes which downplay the role of teacher as authority. Collaborative decision
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making in organizations requires similar skills and processes; another objective of our
“learning to learn” workshops was to provide students with more concrete models for
project management and group decision processes to improve their use of group time both
in and out of the classroom. 4 |

These factors led to the following titles and course descriptions:

MG190A - Educational Management and Assessment (.5) Fall

Course is designed to provide entering adult students information and skills to more
effectively manage their educational process. Covers adult learning theory, organizing
learning activities, study habits and resources, dealing with numbers and math anxiety,
developing support networks and applying self-assessment skills.

MG190B - Managing Group Processes and Project Development (.5) Spring
Course is designed to assist adult students to develop skills and resources in project
planning, research, management and presentation. Will include techniques of group
facilitation and guided discussions, negotiation of group responsibilities and resources for
presentation design. 3

MG190A is offered in the Fall semester a few weeks after the start of classes to
allow students some acclimation to the College before the class. Instructions is shared by
the three full-time faculty/advisors in the Intensive Business program and enrollment is
limited to about twenty students. The course has a followup assignment which asks the

student to assess their learning goals, skill levels, strengths and weaknesses, and design a
plan to establish and meet individual learning needs. ' '

MG190B is offered early in the Spring semester and is usually attended by the same
group of students. Instruction includes training in meeting management by a professional
facilitator and assistance/mentoring of groups by program alumni. The peer learning
component of both courses has been particularly well received and seems to have a
significant impact on defusing anxiety and enhancing a sense of mutual support in the:
groups. ' o

* The courses are not mandatory for new students, but highly_recommendéd
depending on the initial assessment by the Program Director of the individual student’s
needs. The Director of Career Development at the college had no difficulty with approving
the courses as satisfying our institutional career preparation requirement which made
Curriculum Committee approval fairly straight forward. |

The Longitudinal Study Component One of the persistent issues in adult, non-
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traditional degree programs is one of assessment to meet college and accreditation
demands. Much of the literature about adult learners discusses the needs that adults have to
not only accumulate knowledge but to evaluate and integrate it into their lives. Kegan's
descriptions of being a self-directed learner of what he called “Fourth Order
Consciousness” seemed very close to our larger program and institutional goals:

...(take initiative; set our own goals and standards; use experts, institutions, and
other resources to pursue these goals take respon51b111ty for our dlrecuon and

productivity in learning)4
In developing the details of the initial workshop, it seemed appropriate to ask students to
take the information and discussions of the day and translate them into personal learning
goals. It also was an opportunity to use those learning goals as the basis for a longitudinal
assessment to assess the impact of the program on a sample group of students. Two groups
of five students, self-selected from each new cohort of students, are currently submitting
samples of their work and completing a self-assessment survey of their progress in a
number of areas each semester. This will culminate in a graduation interview and final
report. The material for each student can then be submitted to non-program faculty for
review and evaluation of program iinpact. |

Workshop Materials Sample syllabi, relevant workshop materials, studént
evaluations surveys, and information on the longitudinal assessment project will be shared
during the ALLIANCE presentation.

EV RKSHOP

“The illiterate of the year 2000 will not be the individual who cannot read or write,
but the one who cannot learn, unlearn, and relearn.” Alvin Toffler 5

kground. The goal of the Intensive Human Services Degree curncu_lum isto
integmte educators and adult students to identify and learn the skills and competencies
necessary to be effective in the Service Industry in the 21st century. The Inténsive Human
Services Bachelor’s Degree Program shares many of the same programmatic and academic
opportunities and obstacles as the Intensive Business Program. Both majors were designed
to mect the needs of non-traditional working adult students in the completion of their
undergraduate degrees in an abbreviated seven-week evening format.

The Human Services student profile differs slightly from that of their Intensive
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Business Degree cohorts. Most of the 100 or more Human Services students are female
and they represent a variety of cultural and ethnic backgrounds. Over half of the students
work in the non-profit sector in positions that are traditionally called the “helping
professions.” Students are employed in the health or medical field as well as in city or
county government positions. Many students are working in public or private counseling or
assistance programs providing support to individuals in need. Another large group of
Human Services students are employed in private industry in managerial, human resources,
clerical support or technical positions in the large companies in the surrounding Bay Area
or in the near-by industrialized Silicon Valley.

A combination of educational methods must be utilized to address the goal of
educating these working students who are first-line service providers. The Human Services
major was implemented in 1989 after the curriculum was revised and approved by both
local Human Services employers in a market survey and the College Curriculum
Committee. The degree plan consisted of a 30 unit, 10 course major; core courses
concentrated on strengthening student skills in critical and analytic thinking through the
completion of such courses as Professional Writing, Ethics, Social Research, and Financial
Management. The emphasis courses could be selected by the student depending on their
career interest in either the Counseling or Administration areas. The students met the same
traditional liberal arts general education requirements as the undergraduate day or transfer |
‘student. *

Workshop Development. In 1993, a focus group of Human Services Alumni met
with the Program Director to give their feedback to the latest Graduate Human Services
Student Survey. They concluded that the 30 unit degfee plan more than adequately met their
cognitive and career-related needs, but it did not meet some of their affective needs. The
students expressed a desire to have had a forum at the beginning and at the completion of
their degree program to discuss two critical areas. The first was how to be a peak learner.
After so many years of working and perhaps being away from the academic en\)ironment, '
many students knew that they were different learners than when they had begun their
undergraduate studies. They felt it was important to understand their own academic
strengths and liabilities. Many students knew that they would go on to graduate programs
s0 it became even more important to them to understand.their attitudes and preferences
toward the leaming environment.

The second area that seemed important to students involved the realm of self-esteem
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and self-knowledge. The Alumni group wanted to have had the opportunity to discuss how
they would be changing through the degree process and the ability to measure that change.
They reported that they went through significant intellectual, personal and emotional
transformations as a result of their time at CND in the Human Services Degree Program.

The timing was perfect and a program change seemed imminent. At the time of this
brainstorming, the College continued to require these adult students (however reluctantly)
to complete a unit of traditional career development training, Also, the original assessment
instrument developed in 1990 did not adequately capture this idea of student
transformation. It was developed as a 7-point Likert Scale self-assessment survey that
measured perceived knowledge of core and emphasis or concentration courses. It was
given to Human Services students when they entered the degree program and in their final
senior seminar course experience. The survey results confirmed that students perceived that
they learned to a greater or lesser degree in varying core and emphasis courses but it did not
describe or highlight the larger picture of learning and emotional development.

The idea of using two Saturday class workshops to fulfill the goal of documenting
learning outcome assessment, idenﬁfying the students’ personal self-assessment, and
meeﬁng the Career Development requirement seemed a natural remedy to all of the problem
scenarios discussed above. The two half-unit course workshops were approved and added
to the Human Services Degree Program making the major 31 units in total. The one-unit
Transformative Learning and Professional Development requirement is described as the
combination of two half-unit workshops with a prerequisite half-unit to be taken in the
beginning of the degree plan. This workshop is called HS101A - Transformative
Learning and the course objectives include identifying learning styles, ‘preferences, and
academic comfort areas. Students review information relating to how to become what
Ronald Gross describes as a peak learner or someone who has learned how to learn in the
fullest sense of the word.6 ' C

- This workshop experience is similar to the MGIQOA course offenng in the
Intensive Business Degree Program. Students are pr&sented with written ‘materials and role
models that spell out techniques for achieving academic success. Each student is given a
self-esteem inventory to provide a benchmark for later assessment. This is also an
opportunity to begin to identify special student needs in the area of learning differences.
This course begins to prepane the new learner to meet and experience personal change and
transitions in their lives. Learning can be transformative and students welcome the chance
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to read William Bridges’ work about managing personal change and effectively moving
through life events and personal transitions.? The curriculum instruction dilemma in this
workshop is not in finding enough material about adult student learning and success, but in
limiting the curriculum to a strictly need-to-know basis.

Fortunately the Human Services course curriculum objectives endorse the concepts
of adult learning theories and student self-assessment. The introductory Human Services
course continues to promote adult student values and attitudes clarification. Core courses
such as the Communication Skills course recjuires preference and interest testing. Students
are asked in the Transformative Learning workshop to begin to keep samples of their work
from each class so that it can be compiled and reviewed in the Senior Seminar course. -

The final half-unit workshop is taken during the semester that the student takes the
Senior Seminar or capstone experience. This course entitled HS101B Professional
Development is the workshop that combines the academic and career goal identification.
The students complete a second self-esteem inventory and document their perceived
personal and academic growth in time lines and goals charts. They discuss continuing
career obstacles and opportunities with the instructor who is also the Executive Director for
a non-profit agency called the Community Career and Education Center. Resumes are
reviewed and networking ideas are discussed. Students are encourage to collaboratively
problem-solve and vision for each other. A

The I ongitudinal Study Component. The concept of portfolio compilation is not
new in non-traditional degree program learning assessment. This exercise is done to

~ document the more objective component of learning outcomes. Students’ writing samples

change markedly and audio and video taped samples of performance highlight changes in
the students’ comfort level in presenting their own ideas in an organized and professional
fashion. The use of a pre and post self-esteem inventory has just been implemented to
further measure any change in the affective zone of the adult students’ perception of
growth. Data gathered in this effort will prov1de some interesting mformatlon for the:
Program Directors and Intensive faculty.

Finally, results from a recently administered'Employer Survey may lend some
important outside documentation of student academic progress and personal development.
The goal of the Transformative Learning and Professional Development workshops is to
prepare the adult learner to successfully manage their own education and to continue to
become an effective lifelong learner. To better measure performance in these competencies,
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a select group of employers of Human Services graduates have been given a survey that
asks them to note any outward changes in their employees’ behavior and achievements.
The results from this study and workshop materials will be reviewed during the Alliance
workshop in the hope that we may provide our colleagues with some interesting and
helpful ideas given us by the learners who are often our teachers.

Endnotes:

1. P.M. Senge, The Fifth Discipline (New York: Doubleday, 1990).

2. E.H. Schein, “How Can Organizations Learn Faster? The Challenge of Entering the Green
Room,” Sloan Management Review (Winter 1993) pp.85-92.

3. College of Notre Dame, Und ergraduate & Graduate Catalog , (Belmont, CA 1996).

4. R. Kegan, In Over Our Heads: The Mental Demands of Modemn Life, (Harvard University
Press:1994) '

5.R. Gross, Peak Learning: How to Your Qwn Lifelong Education Program for.
Personal Enj n fessi cess (New York: Putnam Books, 1991).

6. Ibid

7. W. Bridges, Transitions; Making Sense of Life’s Ch@ges (Menlo Park CA: Addison-
Wesley Pubhshmg Co.,1980) :

126

136



Eliminating Racism and Teaching Tolerance
in - Our Adult Education Classes

Angela Clark-Louque and Carol Ann Franklin

As we assess applicants who will be part of the large cadre of adjunct faculty for
Whitehead College at the University of Rédlands, we involve them in a leaderless gfoup
discussion of topics through vignettes that go beyond the content of the courses. The
following might become the grist for this faculty aséessment discussion.

If student made an anti-gay comment in class, how would you react? What
action, if any, wmﬂd you take?- Ma.ny adjunct faculty candidates (in this leaderless
discussion) become silent in the group Often a female adjunct faculty caxlldidate. comes

forward and suggests that she would openly indicate that these types of comments are

not welcome in her class. Racist, sexist, and sizist comments do not belong in the

discourse or in informal class interaction. Frequently, faculty candidates indicate that they

do not feel comfortable addressing such topics in-their courses, since the course content

has little if anything to do with these topics. They should handleit if they were teaching -

a course on sociology or race and ethnic studies, but not in courses like finance or
information sciences. |

As we attémpt to address the educationﬂ ro'le.of adult learmng expeﬁences we
lead, we must wrestle wn.h the our value and belief systems. The authors believe that we
have a mo@ responsibility_ to move curriculum transformation into every aspect of the
teaching and learning experience. We must embrace issues of diversity. To step back is to

compartmentalize these expressions of racism and sexism as problematic and deal with
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them in an “additive” manner. If we do not address or ignore them we have subtracted
from the curriculum. James Banics (1994) suggests that all curriculum can be transformed
and ultimately we can move curricular infegration into social action. Is not our objective
to have active and involved leamers who are socially responsible and contributing to a
more tolerant world'?

The authors would challenge the conference participants to engage the queétions
of rad;m and other evidences of intolerance that exit in student and colleague interactions.
It is this part of the unintentional curriculum thaf often determines the climate of our
learning environments. The authors will pose as part of the presentation, a way to begin
or continue the diaiogue on theée issﬁes through a series of short case studies "(or
vignettes) relating to classroom aﬁd cblleague interactions. One of the most important
elements for successful learning for any aged student is engaging a faculty who w1ll cr;ate
a classroom climate, free of discounting and degrading commeqts.'

The following cases are a sample of the ones that we will use in the conferexice
presentation. We will conclude our presentation by sharing strategies that may transform
the way we interact within our classes, raise issues concemning the place of teaching -
tolerance in our curriculum, and share resources for future use.. |

Case #1 The Way We Look - o

She decidéd to go to the meeting where they‘ were serving Darﬁsh’, 'mdﬂins; and
coffee. It was so early in the morning. She had forgotten the meeting’s agenda. The
faculty mét twice a moﬁth and most of the same people shéwed-up. Oh well, I'll just go

in, get an agenda and a muffin until the meeting starts, she thought.

! The recent discussion of the meaning of tolerance at the recent (1996) Republican Party
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People started to trickle in saying "Good mbming," smiling, reaching for coffee
and agendas. A colleague sat by Gena. Good morning, she smiled as she sat with her

papers and coffee. “How ya doing?”
"Oh, I'm doing fine," Gena said.
The meeting proceeded as scheduled. The last report was read, the last item acted
upon, and at last the meeting was adjourned. | |
She turned to Gena and said, "You know, I like your hair better the other way.”
“Oh?” replied Gena, as she gathered her papers to leave the room.

“Oh yeah, you just don't look respectable enough when you wear your hair like

Startled, Gena replied, “Excuse me, what do you mean?”
Well, you just don't look respectable enough to be here, to be a faculty member,

when you wear your hair like that...in braids.

"What do you mean by ‘'respectable'?” asked Gena. "But I always have my hair

neat, and clean," Gena managed to bumble out of her mouth.

“Well that's not what I meant...I like it this way, but you just look like you belong

when it's worn the other way.”
“Oh,” said Gena, “you mean the Anglo way..when it's pressed.”

Where could this conversation go, is there really any response?

Convention in San Diego raises a question of perspectives (authors).
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Case #2 Common Language

As I completed the opening activity for my graduate course in leadership, I was
impressed by the simultaneous signing sl::ills of three class members. As we found out
from their self-introduciions, they were all staff members of California School for the
Deaf in a nearby community. Out of habit they signed as spoke in class. None of three
were deaf, but had work in deaf education for several years. As the class began, I wished I
was as skilled. My limited signing experiencing was very elementary. No other class
members indicated that they could sign. We normally sat in a large block facing each other
around tables. As we begin to engage in activities and discussion, I was periodically
distracted by the tﬁree signing te' each .other across the room. As the evening wore on,
their conversations increased. I tried not to notice but it was very distracting, I felt as if
there was a “silent” editorial comment about everything that the class dis’cussed._'The next
morning when I arrived in my ‘office, I had thre¢ voice mail messages. One from the class
representative from last night and two from other students who had been in my diverSitsl
class from this summer. They were basically the same. Several students in the _class' felt |
very concemned about the three other students signing comments to each other during the:
class. Some indicated how exclusive the actlwty seemed to those in the class The class
rep was unsure what should be done, but she too had gotten comments about the
behavior. |

I knew this was not a something I could just ignore, I would need to’ do something

but what"
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Case #3 The Painful Truth

This was my first big meeting. 1 ﬁﬁally would get to be involved in the tri-annual
assessment of incoming pre-service teachers. I went to meet my first interviewee.

My first interviewee was 22 year old and wanted to be an elementary teacher. She had
taught Sunday School at church, volunteered in summer camps and assisted in a neér-by
eleme.ntary classroom.

It was so refreshing to hear enthusiasm, motivation, and a strong desire to teach
children. I'm going to love working with this student, watching her grow and develop into
a strong teacher. Aﬁer her interﬁew, I asked myself the ultimate question, “Would I
want her to teach my children.” Tﬁe answer (to myself) was yes.

My second interviewee was older, had teen-age children, and had lived in the area

all of her life. She had been around children while her children were growing up and had

put her teaching career on hold until her own children were older.

I asked her about any prior teaching experience, why she wanted to teach, and

went down the list of questions. I then asked the question about teaching in an ethnically

diverse classroom setting and how she would....

She replied honestly that she did not want to teach any Black or Méxican children - | |

because they might shoot her. She had often imagined herself being in front of an

elementary class full of Black and Mexican children, and as she would write on the

chalkboard, one would shoot her in the back. With this reoccurring thought, she wanted

nothing to do with them. She only wanted to teach White children.
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I swallowed slowly and asked her “why do you feel this way? Why do you feel
that only Blacks or Mexicans would or could shoot you?”

She replied that she had not persoha.lly been around them, but that the information
she received about them was from the news on television and the newspapers.

She wanted to be a teacher in Southern California! '

I was more than hurt. The elegant words would not flow. The anaiytical
assessment techniques and training were failing me. I was not prepared for this kind of
honesty. I have two bright, pre-school aged children and she would not want to teach
them because they were Black.

I askedl the inevitable quéstion, ;'Would I want her to teach my children?"

Was there a possibility lthat' our teacher education program could ch;ange her

attitudes and perceptions or should she be assessed out?

