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he creation of the community colleges in the United
States may have been the
most important educational innovaticm in 20th century
educational dcvclopmcnt. The
promise of these institutions to educate and/or train anyone who seeks
admission is vital to sustaining an
up to date American workforce.
Many critics note that no institution
can be all things to all people; therefore, a major debate within the halls
and walls of community colleges
about its proper role exists today.
Some want to eid~ancethe open
door policy by r~cruitingacddemically at-risk students, learning disabled students, physically handicapped students, displaced workers, and older adult students. Others
want to restrict admissions and raise
graduation standards a s quality
control measures to respond to possible employers of graduates who
are critical of the lack at appropriate
skills and abilities at graduates.
Without intent, mimy community
college academicians have establ j ~ h r deducational stkmdnrds and
administrative systcn~sthat present
unnecessary barriers and constraints and in some instances even
exhibit prejudices and injustice. In
some cases programs are estahlished only for those who will tolrrate barriers, constraints, prejudice
and injustice; therefore, many very
qualified people simply do not enroll or they withdraw after negative
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experiences in classrooms or in administrative offices.
This issue of Thrt-sholtisprovides
some educational \ isioi-~sthat itill
not only enable comrnuni ty colleges
to maintain and even enhance their
open door admissions polic~esbut
also addresses qliall t y control issues
in areas of currjcuium reform, teaching/instruction methods and academic/ student affairs administration. Insome cases real or pcrccived
barriers, constraints, prejudices and
even injustices arc at the core of the
problem. In other cases, a simple
change in interpretation or procedure ma. en,~blethe reader and the
institution to change to meet the
needs of contmiling or new community college constituents. In others, a
major change of philosophy and/or
policy may need to be irnplcmvntcd
to meet the needs of students previously not servcd well L3y community colleges.
In this issue eight very distinguished professionals present v i sions with the potential fur enc.ouraging change in selected programmatic and administratiire areas pertinent to the cornmunjb college but
may also have value for K-12 and
university educators. Dr. Jane R.
Flagcllo provides an overview and
recommendations tor action to take
with a large group of people who
have been Labeled in the literature as
" Boomers". These World War I1
baby boomers are now in their late
flurtjes to their late fc~rtics.Many
have been disentranchised from
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educational goals and Dr. Flagello
y rovides an eloquent article on instit u tional initiatives that can help
bring more boomers to the community college campus. Dr. Zira J.
Smith provides ~nfnrmationon creatmg a revolutionary idea that
brings together traditional educational efforts for the illiterate and
otherwise underprepared students
and the relativelv new idea oi using
entrepreneursfup AS the sk~llsautcome for those who w ~ s to
h enhance
their literacy tsl~nts.Dr. Smith's
study in this area has received the
1994 Department of Laslershjp and
Educational Policy Studies award
for student scholarslup and she has
become very active throughout the
State of Illinois in communicating
her ideas with community college
and other educational institutional
Icadrrs. Dr. Denise Davis discusses
a rerrolutionary idea for changing
the area of DevcIopmental Studies
in general and Developmental
Reading in particular. If irnplementeci, her ideas could create more
student success not only in Developmental Reading but also in further
academic skudy in more advanced
community college courses and programs. Many would label students
discussed in the first three articles as
"at risk students" for one reason or
another; therefore, Mr. Ken Freeman was asked to provide a "handbook" for working with at-risk sfudents based upon his work a s an
educational leader at an alternative
educational institution for at-risk
1

students located in the greater Chcago area. His ideas are to the point
and in most cases do not need exylanations beyond the written word.
Dr. Warren Hurd has studied the
institutional commitment for at-risk
students particularly those that fall
under American Disabilities Act

academic pursuits on the community college campus. One of our distinpished authors in tlus issue, Dr.

Zira J. Smith started her academic
work as a GED completer. Dr. Michael P. Langley provides insight
and ideas on the student service
needs of the growing adult student
population in the community college environment.Many of his ideas
are not necessarily new but they are
now documented and will enable
readers to take these ideas to their
institution in order to obtain badly
needed services reform for the adult
students. Finally Dr. Gene G. Hallongren provides alternatives to live
program delivery that will e n a b l ~a
wide variety of non-traditional students to obtain educational goals

legislation. His ideas will provide
the reader with strategies to gain
increased institutional commitment
for selected at-risk students. Dr.
Alan Hardersen recognizes that recruitment of community college students begins with the recruitment of
students currently enrolled in community college programs. His article provides valuable insights,
ideas, and strategies for enabling
GED completers to continue their