Case #4 Student Expectations |

I had shared an earlier conversation with a new student in my course, Lucia, about
our common heritage. Her family had lived in Calexico, too. Now, she was county agent
but had decided to come back to school to complete a business degree. My 'motlllér and
father had come across the border just before the first of us had been Illaorx'l fo :wofk in
agriculture. Her ﬁarents, too had immigrated when they were young adults. -Wé hnghed as
we shared common farnily memories. |

The class waé convening and my qpening activity usually tried to help students
bridge what they were bringing to the class with what we would try tb -'ac'complish in the.

course. I ask each student to tell their learning story. How they 'got'to the be the learner
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they were today and-how this would influence what they would bring to class? As we
made our introductions, it was not uncommon for questions to be asked for clarification
and comments made on interesting stoﬁes. As 1 finished my story, one student
commented “on how good my English was.”

I was startled. This ﬁad not happened to me since I had bgen at the University
teaching. Lucia looked to me for wisdom and with empathy. All I had was contetﬁpt for
the stereotypic ignorance of the commentator.

I knew I had to quickly regain my cbmposure. Where could I take this

conversation?

Case #5 Looking for the Teacher of Love
The class was having a wonderful time getting together their instructional

strategies’ presentations.

A woman raised her hand and said she had a question that did not really have

anything to do with the subject matter, but she really wanted to ask.
"Didn't you say you were from the South, professor Hayes?”

"Why, yes originally I am."

“Well I was just wondering if your mother ever kept any kids while you were

growing up?"

"Not that I can recall,” replied the instructor.

"I'm asking because I used to have this lady keep me and my little brother and she

was African-American and she was from the South. I was just wondering if your mother

could be the woman that kept me...I'm looking for my Mammy."
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The class snickered as they waited oe their professor's response.

After class, Naomi went to the professor's office to talk about her lifelong search.
She started crying. She said she has been iooking for her Mammy for years and she was
now 47 years old. Surely, I must know some African-American women who kept two
little White children in the 1950's. She began sebbing uncontroliably. She just wants to

find the woman who had taught her how to love. Could I help this student?
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GENDER-BASED LEARNING CHARACTERISTICS OF
ADULT BUSINESS STUDENTS AT A LIBERAL ARTS COLLEGE
Steven L. Sizoo, Naveen K. Malhotra, Joseph M. Bearson of Eckerd College,

and Heidi Schaffhauser of Nova Southeastern University

In 1960, female students accountéd for less than 35 percent of US college
enrollment. By 1993, that figure was over 54 percent (Linden, 1995; The Chronicle of
Higher Education, 1995). Equally dramatic growth has been seen in the field of business
administration: today nearly half of all business students are females. What is more,
while an estimated 30 perccrit of ﬂ female business students are over 25 years of age,
70 percent of all part-time female business student are over 25 (estimated from The
Chrohicle of Higher Education, 1995.) With these figures, - today’s educators--
particularly the adult educator--have to be alert to any gehder-based learning differences
(Williams, 1991). To better identify and understand' these differenc_es, this paper
describes a study comparing the learning _characteristics of male and femﬂe aduit
business students.
| LITERATURE REVIEW
Gender-based learning differences_ | |

| Gender-based learning differences are most pronounced in the areas of moﬁvaﬁon
and quantitative skills. In terms of motivation-,_ research .indicates.that there is no
significant differences in extrinsic motivation bétween' male and 'female business students

(Fraser, Lytle, & Stolle, 1978; Tyson, 1989). However, TySdn found differences
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between the sexes in intrinsic motivation. Females scored significantly higher on "work

needs" (the desire to perform a task well), slightly lower on "mastery needs" (the desire
for new and challenging tasksj, and significantly lower on “interpersonal
competitiveness” (the desire to outperform others). Research indicates that academic
performance is positively correlated with high work and mastery needs and negatively
correlated with high interpersonal competitiveness (Williams, 1991). Since several
stﬁdies have shown that females perform better in the business classroom than males
(Mutchler, Turner, & Williams, 1987; Bayes & Nash, 1989), Tyson (1989) concluded
that females outperform their male counterparts because of these intrinsic motivation
differences.

While these studies did not differentiate between "adult leamers;' (generally
reported as 25 years and over [Bishop-Clark & Lynch, 1992; Hite, Bellizzi, & Busch,
1987]) and "traditional" students (under 25), research does indicate that adult female
business students are significantly more motivated rhan, their traditional fernale .
counterparts (Sizoo, Bearson, & Malhetra, 1996). |

Research further shows that males demonstrate higher quantltatlve skills both in
the business classroom (Tyson, 1989). Further, Hite, et al (1987) report that both male
and female adult learners have mmally inferior math' skills compared to trad_monal
students. These weaker quantitative skills typically result in higher levels of student
anxiety (Bogue, 1993). Motivation and anxiety are both issues that profoundly affect
learning, but they can be addressed through. improved learning and study strategies

(Bogue, 1993).
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Learning strategies

Learning strategies are behaviors intended to influence how the learner processes
information (Mayer, 1988). More sueciﬁcauy, they are "any behaviors or thoughts that
facilitate encoding in such a way that knowledge integration and retrieval are enhanced"
(Weinstein, 1988, p. 291).

The expanded interested in learning strategies is a result of the large a_nd growing
nurnber of academically underprepared or disadvantaged students entering the college
classroom (Weinstein, 1988). To deal with this development, many postsecondary
institutions have created programs that help incoming students learn-how-to-learn
(Malhotra, Sizoo, & Bearson 1996 Noel & Levitz, 1982). Studies mdlcate that the
more the student understands about how they learn, the more likely they will become
mdependent, responsible, self-confident learners (Sims & Ehrhardt, 1978; Myers, 1992).

Much of the work done in the area of learning strategres has focused on the adult
learner (Weinstein, 1988). This is clwly appropriate since research suggests that
returning to the classroom is a difficult experience for many adults: They. feel
intimidated by the college environment (Day, 1980; Hughes, 1983; Mcintyre, 1981) and
tueir skills have often become "rusty” (Hite, et al, 1987, p. 13). -

ME'fHODOLOGY _
| The Leaming and Study Str'ategies'Inyentory-eLASSI (.Weinstem, -Pﬁlmer &
Schulte, 1987) was administered to Amen'can ‘_busilness students at a liberal arts
undergmduate coliege. The survey, which was conducted by three male business

professors, resulted in 196 useable inventories:
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Category Male Female Total
25 & over 54 55 109
Under 25 s 42 87
Total 99 97 196

The LASSI consists of 10 subscales measuring Attitude, Motivation, Time
Management, Anxiety, Concentration, Infc;rmation Processiné, Selecting Main Ideas, use
of Study Aids, Self Testing, and Test Strategies (Weinstein, 1987). .

RESULTS

An analysis of variance (ANOVA) for each of the subscales indicate that the
learning differénces betwe@ traditional males and females were far more pronounced
than with adult male and females (Appendix 1). Adult leamers differed significantly
< ;05) on only one subscale: Motivation. While traditional students showed
significantly different results on Attitude, Motivation, Time Management, Concentration,
and use of Stﬁdy Aids. The significantly higher Motivaﬁon scores support the reseérch
reported earlier. However, there was no evidence of a gender-based différence' m
Anxiety--math anxiety or any other kind--for either traditional or adult students. This -
fends to contradict research reported above. |

DISCUSSION

Weinstein (1987) recommends that students consider imprbvihg their weaicer
learning and study skills in order to optimize thei,r academic performance. According
to the results of this study, the adult male and female learners 'experienced their lowest

scores in terms of Anxiety, and use of Study Aids.

140



.Bogue (1993) assessed the LASSI subscales and suggested ways in which a
professor and student can work together to strengthen a particular learning characteristic.
Although many of Bogue’s recommendations may seem basic, education literature
indicates that remedial learning activities should start with tasks which are readily
achievable by the student (Brookfield, 1989).

Looking just at the Anxiety subscale: When high levels of anxiety a;e' reduced,

the student’s desire to learn and ability to acquire knowledge increases. Indeed,

successful efforts to reduce anxiety can lead to dramatic improvements in academic

success (Bogue, 1993). To reduce anxiety, students should:

0  regain control. This.i's because anxiety is associated with a lack of control. The
student can work with their professor or learning advisor to determine ways to
gain control over their academic responsibilities. This lack of control ihay not
be generalized to all courses--quantitative courses may be a particular cause of
anxietyl for students (Hackworth, 1992). Speciﬁéally, focusing on the skills of
test taking may help the student regain control. | |

o overstudy. This can involve doing assignments eaﬂy, reading all recommended
materials, studying with friends, sitting in the front of the class, drranéing
frequent conferences with the pfofessor, and visiting the ca.mp‘uS ieai‘n‘ing center.

o address the physical symptoms of anxiety. Books, such as'Bensbn’s Reﬂp_og
Response (1975), suggest ways of dealing 'with these j)hysical symptoms.

In addition, there are physical and self-assessrﬁent exercises students can perform to get

control of their anxiety.

141




CONCLUSION

Adult learners account for nearly half of all full and part-time college students
(Chronicle of Higher education 1995) and they have learning strengths and weaknesses
which are different from those of their traditional counterparts. On top of that, this
research shows that among college busine;s students, adult femalesl have some learning
characteristics which differ from adult males. Specifically, adult females come to the
buéiness classroom significantly more motivated than do adult males students.- However,
both groups experience levels of anxiety- which inhibit their academic success.
Nevertheless, there are things the student and professor can do to strengthen learning
skills. With information like this.,' the collcge.business educator will be in a stronger
position help the growing numbef of adult learners have a productive and successful

learning experience.
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WHAT IS ADULT HIGHER EDUCATION
DOING TO THE POLITICAL ENVIRONMENT?
Robert H. McKenzie
Professor, New College

(Copyright, 1996)

NOTE: The annual program session (Friday, October 4, 1996, from 9:00 to 10:15 a.m.) to which this
paper relates is an interactive experience, a deliberative forum on choices for teaching civic
responsibility. The content of that deliberative forum is mentioned briefly in this paper in the section
entitled “Making A Choice: Deliberative Pedagogy.” The time available for that program session
will permit only an introduction to the process of deliberative democracy. This paper provides
context for that rather sharply defined experience. :

Signs of the Times

Fifteen years or so ago a conference theme on Adult Higher Education and the Political
Environment would have had a more positive ring to it. The times now are different.
Such a theme title has a more defensive connotation. Federal programs supporting higher
education are under attack. State programs are more often shaped by legislative interest
in reducing the time and expense of a college education, seen primarily for its value in
enhancing economic competitiveness.

The public still sees a college degree as a key to greater personal success, but public
dissatisfaction with academe as a professional entity is rising. This withdrawal of
authority from the profession of higher education parallels similar withdrawals of support
from other professional groups.> Among them, and at the heart of the political
en\(ir.opmgnt, are politicians themselves and the media professionals that report their
activities.

In recent years, citizen anger with formal processes of the.pdlitical environment has
increased--to the point of great suspicion of government’s role in public affairs.* That
suspicion has in many cases turned to retreat from political responsibilities. Developing .'

'See, for example, Chester E. Finn, Jr. and Bruno V. Manno, “Behind the Curtain,” Wilson Quarterly
(Winter, 1996), 44-53; James Harvey and Associates, First Impressions and Second Thoughts (Washington,
D.C., 1994), and James Harvey and John Immerwahr, The Fragile Coalition: Public Support for Higher

- Education in the 1990s and Goodwill and Growing Worry: Public Perceptions of Higher Education

(Washington, D.C. 1995); John Immerwahr and Steve Farkas, Closing the Gateway (New York, 1993);
John Immerwahr and Jill Boese, Preserving the Education Legacy: A Conversation with California
Leaders (New York, 1995); Institute for Research on Higher Education, “To Dance with Change,” Policy.
Perspectives (Philadelphia, 1994); and Alan Wolfe, “The Feudal Culture of the Postmodern University,”
Wilson Quarterly (Winter, 1996) 54-66. _ . : . :
*For a sample of literature on this point, see Kettering Review (Winter, 1994), particularly Donald Schon,
“The Crisis of Confidence in Professional Knowledge” from The Reflective Practitioner: How
Professionals Think in Action (New York, 1983). In regard to implications for higher education, see David
Mathews, “The Public’s Disenchantment with Professionalisin: Reasons for Rethinking Academe’s Service
to the Country,” Journal of Public Service & Outreach (Spring, 1996) 21-28,

For example, E. J. Dionne, Why Americans Hate Politics (New York, 1991); Alan Ehrenhalt, The United
States of Ambition: Politicians, Power, and the Pursuit of Office (New York, 1991); William Greidner,
The Betrayal of American Democracy (New York, 1992), and David D. Chrislip, “The Failure of
Traditional Politics,” National Civic Review (Summer, 1993).

“The Harwood Group, Citizens and Politics: A View from Main Street America (Dayton, Ohio, 1991). For
a scholarly assessment of the intellectual context of public discontent, see Michael J. Sandle, Democracy s
Discontent: American in Search of a Public Philosophy (Cambridge, Massachusetts, 1996).
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an engaged citizenry in public matters is a contemporary challenge with deep implications
for posterity. This challenge faces higher education, as well as other institutions of
society. Hence, the title of this paper.

Context of the Challenge

Too often, dominant modes of encouraging citizen engagement in politics treat citizens
not as citizens but as consumers. Encouragement goes to “taking a stand,” “letting your
voice be heard,” and “voting your position.” These activities have value, but the danger
is that the deeper functions of citizenship become confined to the act of voting, a final
point in a given political sequence, not a beginning. Under this mentality the vote
becomes a unit of exchange, like a dollar, for expressing preferences and purchasing
services. Under this “business-as-usual” approach, citizens begin to see themselves as
consumers rather than as owners of government. They become passive. Critics call them
apathetic. When spurred to action under this “business-as-usual approach, citizens too
often conceive of politics simply as influencing government to achieve partisan ends.
The result is often adversarial gridlock, or at best, constantly shifting policies as first one
group, then another, achieves a transient fifty-one per cent majority. Frustration with
these results leads to even greater citizen anger with politics. These phenomena are
exacerbated by the tendency of identity politics to overshadow common work to be done.’
But to be effective, citizens cannot withdraw from politics nor can they simply vent their
anger. Citizens must work beyond anger with the political environment to mature
realization of their responsibilities. For democracy to survive, citizens must realize that
they have responsibilities that cannot be delegated: to establish the legitimacy of
government, to establish direction for its policies, to create and sustain political will, and
to evaluate the work of government and other social institutions.®

The public office of citizen has a high calling. In order for politics (defined as the
responsibility of the polis, not just government) to work, citizens must be actors. To act
together, citizens must make choices. To make choices, citizens must engage in o
deliberative dialogue across diversity, not just within their own interests. To use dialogue
effectively, citizens must make public judgments and create a coherent public voice. That
public voice creates common ground for complementary action. And citizéns must .
constantly monitor their effectiveness in making choices and implementing them.’

-Questions for Higher Education and the Challenge of Civic Effectiveness ‘

How is higher education dealing with these matters? What assistance to political -
effectiveness of the citizenry is higher education providing the nation? Is civic -
effectiveness a purpose in curriculum and course design? What is the climate of the
educational enterprise, both in terms of content and process? Does the content of general
education requirements contribute to civic effectiveness? Does the process of instruction
emphasize developing and enhancing student willingness and capacity to make choices?
Or, is the dominating assumption in most institutions of higher education that students are
expected to master particular content so that they can enter the ranks of the professionals
who provide answers to others: the consumers of their expertise? Or is the question
more complex than a process versus content argument?

SA classic statement of the basic assumptions of business-as-usual politics is Harold Lasswell, Politics:
Who Gets What, When, How (New York, 1958).

®See David Mathews, Politics for People: Finding A Responsible Public Voice (Urbana and Chicago,
1994). C 4 ‘

"Ibid.
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More particularly, how is adult education doing in preparing its students to fulfill these
responsibilities? What role should non-traditional adult degree programs play in forming
the now neglected, but historically primary, third purpose of higher education: the
cultivation of civic virtue and effectiveness? That civic purpose of creating citizens pales
in our time compared to emphases on the purposes of (1) fostering economic
competitiveness and (2) fostering personal autonomy. What has been the result of
emphases on these latter two purposes in adult higher education upon the political
environment?®

- These are urgent questions for higher education. Politicians and legislatures are

increasingly seeing higher educatjon as costing too much for too little pay off. Again, the
mentality is one of consumerism.

The answers to these questions lie in understanding how the public learns the public’s
business. A simple definition of “the public” is citizens living together.

Making a Choice

The quintessential political act in an effective democracy is making an intelligent choice.
Just as citizens-—-individually-and collectively—must make choices about life together as a
public, each program of higher education--traditional or nontraditional--must make a
choice about the purpose and direction of its degree requirements, curriculum design, and
individual course offerings. Making a choice not only implies but demands taking
responsibility for the consequences of that choice. We learn to make better choices by
making choices, experiencing their consequences, learning from them, and applying that
learning to new choices. In a democracy, those choices are not only individual, they are
collective. Unless one continues an assumption rooted in an always open frontier that
collective good results from the sum of individual choices, a primary challenge for
developing effective democracy is learning how to make choices that affect everyone

*For a sampling of discussion of curriculum issues involved in the interplay of these three purposes for °
higher education, see Bernard Murchland, Higher Education and the Practice of Democratic Politics: A
Political Education Reader (Dayton, Ohio, 1991), especially “Introduction” and “Part 3: The Role of the
University.” A suitable, brief modern term for education relating to civic responsibility is difficult. “Civic
virtue,” the classic term, perhaps sounds too romantic to the modern ear. “Civic effectiveniess” has a more
contemporary ring but is perhaps subject to misinterpretation as mere civics and patriotism. A journal that
keeps a steady focus on these matters is The Civic Arts Review, published at Ohio Wesleyan University.
*See, as but one recent example of national consumer-oriented focus, “$1,000 a Week: The Scary Cost of
College,” Newsweek (April 29, 1996). The National Collegiate Honors Council is launching a national
effort to develop deliberation on the matter of higher education’s relationship with the public. This effort
includes research on the issue and framing of an issue book. For further information, contact project
director, William R. Gwin, The University Honors Program, Auburn University, Alabama 36849-5360. An
interesting facet of this research has been the realization that a major study of problems in higher education,
Association of Governing Boards of Universities and Colleges, Ten Public Policy Issues for Higher
Education in 1996 (Washington, D.C., 1995), mentions only one concern external to institutions of higher
education, symptomatic of the inward focus of academe, one of its problems in relating to the public. On
the other hand, for a very recent example of movement in the direction of higher education engaging civic
effectiveness, see Michael Marriot, “Taking Education Beyond the Classroom,” Education Life section of
the New York Times (August 4, 1996), 22-23, 24, 38-41.

'®The concept of and misconceptions surrounding the term “public” merit an extended discussion related to
but beyond the scope of this paper. For a sampling of thought on the matter, see Kettering Review (Fall,
1988). ,
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with others, not to others nor over others. This learning together from our choices is how
the public learns the public’s business.

How do people learn to make choices together? Not surprisingly, we have some choices
for our answer. An examination of various approaches to learing democracy reveals
four fundamental directions for educational policy. These choices are not necessarily
either-or choices. They may be combined in various ways. But examination of the pros,
cons, and tradeoffs of each choice better reveals the ways in which they might be most
effectively combined to serve the purposes of a given institution of higher education.
These four basic choices for developing civic effectiveness are: (1) service learning, (2)
deliberative skills, (3) a democratic campus involving students and faculty fully in
governance, or (4) a classical curriculum.'? '

Deliberative Pedagogy

Experienced administrators and teachers of adult higher education programs quickly see
in the first paragraph of the preceding section the elements of a familiar cycle of leamning:
experience, reflection, conceptualization, and application or experimentation.'”>. We learn
the responsibilities of citizenship experientially.

In this sense, deliberation is the way in which citizens collectively reflect on their varied
grasps of reality. Individual grasp of reality is derived from personal experiences and
from ideas about those experiences derived from personal reflection and from the
observations of others (from the ancients through history to contemporaries) about the
meaning of similar experiences over time. In making collective decisions, these
individual grasps of reality must be brought into juxtaposition with one another.

Thus, when we examine the four basic choices for higher education in developing civic
effectiveness, we are deliberating the strengths and weaknesses of emphasizing any one
particular phase of a learning cycle. The next two paragraphs are a somewhat -
oversimplified-but-useful-for-thinking formulation. .

Service learning is immersion in concrete experience. A classical curriculum is -
immersion in conceptualizations about experience. Arguments between these two -
approaches are arguments about preferred way of grasping reality. Since reality is
grasped in both ways, arguments between the two approaches are often simplistic. The

" question to be answered is not which is best but how are they best integrated. .

!'See Mathews, Politics for People; Noelle McAfee, Robert H. McKenzie, and David Mathews, Hard
Choices: An Introduction to the National Issues Forums (Dayton, Ohio, n.d.); and Robert H..McKenzie_.,
Public Politics (Dubuque, Iowa, 1994). - . .
">These choices are discussed in Politics for the Twenty-first Century: What Should Be Done on Campus?
(Dayton, Ohio, 1992). For additional discussion, see suggestions “For Further Reading” in that publication.
See, also, Bruce A. Kimball, Orators and Philosophers: A History of the Idea of Liberal Education (New
York, 1986). : ’ :

*David A. Kolb, Experiential Learning: Experiences as the Source of Learning and Development
(Englewood Cliffs, New Jersey, 1984). Kolb’s schema postulates a vertical axis of alternative means of
grasping reality: by experience (at the top) and from abstract conceptualizations (at the bottom). This dxis
is bisected by a horizontal line depicted alternative means of transforming grasp of reality to personal use:
by reflective observation (on the right) and by active experimentation (on the left). A connection of the four
points presents a circle moving from experience to reflection to conceptualization to experimentation and
thus to new experience to repeat thé cycle. For a brief connection of this cycle to the civic skill of learning
to make choices, see Chapter Two of McKenzie, Public Politics.
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Similarly, democratizing a campus is immersion in experimentation, bringing experience
(the essence of service learning) into constant juxtaposition with the most useful ideas
(the essence of a classical curriculum) through intensive application. It is a means of
transforming grasp of reality to personal and collective use.

And teaching deliberative skills is immersion in the reflective process that weighs reality
and judges the effect of applications of past judgment about the meaning of that reality.
The element of judgment converts deliberation from mere speculation about meaning.
Deliberation aims at application. The word literally means to weigh. Deliberation
compares multiple experiences and ideas about experiences (together the record of past
experimentation); weighs their advantages, disadvantages, and tradeoffs; and forms a
judgment about an idea for future applications and how to implement them.

Deliberation is that phase of the learning cycle that makes the other phases work
effectively. It applies judgment to imagination and in the process creates the political will
or courage to undertake change.'* Therefore, developing deliberative skills is a key
pedagogical question. One approach to understanding the dynamics of a deliberative
pedagogy is provided by Charles Anderson. Anderson’s sequential analysis abstracts the
chaos of reality as stage theories do (including the idea of a learning cycle). Still, his
analysis provides an initial framework for understanding deliberative dynamics. For
Anderson, appraisal of and decision among competing claims and cases is the basic task
of citizenship.' | o -

Anderson asserts that the ability to make sound political judgments requires effective
deliberation. Deliberation encompasses four types of reasoning. First, the case for a
prevailing practice must be heard. The rationale for a current application of ideas must be
fully appreciated before change is attempted. Anderson calls this type of reasoning
Reasons of Trusteeship. Second, Critical Reason involves pointing out the values or
principles that current policy is violating. In other words, this type of reasoning uncovers
the disparity between theory and practice. Third, Entrepreneurial Reason proposes new
undertakings, better ways of doing things. Thus far, Anderson’s analysis is not foreign to
“business-as-usual” politics and its traditional reform movements. The next steps in this -
approach would be to forge the compromises that enable the forming of necessary: '
majorities permitting a new custom or policy.'® This approach is often the battle ground
of identity politics and the politics of victimization.

"Often neglecting in thinking about the way in which deliberation bears on the formation and execution of
policy is the concept of political time. Governmental politics tends to convey the impression that political -
time is measured in units of one, two, or four years (election intervals). 'In truth, political process (of which
government is only a part) takes place over longer, much less determinate periods of time. For a discussion
of the pathology of political issues, see Daniel Yankelovich, Coming fo Public Judgment: Making
Democracy Work in a Complex World (Syracuse, 1991). See also his earlier book, New Rules: Searching
Jor Self-fulfillment in a World Turned Upside Down (New York, 1982). For an argument that a public
voice does guide governmental policy over extended periods of time, see Benjamin I. Page and Robert Y.
Shapiro, The Rational Public: Fifty Years of Trends in Americans’ Policy Preferences (Chicago, 1992).
**Charles Anderson, Pragmatic Liberalism (Chicago, 1990) and Prescribing the Life of the Mind (Madison,
Wisconsin, 1993). The centrality of choice in the formation of virtue goes back, of course, to Aristotle’s
Nicomachean Ethics. Anderson’s schema discussed in the next few paragraphs approaches critical thinking
in a broader context than is usually found in discussions on the subject. Too often, critical thinking is
approached solely as an individual skill without attention to how groups think together critically.

“Ibid. Anderson actually speaks only of policy. I have added “custom” to reinforce the point that politics
concerns more than governmental policy. Politics includes the total character of community.

151

162



But Anderson adds a fourth type of reasoning, which he calls Meliorative Reasoning.
This mode of reasoning goes beyond the incremental or tradeoff approach and seeks to
accommodate the concerns of “the silent, the awkward, and the oppressed as well as the
vocal, the active, and the intense.”'’ Anderson asserts that all four modes of reasoning
are important as part of political deliberation. The overall objective of deliberation is for
each participant to broaden her or his sense of all considerations that bear on custom and
policy. By assimilating the point of others, citizens develop a mysterious capacity.
People speculating in the presence of others may produce perspectives/positions that
could not have been previously anticipated by any of the participants beforehand. This
capacity makes reasoned deliberation different from any system of formal logic
consciously insulated from other modes of thought.'® Deliberation, therefore, is not only
reasoned, it is creative. : : :

Anderson has also developed a scheme of levels of civic competence that represents a
movement from a passive consumer orientation toward public life to active participatory -
engagement with public issues. Level One is the ability to understand how institutions
work. Level Two involves the critical ability to understand the rationale behind
prevailing practice. Level Three involves the skill to support reasons for believing a
personal interpretation is the most adequate public orientation to a problem. Level Four
moves one toward civic competence. It involves ability to interpret public issues from
diverse points of view. (This level in Anderson’s schema is where the deep work of
deliberation begins.) Level Five involves the skill of adjudication, the ability to develop
alternative competing cases and decide among them. This level involves the search for a
principle or common basis for collaborative action. Level Six involves the ability to
critique dispassionatelzx the case for democratic practices as opposed to other possible
forms of government. ‘ , '

Anderson’s analysis provides answers to why and what-difference-does-it-make
questions. He provides a vision of new possibilities. He does not, however, provide
much advice on how to deliberate, how to incorporate Meliorative Reasoning in thinking
process that involves the other modes of reasoning: Trusteeship, Critical, and :
Entrepreneurial.

A marveloué resource for understanding how deliberation takes place is the fifteen-year
experience of the National Issues Forums (NIF) program. Each year, NIF produces three
issue books on matters of national importance. These issue books are available to any

‘organization that wishes to use them. Some 6,000 or more organizations participated in

NIF last year. The number of participating organizations is not as remarkable as their
diversity: social and community organizations of all sorts, libraries, literacy programs,
prisons, churches and synagogues, high schools and colleges, neighborhood associations:

"”Anderson, Pragmatic Liberalism, pp. 174-75. The phrase in quotes is that of Daniel O’Connell, Associate
Professor of Political Science and Law, Palm Beach Community College, West Palm Beach, Florida.
"*Anderson, Pragmatic Liberalism, p. 176. : ‘

"°Anderson, Prescribing the Life of the Mind, pp. 112-14. Anderson means, as do I, creative in a
purposeful, political sense, not creative in the sense of purely imaginative, certainly not in the bizarre sense,
which sometimes passes uncritically as creative. See Edward de Bono, Serious Creativity: Using Lateral
Thinking to Create New Ideas (New York, 1992), xi-xiv, for a brief but useful discussion of various ideas
about creativity. o '
*Anderson, Pragmatic Liberalism, pp. 197-99. Anderson’s discussion of his sixth level is couched in terms
of critiquing (i.e., fully understanding and articulating) the liberal democratic regime. Ihave not used that
language in the text, since my focus is on how and why citizens deliberate, not an examination of the
intellectual context in which deliberation is practiced. The latter, of course, is supremely important, but I
am taking that context as a given.
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and housing projects, etc. NIF also provides training in convening and moderating
deliberative forums through some twenty public policy institutes (PPIs) around the
country. The cumulative reflections of these annual forums are reviewed in an annual
program, “A Public Voice,” conducted each spring at the National Press Club. An annual
video of this event is the most shown public affairs program on Public Broadcasting
System affiliates.’

NIF is by no means the only program promoting deliberative experiences among citizens.
NIF is unique, however, in an important research sense. One of its sponsoring
organizations, the Kettering Foundation in Dayton, Ohio, an educational research
foundation, has for fifteen years engaged in action research on deliberative democracy as
it is occurring in NIF programs. That research has not yet been formally published. It is
available in internal memos, thought pieces, and handbooks prepared by Kettering
Foundation staff and its extensive network of associates in many different areas of theory

and practice focused on understanding politics. The essence of those research findings
follows.

As stated earlier, deliberation is learned experientially. Deliberation is a natural act.

People make decisions, personally and collectively, by deliberating--at various levels of
effectiveness. But, people have difficulty transferring deliberative skills to arenas which
are described to them as or which they perceive to be “politics.” Hence, a key aspect of

building deliberative skills as citizens involves reconcepualizing the meaning of the word

“politics” to include all those ways, not justzgov‘emmental, in which citizens make
decisions together about their common life.

Deliberation is different from debate and from mere polite conversation or effective
group dynamics. Deliberation is not therapeutic (although therapeutic releases may
occur). Deliberation is political. It involves making choices that have real applications
and real consequences. Deliberation requires framing of an issue in public, not expert,
terms. That framing always involves more than two choices, hence deliberation lies -
outside the dynamics of debate involving only two polarized positions.** '

Deliberation rarely occurs in sustained, easily observable fashion. Moments of -
deliberation in a forum (formal or informal) are like deposits of oil dispersed as

'The address of the National Issues Forums is 100 Commons Road, Dayton, Ohio 45459-2777. Since NIF

‘is an informal network “owned” by those who participate in it, it does not keep closely measured statistics.

The estimate of participating organizations is taken from purchasers of annual issue books. Issue books are
prepared in cooperation with the Public Agenda Foundation, a nonpartisan educational research
organization located at 6 East 39th Street, New York, New York 10016. Issue books are available from -
Kendall-Hunt Publishing Company, Dubuque, lowa 52004-1840. Another organization actively promoting
deliberation across the country is The Study Circle Resource Center, PO Box 203, Pomfret, Connecticut
06258. : T '

ZThe author of this paper is an associate of the Kettering Foundation and has participated in the referenced
action research for the past decade. One of my primary tasks is helping construct experiential exercises for
workshops and other training events. : ' ‘

ZIn the workshops (PPIs) which train citizens to convene and moderate deliberative forums in their
organizations and communities, several experiential exercises are used for this purpose. One is entitled “All
of Politics.” Another is “Community Checkup.” ' o ’
*Differences among deliberation, debate, and polite conversation merit extended analysis beyond the scope
of this paper. The public leadership task of framing issues in public terms is “jump started” in NIF by
previously framed issue books. Workshops on issue framing are growing in popularity. For an "
introduction, see Framing Issues: Building A Structure for Public Discussions (Dayton, Ohio, 1995),
available from the Kettering Foundation, 200 Commons Road, Dayton, Ohio 45459-2777.
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molecules in a rock formation, not existing in discernible pools. However, the capacity
for sustained, effective deliberation can be increased by practice and concentration.

Concentration involves the willingness to explore the pros and cons and tradeoffs in all
possible choices. Most especially, concentration involves identifying and focusing on the
_fundamental tensions that make an issue an issue. Working through these tensions
together is the essence of deliberation. These tensions identify the fundamental
unknowable in an issue (more later on this concept). That unknowable involves a risk
among participants to pursue a course of action, the exact results of which are likely
resistant to tangible measurement. Deliberation involves dlscovenng what participants
can live with amld their differences and their uncertainties.’

Reducing uncertainties in a true issue places a value on diversity. Recurring questions in
effective deliberation are “who is not here?” and “how would they see this issue?”
Deliberation is open ended. It engages the unknown. It seeks community. Deliberation -
focuses on solving common problems from which personal meaning and identity is
derived, not establishing identity before engaging in problem solving. These two
activities are invariably intertwined, but it is important which takes precedence. When
establishing identity is a primary consideration, the speeches that often go with that
activity too frequently separate participants in addressing a common problem and hinder
its resolution. Individuals participating in deliberation do so as individual human beings
meeting individual human beings, not as representatives of different groups.?

All these elements of deliberation are made easier to implement by a few simple
guidelines. A moderator must remain neutral in guiding a deliberation. Participants must
listen as well as speak. In the words of J. Herman Blake, teacher, college president, and
community leader, to live together effectively we must learn to listen elogquently.
Participants must realize that everyone has good reasons in their own mind for how they
understand a matter. Therefore, their observations are interesting, not ignorant or
immoral. The task of deliberation is to understand all the choices and how participants
see them, not to “win” a contest. A measure of effectiveness is the ability to make a good
case for the choice one likes the least as well as the choice one likes the most. _
Consequently, all choices before a group must be given full consideration. Parhcxpants
must move toward a choice, not merely analyze. No one session of deliberation is likely
to reach a final decision. Deliberation leads to deliberation leads to deliberation until
common ground for action is uncovered and political will to implement that action is -
‘created. To assess progress, a group participating in a deliberative session should reflect
at the end on how individual perspectives may have changed, how the group’s
perspectives may have changed, and what needs further deliberation. Deliberation’s goal
is application, but that application (complementary action) may be much different ﬁom :
“business-as-usual” concepts of political action. :

2NIF terminology for this practical result of deliberation is common ground for action, the same concept as
Anderson’s Level Five. Anderson’s writings are oriented toward classroom intellectual activity to
understand applications more than to practice them in communities and organizations.

*This question of the relationship of establishing identity and engaging in common work is a fundamental
and challenging point of inquiry. It merits much more discussion than the space available in this paper.
Tpersons experienced in deliberation learn to moderate themselves. This maturity does not mean they
become “neutral” as a formal moderator must be. They become listeners as well as speakers, questioners
who draw out perspectives from one another. Action research on the concept of deliberative action is just
beginning in earnest.
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Above all, deliberating together is learning together. A self-governing, democratic
society of necessity requires a self-educating, leaming citizenry. Deliberating is learning.
Deliberating is at the heart of the educational enterprise.

The Nature of Political Reality

Sprinkled throughout the preceding discussion is an assumption about the nature of
political reality. Robert Kingston, editor of the Kettering Review, has reviewed a
sequence of ideas that forms that assumption.