that were previously unattainable
due to geographic and institutional
barriers, personal, family and employment constraints, institutional
prejudices and even legal and cultural injustices.
As Issue Editor, I hope all educators enjoy this issue and take the
ideas set forth to their K-12 or fouryear educational institutions. For
those educators in the community
college environment, the authors
firmly bclievc that you will bc able
to continue thc tradition of making
the communiiy collcgc thc most rcsponsive educational institution h l
American education today by implementing the visions set forth in
this issue.
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Boomers At Risk
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here are many times within
the adult life experience
that adults find themselves
at the crossroads of opportunity. Often these junctures are encased in specific events that portend
potential new directions-graduation from school, the birth nf a
child, marriage, divorce, death of a
loved one, promotion, relocation to
a new city, a change of job. There has
also been an implied assumption
that each generation would live hettcr than their parents.
Thc opportunity to examine the
results of many of these lifc. progrcssion assumptions is now at hand as
the first wave of baby boomers,
those adults born Ixtwt.cn 1946 and
1951, reach their mid-years. These
are the children of the 1960s, who
ignited the
with societal
causes, alternative lifestyles and
bruught about a new sense of how
tc) live in America. Unlike many
other cohort groups with specific issues to face (divorced adults, single
parents, minority issues), the larger
context known as the baby boomers
must simultaneously deal with several of these social, economic and
personal issues that have surfaced
during the last few decades. Marital
status, parental status, empty nest
syndrome, aging parents and eldercare, personal aging, career changes
and unplanned job changes, retirement plans, all of these are now caining down on this first:group of baby
boomers.
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The Promise
The dynamic nature of todaj.'s
world challenges many of thc prcviously conceived expectations
about what one's adult years should
be 11ke. Times past were framed
with seemingly closer connections.
Thc tight circte of family, friends,
work and worship that gavc comfort a n d stability to many of our current senior citizens' lives no longer
exists today. Whlc previous generat~onaIgroupsclearly had substantial
challenges, the depression and several wars to name but two from recent times, the boundaries of their
world were closer together, h ~ l d
fast
because of strong ties of family,
community, and church. The world
in all its visual gIory was not
dumped into their living room edch
night.
Today, new rules seem to be
governing the workplace, the ramily, and society, rulcs which dc) not
conform and which arc now causing
many adults to question previr~usly
held n s s u n ~ ~ t i c ~about
ns
how lifc
was suypos~dto be. From thescncw
rules emerges the "Me first" mantra
for many recent generations cntcring their first decades of adulthood.
Coals arc set based on having and
owning. Materialism and grccd, getting as m u c h as one can, pleasure
ruithout cost, energize and ignite the
competitive chase during these
years. Closc, hsting, committed relationships challenge this race for
"stuff" because, by their very na-
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tt~re,they require more time, more
giving than taking. Disillusionment
and despair also breed in this type
of atmosphere and feclings of somehow bcing chcatcd a r e exacerbated.
Outlets for dealing with thew new
life operating proced u rrs often
don't exist and these feelings are internalized year, after yt.,lr, diter
year.

School w a s
controlling, forci~ig
colwses and
requirements that
did not match past
interests for
reasons that have
not been realized.
.45 this first wave of baby boomers conics to grips with tht''lr own
aging and mtlrtality, they havc bcgun to quwtion their r)wn livcs.
New scripts abuut what is trulv important begin to su~fact.,bl-ought on
by uncontrollable forces esp~c~ally
evident in a restructur~ng wurkplace. Prior to this timc, nmst boomers chased the Amer~mn dream
without a strung inluht undcrstanding about wlldt r e d l y mattered and was important beyond a
surfncc acknou~ledgtlment that i t
was about providing for or~c'sf i m -

3

ily. Except for a small activist cadre
that has always been part of the
boomer cohort, the majority of
boomers, once in their twenties, conformed to mainstream ideas of
work, hearth and home. Now, however, this too has been shattered
most notably by the corporate community needing to remain competitive. Early boomers are left angry
and frustrated, with few answers to
a newfound confusion about who
they are and what it all means in the
larger context of their personal lives.
Assumptions that a job, a partner, or
a child could make one whole,
somehow complete, had led many
down the primrose path into making what now may seem to be very
costly decisions.
Disillusionment sets in as time
and the aging process become the
enemy. These mid-years can become traumatic as adults search for
answers to unarticulated questions,
times previous researchers have labelled as the mid-life crisis. The
mid-life crisis with all of its convoluted gyrations splits families and
leads some adults on a chase for answers without questions. Surne
adults withdraw into self-contained
worlds, trying to shut out society
totally. Gardner (1981) spoke to the
creation of self-imposed prisons,
where "most people go through
their lives only partially aware of the
full range of their abilities" (p.10).
Theobald (1992) comments on the
growing number of people who
"have withdrawn from participation in our swiety, choosing to concentrate on their own lives and trying to forget the decay irt the society
around them" (p. 3).
The challenges extend beyond
the individual adult into the needs
of society as a whole. It is clear that
the world is becoming smaller as its
complexity increase. Knowles
(1970) listed several critical dimensions of the challenges facing
American society in particular as a)
the requirement ot a citizenry capable of change as that is the operative