To begin with Kingston’s conclusion (and paraphrasing at points his expression), the end
purpose of democracy is to create public permission, a public will, to take actions that
affect the public. Deliberation does not lead people to change their opinion; it leads them
to change their understanding. Moreover, public deliberation does not necessarily bring
the general public closer to what a professional elite thinks. At its best, public
deliberation reveals truths that elites themselves may not have typically begun to think
about. Drawing on Hannah Arendt, Kingston asserts that the end result of public
deliberation is to create a truth that does not preexist.*®

Kingston’s assertion about Arendt’s point is not an argument for relativistic ethics or an
attack upon scientific facts. - At the heart of politics, of living together in a democracy, is
recognition that the deep human issues (personal identity, crime, poverty, educational
failure, etc.) that affect us have “fundamental unknowables” (earlier mentioned).
Arguments can be produced attempting to persuade others of the certainty of one view or
another as to technical options for addressing these dilemmas, but at bottom their
amelioration depends upon our sustained commitment to working with one ‘another to
deal with them. That commitment requires a deep respect for others and a willingness to
seek community and relationship. Indeed, these matters are more deeply moral than any
argument about relativistic ethics. If inherent ideas exist, the experiences that produce
our understandings of them differ. : « . '

In the paragraphs leading to his conclusions, Kingston observes that while democracy has
prevailed in the United States and elsewhere and is being incorporated in additional areas
of the globe, “an understanding that democracy depends on a public in dialogue with
itself has not.” He refers to Donald Kinder and Don Herzog, contemporary political
scientists, who assert that a democracy should be an arena of constant talk, especially -

" between legislators and citizens.?’

Kinder and Herzog represent a strand of thought that goes back to Arendt, Mary Parker
Follett, and John Dewey. Arendt’s point has been made. Follett observed that political -
communities are created in the act of public deliberation. Kingston reinforces, ...
deliberation is not merely a product of the community, of a people working together, but
in itself it characterizes that community.” Dewey perceived that deliberation is an
imagining of alternatives from among which an action must eventually be chosen. This
chain of thought leads Hanna Pitkin and Sara Shumer, speaking from the radical left, to
argue that: : ‘ -

. . . democracy is “by far the most subversive” of all the political ideas
abroad in the world today. When citizens see democracy merely as a

“Robert Kingston, “Editor’s Letter” Keftering Review (Summer, 1994), 6. This issue contains reprints of
longer articles that develop the points to which Kingston refers. A ' :

®Ibid., p. 5. See Kinder and Herzog, “Democratic Discussion,” in George Marcus and Russell Hanson,
eds., Reconsidering the Democratic Public (University Park, Pennsylvania, 1993).
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means of electing those who would govern them, it scarcely seems an
empowering force, though it may provide the weak with some protection.
But once citizens see it as a means whereby they may determine the
character of the polis and the policies that it should follow, then it is
indeed--at its best it has proved to be--the most powerful political force
in the modern world.

Implications for Adult Non-traditional Education

One does not have to share all the characteristics of the radical left to see in the quote
from Pitkin and Shumer a focus for the implications of the above discussion for adult
non-traditional education. Contemporary adult non-traditional education has been about
empowerment, to use a phrase from the late 1960s and early 1970s. Perhaps
“effectiveness” would be a more contemporary term, without the implications of purely
adversarial politics. Most often, that empowerment has been rooted in improving
economic competitiveness and enhancing personal autonomy. Different non-traditional
adult education programs mix these two purposes:in varying degree. On traditional
campuses and within some non-traditional programs, the arguments between the two
purposes tend to form around a liberal arts, general education orientation on the one hand
and a vocational, professional school major or depth study on the other.

Without arguing against the value of either of these two purposes, bringing the third
purpose of civic virtue or civic effectiveness into our thinking begins to shift our
understanding of what we truly mean by empowerment as effectiveness and how we
encourage it. Empowerment and the sense of identity that lies at its core take on the
quality of effective relationship with others as well as differentiation from them. -
(Arguments over external and/or internal measures of identity reflect an issue of the
psyche that involves another one of those fundamental unknowables!).

To speak of citizenship and community does not deny an emphasis upon individuals. .
Individuals are important. But individuals are also responsible for the environments they
create for themselves and other individuals. Democracy provides the truest opportunity -
for citizens to establish internal definitions of identity in how they exercise their power
with others. : - :

Without abandoning historic commitments to empowering adults in other ways, non- -
traditional programs can incorporate civic virtue or civic effectiveness as a fundamental
purpose. The means would be legion. The key to effective implementation of any of
them is asking how would this educational experience look if it served the purpose of
building civic effectiveness. ' . ' o

For example, to use Anderson’s schema as but one possible organizing principle, what -
general education competencies would provide the ability to understand how institutions
work, to understand the rationale behind prevailing practice, to support reasons for
believing a personal interpretation is the most adequate public orientation to a problem, to
interpret public issues from diverse points of view, and to develop alternative competing
cases and decide among them? Moreover, what combination of experiences would touch
on all these competencies adequately? And what learning experiences and pedagogy for

*Ibid., p. 4. See Pitkin and Shumer “On Participation,” Democracy (December, 1982). See also Hannah
Arendt, Between Past and Future: Eight Exercises in Political Thought (New York, 1968); Mary Parker
Follett, The New State: Group Organization, the Solution of Popular Government (New York, 1918); and
John Dewey, “Human Nature and Conduct” and “Ethics,” The Collected Works of John Dewey
(Carbondale, Illinois, 1991). '
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providing them would address the core competency of deliberative skills? Questions of
this sort are applicable to whatever mix of service-learning, deliberative skills,
democratic environment, and classical curriculum an individual program might adopt.

In conclusion, non-traditional adult education programs generally have at least two
important advantages over traditional programs in advancing educational change. In this
case, the change suggested is resurrecting within higher education the purpose of creating
a better political environment.. Most non-traditional programs are small and they are
flexible. Curriculum changes that might have little chance of adoption with any speed in
traditional programs can often be thoroughly examined and implemented quickly within
non-traditional programs. Most non-traditional programs are also closely connected to
experiential learning, including credit for prior learning. Their students are experienced
citizens (in age if not in practice), and they are more often rooted in their communities
(compared to traditional age students, who are basically transients at the institutions they
attend). Adult students live in a world of responsibility and connectedness to institutions
that form some sort of community for them. The stuff of effective citizenship is more
immediately available and relevant to them. The opportunities for independent studies
and collaborative learning experiences about matters of real importance to them are
many.

In other words, non-traditional adult education programs have tremendous advantages as
the whole of higher education wrestles with a better relationship with the public. An
opportunity for leadership within higher education exists, not to mention needed service
to the nation: a more effective political environment.

Robert H. McKenzie :
New College, The University of Alabama
Box 870229 '
Tuscaloosa, Alabama 35487-0299

(0) 205-348-8415; (FAX) 205-348-8417
rmckenzi@nc.ua.edu
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SO WHAT MAKES A GOOD INDEPENDENT STUDY COURSE?

Andrew J. Carison
Adult Degree Program
Capital University
Dayton, Ohio

Introduction
For many Adult Degree Programs the Independent Study format is a key method for
course delivery. The Independent Study format offers a flexibility in scheduling which is
critical for adult leamets. The Independent Study format allows d'egree' programs to
schedule courses which attract or must be taken by only a few students. And, at its best,
the Independent Study format provides students. nroductive learning experiences. Since
Indepéndent Study courses are a staple in the Adult Degree Program at Capital University,
a private Lutheran institution which operates three program centers for adult leamers in
Columbus, thyton, and Cleveland, a Mey was conducted to answer the question: What -
makes a good independent study course? |

The design and composition of the survey was a collaborative effort which drew
npon the experience and thought of faculty and students in the Adult Degree Pro'gram.'
First, a draft document which sought tn identit‘f the questions abnut and chmﬁcteﬁéﬁcs of
good .Independent Study courses was circulated to faculty nnd stud_entsl f_or' comment |
Then faculty and student suggestions were incorpotated into a revised draft which
Richard Schalinske at Capital’s Assessment Center expertly shaped into a one-page

computer readable survey. The first four questions identified gende-r,.'major disciplines, .
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experience with independent study wuﬁes, and the number of years spent in the Aduit
Degree Program. The remaining sixteen questions and sets of statements concerned
attitudes and opinions about Independent Study courses.

For the purposes of the survey Independent Study courses were defined as “classes
with less than five students, where class meetings are negotiated rather than set.” Several
of the questions compared Independérit Study courses to Group Study courses (zﬁ Capital,
classes in which 10 to 20 students meet 6 or 7 times for a total of 18 contact hours) and
Traditional Lecture courses, which were not defined but typically meet 1 to 3 times per
week for 10 to 14 weeks.

Considéring that therej are over a thousand stﬁdents and about 100 fullf and part-
time instructors in the Aduit Degrée Program, the number of responses was modest. A
total of 166 people filled out the surveys: 138 students and 28 instructors. At least 57
percent of the respondents were female and 33 percent male--10 percent did not indicgte
gender. Fifty-three percent of the students have been in the program one year; 39 percent
for 2-3 yeafs; and the remaining 8 percent for more than 4 years. Thiny-’niﬁe peréent of
‘the students are multidisciplinary majors; 20 percent business majors;, 13 percent Social
Work majors; 12 percent humanities majors; 8 percent computer scieqce.';tllajors;-afnd 7
percent social science majors. The results would obﬁic;u-sxly be more reliable wnth a bettef
return. But for surveys of this sort a return of 16 % is conside_réd"té be average and fairly

reliable.
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Discussion

The responses to the survey confirm that Independent Study courses are an important part
of the teaching and learning experience at Capital University. Although only about 25
percent of students currently use the Independent Study format in any given semester (the
rest are enrolied in the Group Study classes), most of the students (72 percent) have
talren Independent Study courses: 29 percent at least once, 30 percent two to three times,
and 10 percent four or five times. More important, almost all the students (98 percent)
indicated their agreement or strong agreement that this format is a “reasonable way to
resolve scheduling conﬂicts.’f Nearly as many students (93 percent) agreed that
independent study courses “aocomodate individualized learning styles.” And a majority
(69 percent) indicated their agreement that Independent Study courses “help develop
positive learning relationships between students and instructors.” Instructors also agreed
with each of these points. |

Instructors and students also agreed with statements that Independent Study
courses are comparable to Group Study and Traditional Lecture courses. Oﬁ'ered a
choice of four responses (strongly agree, agree, disagree, strongly dlsagree) both students
and instructors disagreed that Independent Study courses ‘reqmre less work than Group
or Tradmonal courses.” Similarly, students and mstmctors also drsagreed that
Independent Study courses “are graded less rigorously than Group Study Classes ” And
they dlsagreed that Independent Study courses are “graded less rigorously than Traditional
Lecture Classes.” These responses are consistent with the findings reached in a study

(Schalinske, Patterson, & Smith, 1995) conducted over six years which compared grades
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of adult studénts (over 30 years of age) and younger students in Capital’s Traditional and
Adult programs. Although adult students do make better grades, this study concluded
that there is little empirical support for. grade inflation in the Adult Degree Program.

A question that should have been asked explicitly in the survey, bﬁt was not,
concerns the importance of student study skills and maturity in making Independent Study
courses positive learning experiences. Both instructors and students tended to aéree with
the statement that Independent Study courses “are more effective for upper than lower
level classés,” although instructors felt more strongly about this point. In follow-up
discussions several instrqctors.stdted_ .emphatically that Independent Study courses were
best suited to M@m students with some experience in the program.

. Responses to the questions having to do with learning and testing tool;
corroborate the 'v_vell recognized importance of understanding learning Styles (Brookfield,

1988, pp. 25-39). About forty percent of the students favored written assignments;

another forty percent favored a combination of quizzes, tests, and written assignments. A

decided minority of students ( 2 of 128 students) and instructors (1 of 24 ) expressed a

preference for only tests and quizzes. There were no remarkable differences between men

and women on these questions-—-except that 7 male students and no women indicated their

preferencé for. experientially based learning. Therg may be sxgmﬁcant '_diﬁ‘erences in
attitudes about tests and written work based on majors—but this ,aVehﬁe 6f inquiry will
have to wait for a subsequent study.

The responses to the statements about wheéher Independent Study courses are

better taught by good teachers or experts in the field underscore the importance of the
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instructor’s sensitivity to learning styles. Ninety;four of 128 students (79 percent )
agreed that it “is more important for an instructor of an Independent Study course to be a
good teacher rather than an expert in ihe field.” A majority of instructors (70 percent)
also favored this statement. Only 4 instructors checked the box indicating that it “is more
important to be an expert in the field than a good teacher.” Obviously the best choice
would be an instructor who is both ei;iert in the field and a good teacher. |
The most striking difference in the responses of instructors and students was on
the statement: “T prefer Independent Study courses to Group Study course_s.” Exactly half
of the students indicated a prgferenc_:_e for Independent over Group Study courses—-a
remarkably positive response tp Independent Study courses. Slightly more women than
men indicated this preference. In éontrast, most instructors (75 percent) stated a
preference for Group over Independent Study courses. |
Follow-up discussions with instructors revealed several reasons for this preference.

First, the scheduling flexibility that Independent Study courses offer can become an
irritation for instructors if students miss or reschedule appointments, especially after the
instructor has already prepared for the meeting. Second, Independent Smdy'wmses aré
less profitable than Group Study courses, since.competisgtion is calculated not by
preparation time but by the number of student_s inla course 4 Third, Itidépendent_ Study .
courses do not offer tlie instructors the stimulation and opportunitiés foi' creatmty that
they ﬁiid in classrooms. And finally, Indépendent Study‘ courses do not offer students the
same opportunity for interaction that Group Study courses offer. Instructors noted that .

peer interaction was important not only for the support it provided but also for intellectual
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stimulation. These comments are reminiscent of Eduard C. Lindeman’s classic analysis of
the importance of group discussion in adult education (on Lindeman see Knowles, 1990,
PP. 29-31).

Students and instructors expressed different (but not surprising) views on the
appropriate number of contact hours for Independent Study courses. About a third of the
students (31 percent) and 2 of 23 Mmors (9 percent) expressed a preference fér
minimal contact (one or two meetings). A clear majority of instructors (80 percent) and
students (56 percent) favored at least 5 meetinés. Only four students and 2 instructors
agreed that Independent Study courses should meet at least 10 times. These responses
indicate that a mﬁjority of students and instructors'.agree with the Adult Degree Program’s
current standard of at least five subsfantive meetings per Independent Study course. The
student responses also offer some explanation for why instructors strohgly agreed with the
statement s&essing the importance of a specific schedule for meetings, reading, and
assignments.

Conclusion
So what makes a good independent study course? First of all, Independént Study. courses
should be comparable academically to Group Study and Traditional Lecture @mms.
Despite concerns about the quality of instruction and leﬁmihg’ in Independent Stﬁdy '
courses, this survey suggests that students and instructors consider thé work reqﬁirements
and grading standards iﬁ Independent Study courses to be generally in line with those in
Group Study and Traditional Lecture courses. These judgments may be influenced by the

pragmatic understanding that Independent Study courses are necessary- in adult education
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programs: they accomodate difficult work and farhily schedules, and they allow small
programs to offer a wide selection of courses. But continued efforts to assure that
Independent Study courses remain a@MMy-mmd learning experiences are essential.

From the students’ perspective, part of what makes Independent Study courses
good learning experiences is their flexibility—not just in scheduling, but also in
acpomodating learning styles. In the Survey students agreed more strongly than
instructors with the statement that Independent Study Courses “accomodate individualized
learning styles.” Nevertheless, instructors also indicated that they understand the
iméortance of accomodating leammg styles; and, curiously, instructors agreed more
strongly than di& the students with the statement that “student input in objectives and
assignments” is essential for the suécéss of Independent Study courses. The value of
accomodating learning styles should be no surprise to adult educators; considering the
literature on this point (Hduie, 1992, pp. 110-119). But its importance in the
Independent Study format, which relies primarily on the student’s motivation and. |
discipline, should be underscored. -

A challenge for instructors and administrators is to"design syllabi and leaxlning~ .
materials which conform to umversxty department requirements and at ;hé §me time
provide oppqrtunity for student input and accpmodaté learning styles .One-su.gg_estion"isl
to combine extended syllabi—perhaps prepared collaboratively by sé\vrerél.instmctors-
whiqh_ offer a range of alternative assigmhents, readmgs, and perhaps even objectives.
There is already some research on how to teach particular disciplines in an Independent

Study format (Houle, 1992, pp. 277-278). With a well-formulated syllabus in hand, a
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learning contract might be used to achieve a course agenda tailored to both student and

instructor. Of course, in the field of adult learning, and especially in programs which rely

on the Independent Study format, there is long history and literature on learning contracts

(Brookfield, 1988, pp. 81-82). Learning contracts have become central in Independent
Study courses not only because they encourage student discipline but also because they
help accomodate learning styles (Knowles, 1986). |

From the instructors’ perspective, making independent study courses good
learning experiences is a challenge, since instruétors do not find Independent Study
courses as satisfying as Group Study courses. One solution, used by some instructors at
Capital, is to axﬁnge fqr small 'groupl meetings of even two or three students. Although
this does impose on busy schedules; it facilitates interaction between students and
instructors. The problems of broken appointments and collecting assighments 'might be

resolved with a specific schedule for completing reading, writing, and other course

objectives. Both students and instructors did tend to agree (although instructors more

emphatically) that detailed syllabi with clearly articulated objectives, assigméms, and
meeting dates were “essential to the success of Independent Study courées.” Here again,
carefully written learning contracts might be a useful counterbalance to ;hé femptafipn to
reschedule meetings and put off the inevitable reading,' wntmg, and prepé.rat.ion.'~ ,

There should be no doubt that the major bu}den for making mependem' .Study
courses good learning éxperiences falls on the student. But instructors must learn about
the teaching opportunities and challenges that Independent Study courses prbvide.

Obviously good teachers should be able to mAke particular fields of kriowledge accessible
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and even exciting. Less obviously, perhaps, good teachers should also be able to teach
students how to be good learners (Brookfield, 1988; Knowles, 1975). Administrators
could help students by offering tests c;r excercises which would help them identify their
learning styles, strengths, and weaknesses. Instructors can educate themselves on how to
teach_ students to learn.

In the final analysis, students, instructors, and administrators should undérstand

that, ultimately, what makes a good independent study course is a good learner.
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ADULT LEARNERS AND LIBERATION TODAY

This paper attempts to examine the major insights of Brazilian liberationist
educator Paulo Freire with a particulaf focus on the implications of his insights for adult
learners and educators. With regard to the latter focus, this presentation will critically
| explore the approaches of self-directed learning and the approach to adult higher
education at Capital University. The bresentation will conclude with proposals fér a
discursive model for adult learning.
Liberation in an Age of Postmodernism: Thé Enduring Contributions of Paulo Freire

On the twenty-fifth anniversary of his renowned Pedagogia do oprimido (1970;
ET: MWMM), Paulo Freire attempted to “relive” his early efforts by
offering the narrative of his lifé’s work in his most recent publication, Pedagogia de
esperanca (Pedagogy of Hope). Among Freire’s discoveries is that the revolﬁtionaxy
impetus in Pedagogy of the Oppressed continqes to make a profound impact toward

liberation on a global scale.

-Freiré‘ once stated: “Education is an act of love, and thus an act of t:o:urage.l It
qa;lnot fear the analysis of reality or, under pain of revealing itself as a farce, -avoid
creative discussion.”® If that definition holds, the condition of posnnod_er;ﬁfy_poses some
unique challenges for the quality and fortitude of educéﬁéﬁ. ‘It is worth'notling that Frei'r,e.
considered ev.en his earliest insights to be “postmédem,” albeit with' ; dééid;dly
“progressive” empl_xasi-s.2 “Progressive postmodernism,” according to Freire, has the
charac;eristics of being “radical and utopian.”® Both of these characteristics, as I will hope

to demonstrate briefly below, provide a wide-.ranging summation of Freire’s philosophy.
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The dimension of being “rad‘ical” connotes the themes related to a “critical”
posture--not for the sake of criticism per se, but for the sake of liberation. This suggests a
number of themes prevalent in Freire’s fhinking: the criticism of sectarian Approaches
(both left and right);* the overt attack upon socio-political domination, paternalism,
manipulation, and its destructive fruits (in the. lives of the éppressed) of dehumanization,
fatalism, the “culture of silence,” and the marginalization of the oppressed to the'sfatus of

menos gente (lesser people);™

and radical criticism of the oppressive educational approach
which Freire calls “the ‘banking’ concept of education” by which “knowledge is a gift

bestowed by those who consider themselves knowledgeable upon those whom they

consider to know nothing™®

(an-apprdach which, Freire comments, serves the cause of
oppressors by “changing the consciousness of the oppressed, not the situation which
oppresses them”).” “Radical” (in the sense in which Freire uses the term) dso_@motes
the sense of critical commitment to a posture which one has taken, yet not in arrogance,
but with a desire to be “loving, humble, and communicative,” respecting the choicgs,'
decisions, andlperceptions of others.® There isinherent here, therefore, the‘objectivé of
“dialogue,” which is one of the most predominant and recurrent themes throughout
Freire’s writing. Further elaboration on this theme will made at the end of this se&ion of
ST

the presentation. |

The céncept of “utopia” for Freire suggest.s a number of .impdl-'ta'nt themés, but
perhaps none more imﬁortant than “untested feasibility” (inédito viavel). “Untested

feasibility” points to the right of people to not only “dream” for a better history, but to act

in such a way as to make themselvesA the Subjéct of their own history, and thus rise above
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their obstructive “limit situations.”® Relaied concepts include conscientizagao
. (consciousness-raising),'® praxis (“reflection and action upon the world in order to
transform it”),!! and the basic understax;ding which Freire has of mutual, dialogical
liberation as the only authentic liberation.?

While only this brief overview of the major themes in Freire’s writing must suffice,
a pressing question before us is whethe'r. or not Freire is able to adequately addres§ the
confemporary challenges of postmodernity and to make his insights serviceable for our
present experience. It is my sense that the case ;:an more easily be made to see thé general
characteristic of radicalness as having many parallels to the postmodern condition. This is
particularly born .out in Freire’s consistent critique of sectarianism (including leflist—-i.e.,
Marxist--approaches, which might aétually help distiﬁguish him from any who hold to
modern “metanarratives”)" as well as Freire’s critique of all structures of authoritarianism
and manipulation. Freire’s emphasis on a mutual dialogue respectful of the encounters of |
diversity also approximates the postmodern concern for pluralism, and in fact may be.morlei
respectful for guch diversity by not destroying the particular values of diverSiﬁed peépl’e
which is often inherent in strict postmodernist positions.?* This is panicﬁlaﬂYevic_lent in
the characteristic of “utopia” in Freire’s “progressive” pbstmodernism. thle this would
appear to be a retreat to “metanarrative” in the}viewpoi.nt of many postrﬁodcnﬁﬁs, |
Freire’s position here does approximate the position of feminist .Se'yll'a ABe'n'hab‘ib and others
who would challenge the strict postmodernist position.!* Nevertheless, in Freire’s
concepts of consciousness-raising, praxis, and espeéially “limit situations,” one might be _

able to see that these themes are not discordant with the general critical nature of

169

182



postmodernist positions. It does seem possible to argue, therefore, for a liberative
“progressive” postmodernism such as Freire contends. How much one is able to rise
above the critical flux as an authentic Sﬁbject of one’s history might be contested—and my
sense is that some postmodernists would contend that the “feasibility” can never be
adequately “tested.” On Freire’s behalf, however, I would argue that even Freire is aware
of the immensity of the task of liberation in a postmodern world--maybe more awafe than
most of us, given his experiences in Brazil, Chile, and other so-called “third world”
countries.. That has not stopped him from having “hope.”'

A more comprehensive investigation of Freire’s concept of dialogue and dialogical
education is now 'in ordef. Consistenf with those (i_nciuding postmodernists) whp view the
human being as always “becoming-,”AFreire’s approach toward education affirms that both
teacher and students are brought together through the dialogue and the mutual-

participation in the education of each other.!” For Freire, there are several elements

included in the definition of dialogue (which are no doubt religiously informed): lo_ve‘(for 1

the world and‘humanity), humility (authentic openness to the contributions of 6thers, with
the absence of arrogance), faith and mutual trust (believing in the powef of other human

beings to be creative), hope (a search for a better society “which can be carned out only in

communion with other men” [sic]), and critical thmkmg (“thinking which pe_rceives reality

as process, as transformation, rather than as a static entity”).!* Freire summarizes by
depicting authentic dialogical education as “not carried on by ‘A’ for ‘B’ or by ‘A’ about
‘B,” but rather by ‘A’ with ‘B,” mediated by the world—a world which impresses and.

challenges both parties, giving rise to views or opinions about it.”**
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Part One: Liberating Adult Learners? A Critique of Self-Directed Education from the
Perspective of Liberatory Education

In the remainder of this paper, I‘would like to turn to the more pressing task of
examining how adult higher education is meeting (or not meeting) the task of being both
liberative and postmodern. In thi§ section, I \_:vill examine the status of the more
predominate approach of “self-directed learning” as it has been advanced by Malcolm
Knowles, Stephen Brookfield and Jack Mezirow.

It has been asserted that “no concept is rhore central to what adult education is all-
about than self-directed leafning.”2° “Self-directed learning” is classically defined as “a
process in which .individuals taice the initiative, with or without the help of others, in
diagnosing their learning needs,A forrhulating learning goals, identifying human and material
resources for learning, choosing and implementing appropriate learning strateﬁes, and
evaluating learning outcomes.”? The corresponding approach to education is advanced
by Knowles as “andragogy”--"the art and science of helping adults (or, even better, |
maturing humﬁn beings) learn.”? This approach to education is differentiated from the
more predominant approach toward education in general: “teacher-directed learning,” or
“pedagogy.” That Knowles prefers self-directed learning/andragogy to }eﬁqher—difgcted
learning/’pedagogy” is evident by the contrasts he draws Sétween these qu apbrqaches'._z’.

More recent work in the field of self-directled; learning by_Brbt;kﬁeld ﬁnd Mezirow
has noted some of the éroblems in the anthropological assumptions of self-directed
learning. Broolcﬁt;ld has offered the critique that “we ha.ve come close to acéepfing an

academic orthodoxy just as dangerous as the earlier notion that students were the passive
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recipients of knowledge transmitted by bountiful experts. This new orthodoxy asserted

that all adults were natural, self-directed learﬁers and that the task of the adult educator
was simply to release the boundlgss, peerless capacity for self-directed learning that was
innate but dormant in all adults.”* As Brookfield and others are finding, this “new -
orthodoxy is dangerously oversimplified. Far from acquiescing in the joyful release of
latent talents for self-directedness, many adults stubbomly resisted our efforts.”? |
Brookfield’s own response to this crisis within self-directed learning approaches is to
maintain that “no act of learning can be self-directed if we understand self-direction as
meaning the absence of external sources of assistance.”” Indeed, Brookﬁelci fdund that
adults preferred #“social wnteh” for learning, often comprised (via some of his research
on the subject) of “peers, experfs, and fellow learners as their chief sources of information

and as their skill models. Their learning activities exemplify the oral tradition, whereby

knowledge is transmitted from person to person in informal settings, despite the interest of .

this era in high technology and computer-aided learning.”” Brookfield’s own solutionis

to propose “ﬁéid independence” as the new working model for self-directed leammg :
“Field independent learners are characterized as analytical, socially indepéndent, inner-
directed, individualistic, and possessed of a strong sense of self-identity.’f” In th¢ }.ﬁ»e_ld-
independence model, the role of the adult educator is, theréfore, “to enco_urage a&u]t -
students to vie\.w knowledge and truth as contextuai, to see value _fr'améwbrks vas cultural
constructs, and to appréciate that they can act on their world individually or collectively
and that' they can transform it. In assisting adults to realiée their .adult_hpod by coming to .

appreciate their power to transform their personal and collective worlds lies the unique

172

ig5



mission of the adult educator.”® Brookfield is not content, however to depart from the
basic model of self-directed learning. His intent is to continue to promote among adult
learners a consciousness that is self-directed (though socio-politically contextual) via
techniques of self-direction (whereas the individual adult learner seeks to design “a
successful learning program with a minimum of external assistance”).¥ “When the
techniques of self-directed learning are allied with the adult’s quest for critical reflection
and the creation of personal meaning after due consideration of a full-range of alternative
value frameworks and action possibilities, then the most complete form of self-directed
learning is exemplified. . . . In such a praxis of thought and action is manifested a fully
adult form of aut&nomous, selfl‘-direct.ed learning.™!

A In a similar vein, Jack Mezirbw has argued for a more contextually inclusive form
of self-directed learning by including “three interrela.ted but distinct functions éf adult
learning: instrumental learning--task-oriented problem solvigg that is relevant for
controlling the environment or other people; dialogic learning, by which we attempt to
understand wﬁat others mean in communicatix;g with us; and self-reflective leammg, by
which we come to understand ourselves.”* Each of these, Mezirow contends, helps shape
a variety of “meaning schemes” which allow for the “perspective transfqrrﬁgﬁon_”% .‘fthe
process of becoming critically aware of how and why the étfucture of our psychbc;ulfural_ |
assumptions has come to constrain the way in whiéh we perceive our .‘wdrld, 6f ;
reconstituting that struéture in a way that allows us to be more inclusive and
discriminating in our integration of experience and to act on these né_w understandings.”’:"

Mezirow then adds, “Perspective transformation is the process by which adults come to
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recognize introjected dependency roles and relatioriships and the reasons for them and 70 -
take action to overcome them. . . . The fully functioning self-directed, adult learner moves
consistently toward a more authentic meaning perspective.”** Mezirow believes that the
most serious omission in adult learning theory has been “the uniquely adult function of
critical reflectivity, . . . the bringing of one’s assumptions, premises, criteria, and schemata
into consciousness and vigorously critiquing them.”™ Mezirow then makes the caedid
admission that “there is probably no such thing as a self-directed learner, except in the
sense that there is a learner who can participate ﬁxlly and freely in the dialogue throqgh
which we test our interests and perspectives against those of others and accordingly
modify them and eur learning goals.””-‘s The role of the adult educator in this process is to
“help learners to move in the directien of more authentic meaning perspectives and that
enable them to participate fully and freely in dialogue so that they can come to understand
their experience better while preserving the rights of others to do the same.”’ Mezirow
also understands this task of the adult educator to include a socio-political dimension,-
facilitating the adult learner’s role and responsibility for collective action.® Yet never is
there in this argument a dismissal of basic understandings of self-directed leaming.. “By .
definition, the self-directed learner diagnoses his or her own learning needs and formulates
his or her own learning goals. If the self-directed learner is ﬁxlly functioni'ng,. he er.she
would do this for instrumental, dialogic, and self-directed learning, wlnch all afe rﬁore or
less involved in most siteations.””
It is interesting to compare these directions in self-directed learning with what

Paulo Freire has advocated for a liberating approach toward education, in conjunction
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with the challenges and conditions of postmodernity: Positively, from its very inception,
self-directed learning has challenged--almost to the extreme--any “banking” form of
education. The more recent trends of ﬁroolcﬁeld and Mezirow also seem to approximate
(or at least include) Freire’s concept of “dialogue” as an essential ingredient for education.
In fact, it is usually in this context that Brookfield and Mezirow are challenging some of
the problems of the “new orthodoxy”--a kind of methodolatrous (Gouldner) use of self-
directed learning.** To be sure, the contention of Mezirow and Brookfield for a certain
socio-political dimension of awakening is consonant with Freire’s concept of
conscientizagao. Nevertheless, the liberating task of education involves community as a
necessary ingrediént. “Liberatc;ry education is fundamentally a situation where the teacher
and the_ students both have to bé leaﬁxers, both have to be cognitive subjects, in spite of
being different.”* In my estimation, Brookfield and Mezirow bend in this liber;a.ting
direction, but they do not break (from “self-dirgcted learning). Furthermore, as Freire has |
more recently contended, while the educator always respects the learners, without evér
denying his or her own dream or utopia, “educational practice, whether it be aﬁthoﬁfarian
or democratic, is always directive.”** To be sure, Freire does not intend'his concept of
directivity to allow for manipulation or authoritarianism. The directivity is engmeered by
putting into practlce all the elements of a successﬁ.ll dlalogxcal and hberatmg leammg
experience.
There is a sense in which I believe that Brookfield and Mezirow have articulated a

leaming 'approach which is consistent with a strict vérsion of postmodernity. In an age of

“individualism” (sociologist Robert Bellah) and “declining social capital” (political
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scientist Robert Putnam), the approaches toward self-directed learning that still want to
stress “autonomy” may even play into the hands of postmodemnity. It is more
questionable, however, whether Brookﬁeld and Mezirow have made enough allowance for
critical distance from the postmodern condition, even proposing any truly utopian vision,
when the idea of social context and community is given, at best, second-class
acknowledgment. Why, otherwise, the persistent (methodolatrous?) reluctance to lpart
fro.m self-directed learning?
Part Two: Liberating Adult Learners? A Critique of Capital University from the
Perspective of Liberatory Education

By the serﬁi—public admissions of the Dean of Arts and Science and the Dean of the
Adult Degree Program (both of whdm are also President and President-elect of the |
Alliance), Capital University has parted from the self-directed learning model m favor of a
more directed model of adult -higher education.‘_3 There are further evidences to support
this claim from the 1996 Dayton ADP Center Academic Program Review which
demonstrate thﬁt, over the past five years, there has been a complete flip-flop ‘6f studénts
registered for “independent studies” vs. “group studies” (seminars), shlftmg from seventy-
five percent/twenty-five percent to twenty-five percent/seventy-five perc_enf,_ .re.spec.tively.
The directed studies, as I understand them, are shaped imdl iﬁfomied by the scmiﬁar |
emphasis in ed;xcation, especially for the general educ_ational core (wiﬁéh'cbnﬁnues to be
one of Capital’s strengtf:s), and by a curriculum which is almost exclusively shaped by the
Arts anc’l Sciences curriculum. Patricia Brewer, as part of her doctoral program, is also

analyzing the nature of adult higher education at Capital, and, while the further findings of
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While some efforts are underway to address these issues (e.g., various support services,
preliminary plans to form a student council), outside of the advising role (which, by the
way, is quite significant in itself) there ié a long way to go to keep the adult learners as co-
participants Ain a dialogue for adult higher education.

Another pressing issue, however, concerns the difficulties Capital University has in
terms of liberating relational dialogues between the traditional faculty and the faéulty in
adult higher education.* For the most part, the battle for adult higher education as an
important ingredient to Capital University’s general mission has been won. Nevertheless,
there are some estranged voices within the traditional Arts and Sciences program that
maintain that ADP “still carﬁe§,- amor;g many [how many?] of my colleagues, the status of
‘second class’ degree.” lThe rerlnark‘ is made in the supposed context of bringiné Arts and
Sciences and ADP closer together--and, it would be conceded by all, such pro*imity is not
only warranted and desired (by adult educators and most of the traditional educators), but
acted upon daily. Nevertheless, the as yet unresolved question .is how such proximityWill "
be established’? Dialogically, or oppressively? The case could be made that traditional. |
faculty are still relying on what Freire calls a “banking” approach to education, evident h
especially in the consistent critique from'traditional faculty that eighteen hours is :
insufficient “seat time” for teaching courses in the Arts 'and .Sciences curr'icullur.n.._ By .
contrast, the sénxinar;style of education which Wofks__quite succe;sﬁill& in ‘ADP may be a
closer approximation td Freire’s concept of dialogical education.