medium; b) the requirement of people with broader knowledge, less
parochial values, more tolerant attitudes and skills in human relations;
c) the requirement of creatively utilizing work and leisure pursuits; d)
the establishment of a society liberated from prejudices whch separate
people so that open, enabling, collaborative relationship may flourish
(p. 32-33).
It becomes clear that decisions
about work, family, and personal
life issues could be enhanced if
adults were able to develop a
stronger sense d their own inner
selves and what provides them with
meaning and fulfills their lives. Any
adult's ability to engage in empowering relationships is enhanced
when he or she fully understands
his or her own inner resnurces and
ongoing personal development.

Boomers recognize

the importance of
education for their
children, but
continuing
education for
themselves takes
third or fourth
place to eveything
else they 1111rst
do.

Constraining Forces
Examining the forces that are
impacting this cohort group may
lead to new directions for answers.
There is clearly a role for the educational community in helping adults
navigate this mid-life time frame.
The awareness that one's values
change over time should come a s no
surprise to anyone.However, the effects that these changing and newly
developing values have on the adult
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is the part of the equation that must
be examined more closely if solutions and opportunities to provide
assistance are to be fully realized
and addressed by the educational
community. In addition, these solutions must be explored from two
perspectives: the professional workplace and the personal life spheres
of influence which include the person individually as well as the family, the community and religious affiliations. Three issues will be examined here in order to then suggest
potential opportunities for cornmunity colleges to better serve this cohort.

Issue #1:Obligations of
Daily Llfe
The day-to-day struggle to survive, pay the bills, get to work, get
the kids to school and day care, and
handle the daily tasks of life nverwhelm many adults. Their days are
full from morning to night. S t i p
ping to think about alternative possibilities for themselves becomcs a
luxury, relegated to some distant tc~morrow. The scarcity mentality
pushes adults on. There is a conditioned and socialized mind set of
getting what is due, needing to win,
to beat the other person, to control,
to have rnare things, to be number
one,on top, in power.
Aclultu are working more hours
now, even with advances in techology. Couple this with fears of downsizing and job loss running rampant
in the workplace and time to reflect
on one's on-going lift experience
seems like a waste of time. Children
have busy lives of their own and
pull parents in different directions,
while the parents of these parents
are too busy or often too faraway to
act in support capacities.

Issue #2: Fears and Failures
of School Remembered
The second issue centers
around school itself. Boomers recognize the importance of education for

their children, but continuing education for themselves takes t h r d or
fourth place to everytiung else they
must do. For many boomers school
is a place that does not hold fond
memories of success, but rather
deeply hidden remembrances of
times that left one feeling isolated,
unsuccessful, and lonely.

... one of fhr most
i~nportartt possible
avenues in rzew
program
d e v e l ~ p m e nat
t the
community college
level sholald be in
the area of helping

adults learn how
t o live conscious Iy,
in full awareness
of themselves as
the creator of their
outcomes.
The baby boomers were the
group that was going to have it all.
T h r ~ u g h o ~thrir
i t schuol ekperience,
the competition for Ihrse early haby
boomers was h g h as there were so
many people competing for many
fewer opporhlnities to participate.
The school system wasnot prepared
for the sheer numbers and as the
first wave of boomers jockeyed for
position and tried out for sports,
cheerleading, college entrance
spots, a n d then jobs. The systems
had not yet expanded to be as inclusive as thcv arc today.
School is often looked on as a
place where one acquires specific
skills for specific jobs. Education for
the sake of deepening one's understanding of society, uf history, of life
is usually not w i t h the television
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listing for the evening's numbing
entertainment. Many students find
school ruanting, boring, with structured programs that do not fit their
lives, are too long, or inconveniently
located. School was controlling,
forcing courses and requirements
that did not match past interests for
reasons that have not been realized.
Merriam and Caffarella (1991) note
this when they discuss adult participation in formal learning programs.
The area that seems lrss addressed
is one associated with the adult's
personal readiness and ability to
learn, an area that may be indirectly
influenced by previous school failure.