What may stand as a symbol of the oppressive is§ues here is the cpntroversia]

subject of tenure for ADP Faculty. F'ollowing'years of planning and work, it now seems
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her analysis will prove most beneficial, I will only sey that there is reason to think that
Capital faculty and staff are not dictated by any current trends per se in adult higher
education, even though what is practiceci has credibility within larger circles of adult
higher education. I suppose there always lurks the danger of a reversal to,-in Freire’s
words, a “banking” approach to education. Nevertheless, generally speaking, we have
found the seminar approach to be profoundly an opportunity to engage in mutual-
dialogical education.

There are also strong indications that Capital University’s adult higher education
will be finding ways to avail itself of greater technology and is on the cutting edge of
exploring relationsixips within otiier schools of the University for more than degree
completion programs. These efforts ere promising, perhaps on the path of meeting some

of the major challenges before the University in the postmodern age. However, the deeper

problems may reside with unresolved or unaddressed (at least openly) issues of oppression -

within the University. As a representative of the Uniirersity, I have no desire to “air our
dirty laundry.” 'On the other hand, there are at least two primary problematic areas from
which I think we can all learn in terms of engaging in a truly liberating dinlogical
education. | |

One of t_he issues has to do with how adult leamers themselves _are regarded.
Most of our adult learners appreciate the flexibility of the program in ierme of convenient
seminar times and even more pliant independent studies; and, it is safe to say, the program
is consequently growing as a result of -these efforts. Nevertheless, Capital University also .

has its unique struggles with community and particularly learning from adult learners.
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likely that such tenure will become a reality for ADP Faculty in the coming academic year.
Interestingly, howevef, such tenure will come not through the process that was originally
planned, viz., on the basis of an ADP ténure document. At an eleventh hour Arts and
Sciences faculty meeting on May 14, 1996, the Arts and Science.s faculty adopted a
resolution of its own Faculty Evaluation Committee that reads as follows: “ADP students
are awarded the same degrees as all other undergraduate students. Thus, it is the'position
of the Faculty Evaluation Committee (FEC) of the College of Arts and Sciences that ADP
Faculty members, when seeking promotion and ienure, should follow the same procedure.
as faculty mehbers in the traditional Arts and Sciences program. It is believed that ADP
promotion and tenure should -t;e comﬁleted in the same manner as Arts and Sciences
Fgcult_y. In addition, thé By-La.ws of the College should be revised to inclu.de
representation of ADP faculty on FEC. The final récommendation for promotion and
tenure should be made by the Dean of the College of Arts apd ‘Sciences in consultation.
with the Dean of Adult Learning. We further recommend that the appropriate deparimént
chair in the traditional Arts and Sciences program review the Annual Report‘i:md evéluaté
each ADP Faculty member each year.”

There are several problems with this recommendation. First of a.ll, r_xbt _“_'ail.qther
undergraduate students” at Capital University receive t'heA“Asame degree.” Itis tfue that |
ADP students. receive Bachelors of Arts, like undérgraduate Art; arid..Séiencczas sfudents.
However, other school§ offer other undergraduate degrees (e.g., B.F.A., B.S.N.).
Seconcily, the recommendation came to the floor withou.t consultatiqn_with ényone in

ADP, even though it seeks to make amends by including an ADP representative in the
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future. Third, according to the proposal, the Dean of Arts and Sciences makes the final
recommendation for promotion and tenure in consultation with the Dean of ADP, which
hardly implies equality. Finally, the “aﬁpropriate department chairs in Arts and Sciences”
are to make evaluations on ADP Faculty, even though there that has been little direct
oversight by department chairs with ADP faculty, and in some cases reluctance to become
involved. Having attended the meeting, I addressed in writing what I perceived td be the
oppressively paternalistic overtones of the recommendation and the misunderstandings -
about adult higher education in general among the Arts and Sciences faculty.® Iam
pleased to say that the FEC has since moderated its tone. Nevertheless, 1 hold this
illustration up as.a case in point of oﬁgoing needs to work toward better dialogue and
mutual respect for educatorsand students (traditional as well as adult) as “peOp.le of
worth.” I do think Capital University will need to come to terms with its own §vays of
being oppressive and/or c00pted by oppression (by any who cower or retreat before the
oppressive conditions wherever they exist). |
Toward Discﬁrsive Models for Liberation in Adult Higher Education

I think more attention needs to be given to the nature of discourse in adult higher
education as a method of being both liberative in a credible way in the aﬂge.‘ éf | |

postmodernity.* For some time, the Frankfurt School (and Jiirgen Habexm_as m

. particular) has called for communicative models of community. Similarly, Seyla Benhabib

has delineated three current models of public space (agonistic, liberal and discursive),
advocating for the discursive model as “compatible both with the general socials trends of

our societies and with the emancipatory aspirations of new social movements.™’ Finally,
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there is the appeal of Freire himself to establish dialogical liberation, a practice which can
only take place in the context of love and freedom.

A truly liberative educational method would have to allow for the kind of
mutuality in dialogue which Freire has advanced. This would tend to advance those
models and techniques which provide for seminar discussion or cooperative learning, and
would tend to downplay strict adherence to any kind of self-directed learning. The
directivity in such dialogical forums must not be manipulative or authoritarian, but a
directivity toward democratic participation. Adult educators are radicalized by the
contributions of adult learners who share openly and honestly within an open forum for
educational enrichment, even as adult educators are radicalizing by their own contributions
which they have to bring to the table in their own critiques and dreams.

Michael Hoy, Th.D.

Associate Dean of Adult Learning
Capital University '

333 West First Street, Suite 130
Dayton, OH 45402-3013 '
Phone: 513/228-5006

Fax: 513/228-4306
e-mail: mhoy@capital.edu
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Degree Completion Advising Model - A Case of Montreat College

Ken D. Lakin Isaac Owolabi Ph.D.
Director of Student Services Dean of Adult Education

Montreat College, Montreat, North Carolina

Adult degree completion prograths have increased dramatically across the United
States in the last few years. Degree completion pfograms are offered via an accelerated or
a traditional semester format. The concept of ac;:elerated courses is not new, but lock-
step evening degree programs are very conducive to a working adult’s schedule. Courses
are offered once of twice lper week in ;1 convenient location close to schools, home or
work. Convenience contributes to tﬁe growth of the programs. One problem that has
risen out of these programs is the high attrition rate. .Adult students are so eagér to
complete their degree quickly they may not havg a complete picture of what they are
starting. Many programs rush the students through the admission and assessment prdcess
so they can beéin the degree completion program as soon as possible. First 'ni'éht |
orientation may address some of the unanswered questions, but for many students it is too
late by that point. They may become frustrated.due to lack of understandmgof thg.
options available to complete all their degree requireméntsl;.' Advising is éritical fo.thé
successful completioﬁ of the program and through éd_vising a prqg'rainﬁca'n in&ee& reduce
attrition. |

In Cheryl Polson’s article “Developmental Advising for Nonﬁ-gdiﬁonal Students”'
she emphasizes the need to provide a1 variety of learning opportunities to adult learners,

almost a menu of various options. Adult programs and the adviéprs must be committed
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to serving these students, not just exploiting a market. Traditional advising methods and
procedures are often inappropriate for nontraditional students.

Advisors for adult students need‘ to be more than just communicators of course
options; they need to understand why the student is going back to school. Adults
frequently seek higher education to gain a specific skill or knowledge. Many adults have
a sense that “time is running out” and their goals may be too specific. The motiv_aﬁon
and .whole picture may be obscured because the students may only be concentrating on -
academic goals. Advisors of nontraditional studénts often receive the venting of the
stress an adult student goes through when the student is trying to jlistify enrolling ina
program. If this x;esistanc;e is not met ﬁrith institutional support, the advisee may
eventually withdraw, deciding the pfogram is not worth the struggle. Throughout a
nontraditional program the advisor must be a source §f support and guidance @olson,

1994).

The struggle to organize home, work and the new addition of school to an adult’s "

busy schedule is a difficult transition. Formal pre-enrollment programs mighf provide.
students with support and a feeling of belonging during a difficult transition time. Many
students withdraw at the early stages of program implementation. Advisof iﬁvol\}ément
or availability is crucial as a student moves from degree piahning to prog'ram |
implementation. Responding to student needs through special ac_ivisiﬂg services
throughout the stagt_:s of a program contribute to decreased student attrition (Holm, 1988).

Academic advising for adult students is particula.rly crucial bgcause many times
when they begin an academic prograh1 they are already feeling behind. Many adult

leamérs pursue academics for pragmatic reasons, and they want to be sure that all courses
202
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fit into their educational goals. For this reason an advisor that advises adults needs to
have a theory base for defending the curricula requirements. Advisors need to be fully
versed on all institutional policies regarciing dropping and adding courses and the
financial implications of interrupting course work. Generally, adult learners need
academic advice throughout terms, rather than only at registration (Schlossberg, 1989).
Pre-enrollment advising of accepted students addresses all questions and péssible
misconceptions the student may have about the program or their degree completion
options before they begin the program. Post-enroliment advising helps to ensure the
probability that students will matriculate due to their understanding and encouragement
received from advisiﬁg. _Individpal advising allows the students to receive personal
attention and allows them the freedoin to ask any question. Programs based upon
traditional semester schedules may find this type of individualized pre-énrollment
advising difficult to schedule. 'If a program has a rolling admission policy this allows time
for students to get personal advisihg before enrollment without having a “mad rush” | |
prior tb term or semester starts. | |
Mon@t College’s School of Professional and Adult Studies Prdgram-is a lock- .
step accelerated degree completion program. Itis possible for students to c;);nplete a
Bachelor of Business Administration degree in appmxixhateiy' two years. 'Adults'that l‘
inquire about the program are invited to an Information Session by‘P.i'c;grém |
Rebresentatives. At the linformation session the representative goes through basic
information about the program, takes the prospective student through the application

process and answers basic questions.
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Applicant Flow Chart

Prospective Student Individual Advising
Attends Information : Session, Followed by
Session final decision to enroll
Application Submitted Student Completes
with Completed Financial ~ Degree Completion Plan
Aid Information o within 1 - 3 weeks of
1 enrollment
Admission/Assessment
Process Occurs : —L
Ongoing Advising of Students
| Throughout Duration of Program on
e Appointment Basis
Letter of Admission with
Invitation to Schedule | | *Mandatory Individual Advising of all
Indlvuéual Advising Students Prior to Last Term
ession

The Program Representative works with the prospective student through the
application process Once the appllcant’s file is complete and all transcnpts are recelved _ -_
the file is sent to an Admissions Speclallst The Admissions Specialist then evaluates the
courses that will transfer and determines courses or credlts needed for graduatlon The -
Program Representatlve also makes sure the prospectlve student sends in all ﬁnanclal aid
information to the Financial Aid office. All students are encouraged tc complete- the |
financial aid process whether or not they plan to use financial aid. o |

Montreat College’s program is a cchort progfam and has a “rolling admissions
policy." Cohorts start every month or so depending upon the number of students eligible
and desiring to start. An accepted student receives an admission letter that includes

information detailing transfer information and general education courses or electives still
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required for graduation. On the student’s acceptance letter the student is instructed to call
the Office of Student Services and schedule an advising session. The prospective student
then meets individually with an advisor.. Every advisor follows a pre-established advising
format to ensure that all points about the program and possible credit options are covered
with the prospective student. At this time detailed questions about Prior Learning
Assessment, CLEP Exams, course for credit options, etc. are all explained. The
prospective student knows from the Program Representative with which cohort they are
eligible to start. Following the advising session, ﬁe student is instructed to contact the
Program Representative to pay their deposit and first payment which ensures their spot in
that particular wﬁoﬂ. |

The first night of orientation is when the students are considered enrolled in the
program. During that first night of orientation, the stﬁdents cover agaixi all opti?)ns to
complete degree requirements and additional questions are answered. In the upper level
BBA curriculum all students complete a Degree Completion Plan. On this form, the |
students write how they plan to complete any outstanding requirements for glﬁduaﬁdn. ‘
The students are encouraged to plan to complete any electives or generall education
requirements while they are enrolled in the BBA core or upper level cumculum Tile
students indicate when and by what method they plan to ﬁﬁﬁll all requirements. o

Advisor availability is essential to meet the Smdmt’s need to 'h;‘-wé queéﬁdﬁs
answered and to revigw loptions. Enrolled students are made aware.of advising dates so °
they can set up an appointment to meet with an advisor. Some studei;ts choose to call an
advisor with a quick question rather than settiﬂg up an appointmeﬁt. All students are

required to attend at least one individual advising session after thc_:y have completed over
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half of the courses in their curriculum. This is especially important to students who are
enrolled in the General Education Curriculum. These student may need counsel on
methods of acquiring elective or pre-requisite courses. The required advising for the
seniors is equally important to assure that all course requirements have been fulfilled and
no surprises surface before graduation.

An established method of indivi&ualized advising before a student enrolls rbduces
the student’s anxiety about entering a new program. The initial advising séssion clarifies
to the student their responsibilities and makes them aware of all options available to them
to fulfill graduation requirements. Thg “ongoing” individual advising ensures accurate

communication to students and increases the probability of students matriculating,

In conclusion, the adult learners are the students of the future for higher education.

“While retention is not the only reason we see for offering quality advising, it is the

reason that seems to have prompted most studies pointing to its usefulness.” (Ganiere

and Kavanaugh 1992, Pg 188). Kroll (1990) reported a general increase in satisfactionon

the part of both the students and faculty in response to a multifaceted approach to
improved advising. Since academic advising is primarily for the student’s benefit, itis .

logical to rely upon the student’s perception of the reality of effectiveness: Thesg

perceived satisfactions and/or dissatisfactions, then , may be used as tools of evaluations

to improve academic advising or advisor’s performance. A handful of studies support

" the advantages of good advising with traditional students; it is our belief that adult non-

traditional students, being off-campus (night program) and without the support ofa .
community of learning around them, \&Wld register the effects of advising even more.

Ganiere and Kavanaugh (1992).
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Irene vaera de Royston, State Umversnty of New York, Empire State College

Higher educational institutions serving adults are facing the same questions regarding
inclusive curriculum as traditional colleges and universities. The call for diversity or
cultural pluralism in social science perspectives as well as professional orientations is
evident in course offerings or within traditional curriculum. The struggle that some
faculty may face is the approach they take to curriculum development. In the past the
access question was paramount in the minds of administrators who faced issues of |
recruitment and financial assistance. Those issues may linger, however, there is evidence
of some changes in “Black Issues In Higher Education” February 22, 1996 issue on
recruitment & retention. Ronald A. Taylor’s article on “A Degree of Success” reports
that statistics from the College Board shows a steady increase in recent years in the
number of degreee awarded to _Black students. The multiplicity of students’ backgrounds
brings us resources to draw on personal experiencee and adds the interactive and"
reflective component to teaching and learning. A consideration we may now face is the

question of what we, as educators in alternative degree programs for adults, have done to

prepare our students and ourselves to maintain and enhance our multicultural perspectives.

Multicultural education models include several approaches and perhaps are best
summarized by James Banks' (Anntroduction to Multicultural Education) evolutionary
diagram of ethnic studies. This diagram moves educational initiatives from a curriculum
reform which identifies the following progressive stages: Anglo-American Centric
Perspectives— Ethnic Additive— Multiethnic Perspectives— Ethnonational

Awareness. In the "Ethnic Additive" stage, various ethnic notions are added to the major

curriculum; progressmg to the "Multiethnic" stage calls for a curriculum in wluch every

historical and social event is viewed from the perspecuves of different ethnic groups. At
 this stage of curriculum development, the Anglo-Amencan perspective is only one of

several and is in no way superior or inferior to other ethnic perspectives. The final stage,
"Ethnonational" considers a world wide or "national" perspective wherein social or -
historical events are studied from a "nations" perspective inclusive of Africa, Asia,
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Australia, Europe, North America, and Sbuth America.

Bank’s final stage responds to the globalization approach and serves us well in times
of multinational corporations and the world markets. The most apparent approach to
multicultural education appears to be best defined by Bank's model or stage of
"additives”. This stage is actually support by Paul Pedersen's concepts of awareness
knowledge and skill. In Pedersen's work, (A Handbook for Developing Multicultural
Awareness), it is identified that diversity training or "Culture Centered" programs must
begin with awareness, include specific knowledges on various groups and contribute to
skill building in the areas of communication, education and service. In Mary Ann Smith -
and Sandra J. Johnson's edited text Valuing Differences in the Workplace, Barbara A.
Walker identifies key principles of the "valuing diversity approach to diversity training" as
follows: “people work best when they feel valued; people feel most valued when they
believe their individual and group differences have been taken into account; the ability to
learn from people regarded as different is the key to becoming fully empowered; when
people feel valued and empowered they are able to build relationships in which they work
together interdependently and synergistically”. |

How are these principles covered within higher education models? Do curriculum
designs bring people together to "learn from people regarded as different" or do the major
part of our approaches utilize a secondary source reference by reading literatil_re and
discussing thebry? Don C. Locke's Increasing Multicultural Understanding: A -
Comprehensive Model also calls for self awareness and awareness of culturally diversity.
We could therefore expect that successful multicultural efforts within higher education |
incorporate self awareness, awareness of cultural patterns, awareness of 'iheeﬁ'ect of
dominant cultures, differences and acculturation. By revxewmg our ap'prbach to
multicultural education we can share ideas regardihg our various apprbaches,:compare
stories regarding the impact of curriculum and desigﬁ_ learning activities that go beyond the
classroom or instructional medium and impact change on botha pei'sonal and
organizational level. Many of the writers of cultural diversity resources acknowledge that
it can be a difficult task to introduce culture and cultural differences. One approach
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suggested is to ask our students to read and analyze various “critical incidents”. These
critical incidents provide real life scenerios where individuals face decisions about
interacting with others. Another way of introducing the importance of culture and cultural
differences is through active and participatory research in areas where students already
have some familiarity. Asking students to recall their own socialization experiences and to
conduct a personal autobiography on how their race, gender or social class has impacted
their life, offers an affective and operational element to their learning. We need to consider
what our measures of success for “cultﬁre learning” are. What might we label as.
"outcome” measures?

Cultural learning requires a comprehensive approach to the human experience and to
the concept of human dignity. Strategies to encourage cultural learning require
fundamentally different methods from the more linear subjects and it embraces all of the
disciplines because culture and learning are comprehensive and holistic. Culture is almost
impossible for one to identify or recognize on one’§ own. We learn our culture laden
behavior from earliest infancy and most of our personal cultural ways of being are
subliminal. It is possible to set conditions for learners to examine their personal cultural
orientation. By knowing our personal cultural orientations we can become aware of our
biases, become intellectually flexible and more open to others. Individual learning
experiences can be explosive. Creating interconnections and interrelationships expands
the person’s abxhty to live more fully and enjoy more completely. Each of us responds to
our culture in a unique and personal manner and our culture is often unc‘onsciqus.
However, it is possible to come to grips with our culture when we examine our -
orientations in relationship to how we react and relate to those who are percelved as

Our perception of others conditions our undersianding or lack of uhderstanding of
them. If we are open minded and have lots of expenence meeting with diverse people,
the way we approach the study of culture and diversity will be different from an individual
who is prisoner to prejudice and stereotypes. In learning and teaching activities this is an
obvious reality. Accommodating various levels of awareness, knowledge and skills
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continues to be a challenge for facilitators of cultural diversity and multicultural education.
Perhaps we can recall a time when the practicality or importance of multicultural
education was under question or ridicule. Students and faculty alike may have argued that
diversity training and multicultural education in fact was divisive rather that community
building. To discuss differences in cultural ways of being could invite more stereotyping
and after all weren’t we really seeking a “color blind”, classless society? This view could
be seen as a “besides the point attitude” yet this attitude may in fact reflect a resistance to
multicultural perceptions. It is the role of faculty to confront apathy and hostility in
multicultural learning. If we can divorce the student from questions of relevance, or issues
of fear and hostility, we can set the conditions for the ultimate purpose of education which
is to bring the student to a lifetime of learning, a lifetime of learning more about '
himself/herself and a lifetime of reordering personal priorities, values and attitudes.

This personal 'approach to cultural learning is risky business in that it calls for the
individual to examine their belief systems and to recognize how this belief system effects
their behavior toward people who come from a different type of socialization. A case in
point may be needed to actualize this concept. As a learning assignmexit students were ask
to prepare a personal “culturgram”. Three different models for this “culturgram” were
provided. One model asked students to consider primary and secondary dimensions of =~
culture. The primary dimensions included age, race, ethnicity, gender, sexual affectional . -
orientation anﬂ physical abilities or qualities. The secondary dimensions were listed as -
work background, communication style, socioeconomic status, marital status, .native |
born/non native born, military experience, functional specialty, religious beliefs, thinking
styles, geographic location, parental status, and educational _achiever_nentf The next model
list the many facets of culture as including values, befiefs, emotions, laws, attitudes,
norms, material possessions, aspirations, perceptioﬂs and symbols. - The final proposed
model asked students to prepare their “culturgram” by consideriﬂg the degree of cultural
and psychological change they and their families have experienced in terms of
acculturation. ' : o .

In the three years that this exercise has been assigned, every student chose to create
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their personal “culturgram” based on the first model described. This dimensions of culture
approach appears to be the model which fits their present level of conscious awareness.
Students prepare this “culturgram” and present it during discussion sessions. This
exercise allows each individual a personal voice in who they are and opens the door to
consideration regarding culture’s influence on behavior. There are countless stories to be
told and in the over 100 students who have participated in this exercise their stories are
illumination of the common struggles that we face in our private and public lives. This

approach to multicultural education lends itself to the importance of “starting where the

student is”. The reflection of these personal accounts of assimilation, acculturation and on -

occasion cultural pluralism, can take on academic integration in terms of the principles of
sociology, anthropology, communication, psychology and human relations.

Using learning activities of this manner does require a lead in and preliminary
conceptual preparétion. The progression into the personal reflection of culture’s influence
and effect on behavior follows historical and demographic foundations of knowledge.
There continues to be debate regarding historical perspectives and in the past much of this
debate had to do with whose story was at the center of the historical account Curriculum
continues to be “anglo-centric” or perhaps the more progress texts have a “ethnic
additive” approach. Various groups charge educators with pérpetuating a superiority -
attitude; the contributions of African Americans, Asian Americans, Latino or Hispanics,
Native Americans and Women are perhaps more evident in today’s accounts of the
building of our nation, but the point of entry to historical perspectives is still regarded as a
“white male” account. Therefore, the struggle for building foundation in multicultural
education is likely to continue. Another illustration of this struggle is in thé concept of

bilingual education. In fact, the bilingual education movement of the late i960's could be

considered a precursor to multiculturalism. There can be said to be three specific
curriculum models to bilingual education. The most fatmhar model is the “transition”
model which calls for educating students in their native language while you teach them
english. At the point of minimum proficiency in the english language the student is
transferred to a regular english only classroom and immersed in the academic and
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language programs offered to “mainstream” classrooms. It can be said here that even our
language regarding this transition puts a superior attitude as the english only track is
referred to as “mainstream” and the bilingual track is called “transitional”.

Another form of curriculum in bilingual education was introduced in the 1960's. This
model was called an “enhancement” model. In this model, bilingual education was an
option for all students. A non spanish speaking student could be included in a bilingual
program where language and culture was central to their education studies. This model
did not simply include a “foreign MMe” as one of the subjects the student took. The
student would actually study science, math, reading, art, music and other academic
disciplines in the bilingual mode. The model recognized the enhancement the student
receives. This is a fascinating model when considered in regards to current multicultural
education efforts. The enhancement model could be said to mirror Banks’ multiethnic
perspectives stage of multicultural education. The final approach of bilingual education is
actually the approach that was initially used in the early immigrant beriod, it was an
m&ﬁon program, learn english and assimilate. This approach can be likened to Banks’
“Anglo-centric” perspectxve

It may actually be apparent at this point, as we consider multicultural education and
curriculum building activities, that there is no one way to approach cultural learning. _
There is a general recognition that cognitive, affective and operational domains of learning
need to be considered as we build learning activities into our academic offerings. Robert

Kegan, in his recent publication In Over O 3 :
Life, reminds us of the complexity of the mind and the impact of reflective Judgment in
regards to reconstituting self. The call to multicultural learning can be initiated bythe
student or it can be initiated by the demands of post modern times. An émployer may ‘
want to be certain that students are prepared to interact in a diverse setting. The student
may have a curiosity regarding ethnic or gender focli_sed study. In fact, as we consider
multicultural studies we can identify several traditional and none traditional courses or
disciplines. Some of our multicultural offerings are anthropology courses, some are
sociology courses, some are part of an “ethnic” or “women’s” studies department and
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occasionally you may find a study under the communications departmental offerings.
History departments have also developed focused studies for various groups. No one
owns the rights to this area and it is certainly interdisciplinary in nature. This offers us
great flexibility in how we design curriculum and allows for diversity in approach.

Carley H. Dodd and Frank F. Montalvo, in their edited text Intercultural Skills for
Multicultural Societies, offer the following criteria for cross-cultural training: a) how
satisfied or well adjusted, is the trainee to using multicultural perspectives, b) how
satisfied are those who employ the trainee and c) are the task required of the tramee being
carried out in a culturally sensitive manner. How can we consider this in light of outcome
objectives for our students? In a program which measures attitudinal levels prior to
exposure and attitudinal levels after a concentrated program of awareness, knowledge
building and skill enhancement, perhaps we can identify some outcome measures and
encourage our adult learners td recogmze a continual need for self directed and self
initiated life long learning in cultural diversity. Our leaming objectives need to build on
communication, understanding, collaboration and interdependency which celebrates our
diversity and focuses on a strengths rather than deficits model of interracial, multiethnic,
multibelief systems, social class, gender, physical abilities and sexual orientation.
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Part One of an Outcomes Study: Implications for Management Education
by Carolyn C. Shadle, Ph.D., Alan Belasen, Ph.D.
and Meg Benke, Ph.D.
State University of New York/Empire State College

THE NEED FOR OUTCOMES RESEARCH

In recent years, schools of business have been challenged to modify their
structures, processes, and methods of learning and teaching to respond more effectively to
the growing need of adult learners in a new market segment — the management
development degree program (Fortunato, Belasen, DiPadova, Hart, 1995). Criticism,
aimed particularly at traditional schools of business, has called for the implementation of
more innovative approaches to management education, increased access through greater
feasibility, enhanced acceleration via the granting of credits for college-level learning, and
ultimately increased program relevance. There has gone out a call to make management
education programs more r&sponsxve and accountable to market needs (Porter &
McKibbin, 1988; Muller, Porter, & Rehder, 1991)

' When SUNY Empire State College was established in 1971, it began a tradmon of
student-centered education, similar to that of most Alliance institutions. Our practice of
being responsive to student needs is consistent with this more recent call for management
education to be accountable to "market needs". Drawing upon work done by Alliance in
identifying important competencies (Adult Learning Outcomes Project, 1995), Empire -
State College launched a major three-part Outcomes Study in 1994 to evaluate the.
effectiveness of the college's undergraduate FORUM Management Development Progr_ani
and to insure that it is accountable (Shadle, 1995).

FORUM is a program begun in 1985 in Central New York for eicperienced
managers seeking an opportunity to complete their bachelor's degree while continuing
their professional obligations. In the past six years the program has been replicated in

Western New York and Eastern New York with a FORUM Advisory Board ovérseei_ng- '

policy and academic quality in the three locations. It was the intention of the Board that
the Outcomes Survey provide valuable data which the Board could use to improve the
program and relate to the criticism being launched at management programs.

In addition to criticism cited above, another stream of criticism has been aimed at
management education pedagogies and the content of learning. It has challenged
management education to shift its emphasis from management knowledge acquisition to
management skills development and from understanding by listening to learning by doing
(Whetten, Windes, May, & Bookstaver, 1991; McEvoy & Cragun, 1987). More recently
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and consistent with the call to integrate cognitive and behavioral methods of learning into
an integrated scheme of learning (Fleming, 1992; O'Connor, 1993), Whetten and Clark
(1996) proposed an improved methodology for teaching skill development "in a way that
systematically integrates the best features of a variety of traditional methods, and treats
thinking and doing, and learning and applying as mutually enhancing learning processes"
(p. 153). Their framework, basically an adaptation of Kolb's (Kolb, 1984) integration of
action learning and reflection with practical and abstract thinking, results in the
formulation of a dual learning cycle: assimilation through experience, understanding, and
practice activities; and postcourse practice through reflection and application . They
argued that this integrated model, more than existing management education methods,
places students in the role of proactive learners, thus promoting long-term behavioral
change through motivation for self-directed learning.

Criticism and assessment of management education programs have been useful in
challenging institutional leaders to reexamine their programs. One recent source of
criticism is the Task Force on H_igh Performance Work and Workers. The goals of the task
force were to recommend models of cooperation between business and higher education
institutions and ultimately to provide higher education with parameters for future
directions based on the viewpoints of the corporation. The observations of the task force
corporate leaders were very specific:

. I-Iigher education does not take the needs of the pnvate sector seriously.

* In the face of global competition, higher education is behind the curve - unable

to respond quickly and trapped in a discipline-bound view of knowledge. .

» Corporate leaders are concerned less with a decline in the quality of higher

education than with developing workers who can adapt and lead in business

conditions characterized by dramatic change. |

» Corporate leaders agree that graduates are deficient in a number of areas, -

including leadership and communication skills; quantification skills, interpersonal

relations, and the ability to work in teams; understanding the need to work with a

diverse work force at home and abroad; and the capacity to adapt to rapid change.

« Several leaders report a reduction in their emphasis on hiring graduates right out

of college in favor of hiring more experienced workers. .

» Some business leaders have significant reservations about the value of the MBA

(Business Higher Education Forum, September, 1995). o

Although some schools have responded enthusiastically to these criticisms, most
traditional schools have changed their methods and pedagogies only marginally, usually
through an increase in the scheduling of evening classes or more dramatically through the
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introduction of weekend classes and the presentation of courses over the Internet. Brown
University and the University of Pennsylvania, for example, have begun to offer their
graduate courses over the Internet (USA Today, 8/7/96, SD). At Wharton Business
School, Thomas Gerrity, the Dean, has taken some steps-to transform his program along
the lines of the market model of reengineering by tearing down functional divisions,
relocating staff specialists and students to interdisciplinary teams. He has also tried to
remove the barriers which have separated his school from the university's other programs.
Students now offer consultancy to other parts of the university. They are also sent on
"global immersion" missions to become versed in international business management (The
Economist, April 13, 1996). Harvard Business School, which has been criticized for it
lack of innovative curriculum and turning out general managers that are good at selling
themselves rather than effective leaders with strdng interpersonal and computer-based
analytical skills, has gone through a similar, although not as dramatic, transformation . A
"Foundations" course was added to its curriculum emphasizing analytical, interpersonal,
and ethical skills. The school has also recruited more foreign teachers to add an
international flavor to its cumculum The school has also begun to pay more attentlon to
business firms that employ its MBAs (The Economist, Oct. 7, 1995, p. 69). Other
schools have responded by increasing the number of evening classes and by establishing
certificate programs. '

Although encouraging, these modifications seem to be driven by the need to align

organizational capabilities with strategies to become more competitive. They are input or .

institutionally-oriented. On the other hand, the criticisms suggest that modifications
should be made as a direct response to adult learners' professional and organizational
needs. That is, they should be output or customer-focused. It was not surprising, then,
to find that although some schools have changed some of their structures, their curricula
have remained essentially unchanged. An experienced manager seeking formal education,
for example, is still required to take the standard dose of functional and nianagerial
introductory courses, regardless of his’her prior learning and practical knowledge.
Meanwhile, non-traditional schools have, usually since their. incep_tidn, utilized
more flexible structures and methods of teaching to accommodate adult learners' needs.
(Johnstone, 1994). Empire State College's FORUM Management Development Program
is a case in point. FORUM's philosophy is rooted in the assumption that everything that
managers need to know is determined not by a rigid list of courses but by students using
their wisdom and accumulated knowledge and skills to look at things holigraphically --
how the whole fits together. - The students create their own paradigms and conceptual
frameworks within which learning takes place in an integrative way. FORUM facilitates
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the learning by providing a broad range of group studies which can be combined with
unique individualized studies to fit student need. The process of study is also flexible,
allowing students to work independently and also meet with instructors and fellow
students at six intensive weekend conferences each year. In its effort to continually
address what it perceives to be market needs, one of the FORUM programs
(FORUM/East in Eastern New York) has launched a competency-based management
program that is geared toward action learning and is rooted in skill assessment,
development, and application (Belasen, Benke & DiNitto, 1996). Competency-based
education is intended to assure that participants can take best management practices and
transfer them into their everyday experiences.

EMPIRE STATE COLLEGE'S OUTCOMES RESEARCH |

Despite a history that seems to respond to many of the contemporary criticisms
of management development education, Empire State College is committed to continually
reexamine its programs to see _if the college is addressing needs as they change. The
FORUM Outcomes Study was determined to be an appropriafe mechanism for.such an
assessment. |

It was designed in three parts, using various methodologies. Part One, reviewed in
this paper, utilized a questionnaire sent to all 318 graduates of the FORUM program. It
was primarily quantitative with some opportunity for open-ended qualitative responses. |
Part Two, currently in process, utilizes three cases to which students respond. Part .
Three, not yet begun, will involve interviews with a selected number of the sponsors who .
employ the students/managers

Part One contained seven sections. Sectlon I sought information relatmg to
students’ reasons for completing their college education. They were asked to rate the
importance of various reasons related to career improvement, academic goals, personal
development and social cultural participation goals. Sections I and III sbught infoﬁnation
about competencies. Section II was an open-ended question inviting students to describe, |
in their own words, the competencies they believed were important to cpntinuous |
learning. Section I listed 70 competencies in five categories: Comxﬁunication,
Interpersonal Relationships, Inquiry and Analysis, General Education (including such
competencies are working independently, identifying issues that reflect public policy,
interpreting literary works, thinking in terms of systems), and Application of Knowledge
and Skills (including such items are the roles of a manager, connecting theory to practice,
understanding economics). The information sought in this section was growth. Thefefore,
for each item graduates were asked to rate their degree of competency prior to enroliment
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in the FORUM program and, on a Separate line, to rate their competency upon
completing their college education. Section I'V sought information about the graduates’
perception of the academic challenge provided for them in the FORUM program (for
example, in research or in writing), the reasons the students chose the FORUM program
(e.g. self-fulfillment, requirement of employers, etc.) and their level of satisfaction with
the program. Section V gathered information about graduate studies undertaken or
anticipated by FORUM graduates. Section VI sought information about the impact of
the FORUM program on career or professional outcomes. And Section VII asked
students to rate the overall effectiveness of the FORUM program and the factors which
impacted their success. Section VIII gathered demographic information. . '

FROM DATA TO INFORMATION

The data reported from Part I of the Outcomes Study was reviewed by a three-
person review team within the FORUM Advisory Board (Drs. Alan Belasen, Meg Benke
and Carolyn Shadle), chaired by Dr. Carolyn C. Shadle. The team’s charge was to
transform the data into useful information by identifying implications which the data
might have for the FORUM program. We will outline here findings that the team felt
impact the program's mission, program development, overall program effectiveness, and
future research. ' -
Mission

Regardmg the mission or pbrlosophy of Empire's FORUM program, the data

. strongly indicated support for the essential elements of the program which embody the

school's philosophy: individualization, independent learning experiences, flexibility,
mentor support, and the validation of experience-based learning.