Issue #3: Time of My Own
Time to pursue one's interests
also plays a malor role for many
adults. Setting aside time to address
one's personal and inner development takes second place to other activities that may be deemed "safer"
to pursue. Learning about oneself at
morc than a cursory level was never
part of any curriculum. Mali). adults
fear getting too close to t h e ~ rorvn
~ M C Y self a s they may find answers
to questions they don't feel comfurtable with, answers that may shakc.
the very foundations upon which
they have built their lives. Stanage
(1987)acknowledged that the meaning of a person's life is found in his
or her responses to these philosophical entreaties. "Who am [? What can
I h o w ? What ought I to do? and
What may I hope?" (p. 3). Contemplating answers to these questions
are vital to an adult's sense of self,
the s ~ ~ b s r q lt~development
en
of relationshi~swith family and community, his or her relationshp with
work, and only intensifies their importance for consideration. There is
also inherent danger in these responses, especially for boomers
who may have submerged important personal identity issues to chase
the "corporate holy grail."
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Other researchers' findingsconfirm this idea. Levinson (1986) calls
tlus the "satisfactoriness of the life
structure" (p. 11).He is not mere1y
referring to an adult being satisfied
with his or her life, but more importantly, with the person's sense of
purpose or engagement with the
self. He notes that many adults settle
tor a life-self relationship that is viable with the external world but offers little to the full development of
the self. The opposite, he says, also
exists and can bring about increased
levels nf turmoil and suffering.

Possibilities
Herein lies the oppurtunlty for
the communitv collrge to provide a
setting within which midlife adults
could explore thc.mselves more
fully. 1 would a r p c that one of the
most important possible avenues in
new program development at the
community college level should be
in the area of helping adults learn
how to livc consciously, in full
awareness of themselves as the creator of their outcomes. The idea of
living ccmsciously changes every din~rnsiorlailout how adults interact
and ~~ierv
their relationships with
t h e ~ renvironmental worlds: themselves, their family, friends, work,
church, and community. It alters the
fotlnda tion points upon w h c h decisions are made and challenges previously held assumptions and illusions about the individual and the
interdependence of individuals and
society. Living consciously rtrcngnizes the interdependent nature of
relationships, and requir~s tach
adult to become self-aware and to
develop the ability to make choices
and commitments. Living consciously implicitly means living
from a position of choice about how
one thinks, feels and acts (Kaufman
& Raphael, 1991).
The current void of effective
help for mainstream, psychologically healthy adults undertalung
this journey is huge. Self-help books

can't do this. These may present
quick, step-by-step formulas. There
are also consultants who whisk in
and out of town, giving their one
day seminars, and whpping up the
crowd. The adult is then left to address the fundamental inner issues
that must be explored and this
proves to be too high a mountain to
climb alone. Research in this area
presents its own problems primarily
because i t is so weighted down in
academic language that the average
adult cannot read it, let alone understand it in enough depth to put it to
use.

This type of learning is not an

easy task. Most adults were never
taught how to do this. Previous education did not teach us how to learn
but rather how to obey. It was always more of a rote, maintenance
operation, seelung socialization and
control w i t h the classroom and
readying people to fit into a pre-established pattern without challenging it when they finally left the classroom (Montuori, 1989).
New learning models are beginning to evolve that will encourage
this inner learning and Montuori
(1989) has elaborated on the key features of these process-based systems. They will include a) an emphasis on holistic and systemic integrative approaches; b) there will be
encouragement of questioning exploration, learning to learn methods; C) they will stress innovation
and examination of alternative designs for the future; d) the primary
emphasis will be on cooperation,
not competition; and e) a new openness to alternative goals, structures

and systems will exist via positive
feedback which will lead to changes
and transformations (Montuori,
1989). Community college educators must take these points and develop non-threatening programs
that facilitate the integration of these
components into the on-going lifestyle of the adult community.
The community college setting
seems to have much to nffer to
boomers and all adult groups on
their transitional paths. Flexibility
and adaptability seem to be hallmarks of the con~munitycollege environment, strengths that can be
capitalized on to create interesting,
non-threatening
programs for
adults attempting this reflection.
Re-entry and personal renewal
p r o g r m s should be offered via the
con~munitycollege but held at area
high schools to accommodate "comfort zone" feelings. These should be
short, single night explorations that
do not require extended commitments. They might be developed a s
a series that could be attended as
individual self-contauled units and
could explore relevant adult topics
of lifechanges and personal renewal
including concepts such as motivation, self-control, efficacy, commitment, mission, loyalty, the search
for happiness, and self-leadershp.
A second phase could be a series
of programs on personal career
management, a topic that is relevant
to the workplace today. Following
the same format as above, these programs would also delve into personal reflection but with the focus
on career satisfaction issues.