The data also indicated that students' horizons were expanded as they progressed
through the program, which supports the program's commitment to business education
within the context of broader learnings: The students maintained that they entered the
program primarily for career-related reasons (to become more marketable, to imbrove
professional status and to improve their chances of promotion) and that their primary
focus was on business and management studies. A large percentage, however, indicated
that they grew to appreciate learnings in a wide variety of subjects, understanding and
appreciating creative and artistic expression, understanding and interpreting literary
works, understanding the environment and ecological systems, dealing with moral and
ethical issues, being able to place problems in their historical perspective and i rmprovmg in
such areas as communication and critical thinking. They also apprecrated their growth in
self confidence, the knowledge they gained about their preferred learning styles, and their
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ability to focus, prioritize and manage their time. The review team noted that students'
goals were largely self-focused. For an institution committed to putting the learner at the
center of the learning experience, this mformatlon was not surprising and, in fact, affirms
much of the program'’s mission.

What ranked consistently low was interest in or growth in interpersonal,
social/communal and cultural areas. "To become involved in social or political activities"
ranked lowest among the students' goals. "To participate effectively as a citizen" was also
ranked low. The only higher ranking response in this goal are was much more personal,

"to serve as a role model for my children/community”. In terms of growth attributed to
the program, the surveyed students ranked their growth in "commitment to the
community” as lowest among 70 options.

Program Development

Students, like the critics of management education, focused on the importance of
communication, critical thinking and self-direction and stated that they grew in these
competencies. Unlike the corporate leaders reviewing needs in management education, the
FORUM students did not put much stress on learning related to change, teamwork,
leadership or the willingness to take risks.

Closely related to the leadership issue is that of vision and citizenship. 'Whether it
be in the workplace or the community, students found the program to do little to enhance
their skills in providing vision. ' '

One section of the survey invited students to assess their growth in a number of
areas. Although they identified communication skills as a major outcome, they also
indicated that in some aspects of communication the FORUM program only added
marginally to their skills. These included speaking in front of groups, hstemng skills, and -
demonstrating confidence in presenting ideas. :

Time management was identified as the area of greatest challenge to the students -
not surprising, given the demands upon the students from home, work and school. -

Interpersonal-Communication was identified as the least challenging area, as
compared to the challenges of managing time, writing and doing research. This may be
because students come into the program with a high degree of competency in this area.

Or, further research might reveal that students have not been challenged to know that they
do not know about interpersonal relations. Such knowledge mlght enable them to be more
effective than they presently are able to be. .

Noticeably absent was mention about computer literacy. Few students listed this
as an important learning outcome and none highlighted the topic as an area of growth.
Perhaps the instrument was deficient in not probing this area more directly, or perhaps
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the program has not put high emphasis on this as a learning outcome. This is a topic for
further exploration.
Overall Effectiveness

The Study attempted to measure FORUM's effectiveness in preparing students for
graduate study. Since the program is relatively new, with approximately eight years of
graduates (most in recent years), the data was difficult to interpret. The data did indicate,
however, that 23% of the students applied to graduate school-(up from 11% who had
originally intended to do so when they entered the program) and 16% had enrolled. These
percentages are comparable to graduate school enrollment rates reflected in other '
outcomes studies conducted by the college. Given, in general, a highly capable group of
students with higher than average disposable income, one might expect a higher percentage
to attend gfaduate school. However, the higher average age of FORUM students (47 as
compared to 37 in the college overall) might explain the lower graduate study rate.

. When respondents reported their level of overall satisfaction with the FORUM program,
98.3% reported themselves to be satisfied or very satisfied. When asked if the program had
impact on their career mobility or professional development, students reported great impact
on their marketability and enhancement of their ability to perform in their current position.
Few had yet seen their involvement in the program result in new positions or promotions.

When the students reported what they perceived to be the overall satisfaction of their
employers, 90% reported that their employers were "very satisfied" or "satisfied", with half
of those "very satisfied". The reviewers would have preferred a higher percentage of students
reporting "very satisfied". Students may have been reporting their view of how their
employers' perceive the time employees must devote to their studies. Perhaps, howev_er,' their
ratings were related to what they believed was their employers' perception of the quality of
the program (and gap between their expectations and reality). Further research, including the
employer interviews scheduled in Part ITI of the Outcomes Study, should address more
specifically the satisfaction level of the employer. ' o |

_An analysis of the factors important to the students' success in completing the -
program revealed that the extrinsic rewards were rated the highest (i.e. indebendent
learning format, individualized degree programming, flexibility, credits for experience-
based learning, and opportunity for acceleration). Somewhat surprisingly, students did not
rate as high the factor of mentor support.. They repeatedly indicated that personal drive |
and motivation were important in their ability to complete the program. Since intensive
mentoring and faculty interaction are major investments in the program, the team
conjectured that perhaps it is to the credit of the mentor that mentors empower and
enable students to manage their lives to achieve their goals, and, by validating the student,
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allow the student to claim the credit. The team was also surprised that students did not
rate employer support as a highly important factor in their success, since most students
receive major proportions or all of the costs of the program from their employers.
Further Research ‘

As with any research, it is always possible to think of ways that the gathering of
data could have been improved. The team observed, for example, that asking students to
state the goals that led to their enrollment in the FORUM program would yield more
valid responses if the question were posed upon entry rather than upon graduation. The
fact that the question was posed after completion of the program may explain the strong
correlation between what they identified as their goals (marketability and personal
satisfaction) and what they identified as the impact of the program on their lives and
careers. |

Several areas have been mentioned above as questions worthy of further
exploration in order to more accurately adjust the program to meet the college's mission
and students' (and the market's) needs. A partwl listing follows:

* What are the competencnes in the area of interpersonal communication as related
to the possibilities for learning and growth in this area?

"« What program modifications are appropriate and possible to enhance students'

identity as citizens, leaders, collaborative workers, and change agents?"

* What role is FORUM playing, or should be playmg, in the development of
students' computer literacy?
» What is the level of satisfaction on the part of the sponsors?

In its effort to move from data to information the review team provided the
FORUM Advisory Board with a fuller report, including implications of the data to
marketing and administration, along with recommendations and questions.

BROADER IMPLICATIONS FOR MANAGEMENT EDUCATION'

‘How does the information gleaned from the FORUM Outcomes’ Study relate to
criticisms we have been hearing about management education? What are the unphcatxons
for management education, in general? FORUM's study has pmpomted the need to aim
the curriculum more toward needs expressed by businesses to meet the changing demands
of the marketplace. FORUM students clearly demonstrate a need for a more vigorous
business management program tailored not only to their current professional needs, but _
also one that will prepare them to deal more effectively with future changes. While they
indicated appreciation for the opportunity for professional growth, the data suggested
that there is a need for their education to become integrated into the whole scheme of
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corporate change. Moreover, they need to become skilled at dealing and adapting to this
change. Curriculum development around the ideas of change and innovation,
organizational transformation and leadership roles, competency-based management,
teamwork, time management, business communication, cultural diversity, critical thinking,
decision making, and problem solving are the skills that seem to be most profitable for
managers now and in the future. The data also highlighted students' need for greater
knowledge in the area of social responsibility and citizenship. It confirmed some of the
observations made by corporate leaders - that middle managers are concerned about their
professional development, but need to pursue their development in the context of their
institution and the society at large.

It will now be the task of the FORUM Advisory Board to continue accumulating
data in Parts Two and Three and to work with its faculty, students and sponsoring
employers to fully understand the implications of its findings and ways to implement
appropriate programmatic change. These findings, together with criticisms launched at
management development education, can be useful in guiding the entire management
development field. o
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Teaching Online: Design Issues and the Creation of an
Asynchronpus Learning Environment
Changing student characteristics and a changing higher education environment prompt a
look at new modes of course delivery. | The average age- of fhe college sfudent has increased
markedly as people enter, leave, and re-enter higher education usually as a result of work
responsibilities, finances, and changing career paths. Almost all' my students have family and
work responsibilities wﬁch often hinder their abilities to devote a letigth of time to obtain an -
undergraduate degree. Rising tuition has also made it diﬁicul_t to pay for their educational R
expenses and thus many augment family resources with heavy work responsibilities whﬁe
enrolling m just enough credit hours to remain eligible for financial assistance. 'Ifhese.factdrs, as
well as an array of others, indicate constraints of ﬁme and place. Asan instruc_tof in'a R
nontraditional a&ult education program, I constantly seek new ways to improve the delivery of
my courses and my teaching effectiveness. At my university I am attempﬁpg to use new
technologies to develop anyﬁme(anyplace learning strategies which are equivalent to or greater
_ than the learning outcomes achieved in the more traditional courses. Although-feaching online
required some re-engineering of one's pedagogical methods, it did not require as radical a change
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as might be thought. Pedagogical enrichment occurs when the profile of a course does not

change, in terms of desired outcomes, but within the course itself the instructor finds ways to
create a learning environment which is richer than the previous version (Collis). Through simple
communication technologies, primarily e-mail and a usenet news group, I am working toward
enriching the learning environment of my students. Although I use some online course
instruction in other courses, in this paper I will‘focus primarily on the courses that are oﬁ&ed
strictly online; no campus visits are required unless the students wishes to do so. The syllabi for
these c;)urses can be viewed at http://www.stedwards.edu/newc/ursery/ursery.htm .

An online educatqr is one who creates an environment in which remote, content-based
and often theory-based learning occurs. An environment in which the learner can operate asa
researcher and can demonstrate proficiency in course learning outcomes. It is important that the
creation of learning outcomes should include not only the content of what the brofessor wishes
the student to learn, the learning corhpetencies, but, as importantly, how the student will achieve
these competencies, and at what level. While it is important that clearly stated leaning outcomes .
be an essential part of any
syllabus, given the asynchronous aspect of online teaching they become even more i;nportant
(see http://www.stedwards.edu/newc/ursery/buseth.htm for exaniplgs). The incréaéed use of
anytime/anyplace learning techniques will someday, I hope, allow co'lleg-es and @vqrsiﬁes to
award credit on an assessment of outcomes rather than on contact hours.- o

Critical thinking skills become even more crucial in t.his type of environment because
sélf-directed learning requires the student to distingtﬁsh between good and poor research as well-
as between good and poor online comxﬁudcaﬁon skills. It also requires the student to more

actively participate in their own learning. The ability to problem solve is a paramount need as is
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a continuing learning and relearning of technological aspeéts in order to continue their education -
and to make the machine work; applications, interfaces, terminology, and changing formats and
syntaxes. Online students have to actively folléw some frame of structured thought to
consistently use the format. By default they must think, read, and understand - whether word or
graphic symbol, and discern toward choice. Asa distance educator, much of my task is to assist
with strategies that facilitate curricular use of thlS educational enﬁoment for learning and
research. The anytime/anyplace learning student must be placed at the center of this new
environment since much of their learning must be achieved Qithout the help of a "teacher." In
order to allow students to dwell on content that is.often times difficult for them to learn, the
information-providing' element of teachmg will be mediatéd and the faculty-student contact time
will diminish to where it will be used in only those instances where the learner needs assistance
(Wagner 12). Since this form of educational delivery is often asynchronous, th.e online teacher
must be actively involved in monitdring and guiding the class, often on a daily basis, but the |
information-providing aspect will be secc.mdary to the information-guiding aspect. |
Ina traditionai face-to-face, one-to-one or one-tﬁ-many teachingﬂearning eﬂvi-rbnment'it_
.is relatively easy to identify the tools of the task. They include buildings, books, lectures,
classes, office hours and the like. Introducing an element of mﬁme/mwlue _léaming into a
traditional setting may enrich learning, reduce the cost éf teaching, of reduce classroom time and '
space constraints but this in itself only represents a movement towérd the bﬁpornxﬁiﬁes presented
by an anytime/anyplace learning environment. Such an envix;onmént, however, is more than just
alshift to the distance education end of the delivery spectrum. Itinvolves a pedagogical shift to -
the construction of an educational estaﬁlishment to serve an open learning environment, although

not an open ended and free form environment. The distance education instructor has to work
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with guidelines and parameters otherwise at worst the student falls hopelessly behind or the class
becomes only an opinion sharing endeavor. Computer mediated instruction and distance
education in general asks that we get education ‘out of the classroom and into student’s work and
home environment, as distinct from using technology to reinvent or revitalize the traditional
classroom. Revitalizing the classroom may solve some of the problems facing the teacher and
the institutipn, but usually does not address thé problems faced by the adult learner. Also; it does
not address the issue of individual versus group work skills as a part of the educational process,
as a desired element in learning. This is especially important as computer mediated technologies
and video-communications make group work and distance work more desirable and more
effective (Moller and Draper 12).

Using instructional television, comp-ressed video; multimedia CD-ROM delive;'y systems

are nice, but currently too expensive for many colleges and universities. The introduction of

anytime/anyplace learning via e-mail and usenet has the greatest benefit in courses where student

interaction and discussion of material and issues are encouraged as a way to build students'
understanding of course content. I have taught four different courses using online techniques.

For example, an introductory Ethics course

(http://www.stedwards.edu/newc/ursery/applyeth.htm) is taught solely using computer mediated

communication and prerecorded videos the students are allowed to check outl'_for the _semester. In
the course I_ opted to keep things simple (and cheap) by sticking to simple' e-.mai-l énd a Usenet
discussion group. I have an optional orientation t§ help Stucients'm activating their qniversity
computer accounts. Students are strongly encouraged to attend but if théy are proficient in use of
a computer and already have an acwuﬁt they are not required to do so. In the-origntation I give

them the syllabus and any supporting materials.
- 216

230



A syllabus in any DE course is very important and should be laid out clearly and
precisely. Remember, you will not have class days to clarify your remarks. Your syllabus will
contain not only the traditional information (evﬂmtion, assignments, etc.) but computer
information as well. For example, terminal emulation, protocol, instructions for accessing
Usenet discussion, the web (which should include information on your university's SMTP
Server, their POP account, an IP address, etc.); éaving files to their account in order to doWoad
later, phone numbers for the modem to call and for support, etc.

If you have a class using asynchronous computer conferencing, where students log into
the discussion individually the discuss_ions hgve much greater depth than normal facé-to-face
conferencing. This is because students have more time to'-reﬂect and to prepare their responses
(Ursery 27). The general structure of my oﬁline courses are as follows. Since most of my
students are adult learners and thus have family and careers, I choose to make .Saturday the first
day of the class week. Thus, on day one I poSt the online questions and assignments to our
discussion group and, if appropriate, send a lecture to theirle-mail file. Days two through‘se-ven
would consist bf stud.ent responses, based dn the readih'gs, to my initial questions and to each
other. The students were required to log on at least three times for each assignmept (each.week).
and only one log on per day would count toward their discussio.ng_rade (although Qometimes theyA
would log on more than once per day and this was okay). 1 reviewed their comments every day',-
including weekends, to answer questions, keep the discussion on track, ax.ldAoﬁe.n.to offér my
observations on their comments. At the end of thé week 1 Qédd grade them on their comments
in terms of their understanding of the week's assignments. Théir grade would be e-mailed to
them. With the exception of éxam weék, we followed these procedmeé.

Just like there are many different types of classroom teachers so too are there a variety of
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online methods. In conclusion let me mention some points and issues that probably apply to
most all online approaches. First, try to limit your class size to no more than 15 students with
eight to ten being best. If done properly, it takes more time to teach a computer-mediated course
than a "normal" nontraditional or even a classroom course. You have to read all of the student
responses and comment on them in a timely manner. In addition, logging on every day is
important. Online teaching does not necessarily require large blocks of time but it does require
attention to the discussion. An attentive online teacher should guide the discussion as well as
immediately clear up any misinformation or misinterpretation the students may be posting.

Finally, have a phone-in help desk with a sympathetic and knowledgeable person available. It is

important that this desk be open in the ev'ening and some on the weekend. You do not want )"our

students spending more time trying to figure out a computer problem than they do workihg on

¢

your assignments.

Minimum Qualifications for Studehts:

- Access the online (mtemet) course materials (primarily our usenet discussion group and e-mail) -

and the world wide web from at least one of the followmg SEU campus, other college campus,
home or work.

- Log into our online course discussioﬁ group a minimum of three.days per week.

- Log into online course discussion and resources at least two hours per week (spread over the |
three days). This is time you spend posting and readmg other posts not the time you spend
reading the assignments, preparing your posts and responses to posts, and personal reflection.

- Actively participate in all online activities, discusSions, www research, eic. "Active
participation” means posting and responcling to e-mail in class and group usenet discussions and

having all work submitted on time.
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- Maintain an accurate personal log of online course-related activities which is to be shared with
the instructor for evaluative purposes at least twice per month. Each log should cover about two
weeks worth of reflection and commentary. |

- Privately confer with the instructor, via e-mail, re performance in the course, at least twice
during the semester: once in the first half and once in the second half of the semester.

- Meet all deadlines for assignments and exercises set by the instructor or your group.

With the development of expanded communication capabilities, learners and educators

~ will have more choices than at any time in the past. As educators we must seriously reexamine

not only the nature of the educational programs we offer but the methods by which we offer

_them. The values of quality, flexibility, access, and ﬁscal.»responsibility should guide our -

pedagogical re-engineering. The online medium has much to offer schools in moving into the
next century. However, with any educational paradigm shift, this new leaxniﬁg environment
must continue to focus on scholarship and content-based learning. Creating an environment
where the student masters new information, develops attitudes and values, and leans how-tol
analyze and synthesi.ze are still the domains of higher education. As instructors our éoal should

offer access to an education and not just access to a degree.
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