Finally, a third phase could center around the idea of a personal
futures workshop. These workshops would assist adults in a fuller
understanding and development of
their inner selves and, therefore, better enable them to solidify their linkages to work, their community and
their families. From this, adults
could then develop the ability to intewenc an their own behalf and act
as creators of lifeworld environments of their chmsing. Adults
would be able to waly define what
it means to be successful withn
their own unique life context. The
empvwerment that this would give
an adult would facilitate and enable
lurn or her to make decisions and
chclices which would bc more in
tune with lus or her uniyuc personal
goals a n d more closely aligned with
what each individual perceives to be
important as he or she creates hirrmoninuu irlterdependencies of these
dynamic life spheres.
An adult's ability to undertake
this journey today i s the ultimate
challenge of adulthood. Unlike previous research on adult development, thc dynamic nature of the current time period with a new type of
adult entering the mid-life tirnc
frame requires a new model of ndul t
development (Hudson, 1991) one
that recognizes the development of'
levels of consciousness and the iterative flow of an adult through
thnse levels. From this type of approach, the development of activjties tu help healthy adults enrich
iheir lives and create their futures
might then be fully realized.

-Iudson, F. M. (1991). Theadult years:
Mastering the flrt of self-renewal.
San Francisco: Jossey-Bass.

Know les, M. (1970). The modern pnvlice ofadult ed~rcaiivn:Audragogy
versus pedagogy. New York: Association Press.
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Focusing Basic Education in Community Colleges
on Self-Employment Outcomesfor Adult Students
by Zira J. Smith
Zira 1. Smiflr is Keflonaf Director, IIIinois Instif u tcfor Erltrc-/~riweurship
Educnfi m andformer Associate Director oJ the South Chicago L~arning
Cen k r , Olive-Hamey College, City Colleges of Cl~icago,Chicago, Illinois.
n the spring of 1988, the City
Colleges of Chicago (CCC)
opened the Center, one of three
adult learning centers located
in communities served by their
main campus. Each of these centers
share a mission to provide basic
education and vocational training
programs for entry-level employment and for transition into one of
the colleges. The primary goal of
programming at these centers is job
training for employment, in response to their surrounding com-

I

munities' requests and stated needs.
III order to qualify for entrance into
the job training programs students
must minimally read at 9.0 (9th
grade) and perform math at 8.0 (8th
grade), as a s s e s 4 by the Test 01:
Adult Basic Education (TABE).
Many of the adults who attempt to
enter these programs do not meet
these criteria. Therefore, they are
counseled to go into literacy, basic
education or GED preparation
classes so they can improve their
reading and math ability in order to
retest at a later date. Very few of the
adults who initially score below 7.0
in reading stay in these classes long
enough to develop sufficient shlls
to enter a job training program.
From its inception in 1988, through
the end of 1993, staff at the Center
could not verify that even one student progressed from an English literacy level class to complete a GED
or vocational training program.
8

Students who do test adequately to enter job training programs at the Center often may not
have sufficient work experience,
education, or personal dispositions
to get hired in the field for which
they had developed job skills. This
dilemma of adult basic education
programs has been discussed by researchers, including Quigley (1987)
and DeArrudah (2990).Some adults
are discouraged by not being able to
get into job training programs designed to provide work opportunities for poorly educated and poorly
trained adults, and others are discouraged after being trained with
skills for jobs they cannot get for one
reason or another.

...most adults come
back to school, to
influence their
options for work.
It does not take long to realize
something is wrong with t h s system. These adults have come back to
school for the same reasons that
adult education research verifies
that most adults come back to
school, to influence their options for
work. Yet, many cannot qualify tu
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enter the job training programs that
are being offered,and many oft hose
who do qualify cannot get work after they complete the training. Cuntinuing to solely emphasize training
programs for wage employment for
tlus group at community colleges is
questionable. Incorporating wlfemployment skills training principles into basic education and work
training programs may better serve
adult students who do not have sufficient skills to satisfy employers
and who may never be hired into
tradi ticlnal jobs.
Adults with low print literacy
skills are essentially confined to participation in two components of
community colleges in Chicago: the
Adult Learning Skills Programs
(ALSP), and Adult Continuing Education (ACE) classes which do not
demand reading skills; classes such
as fitness and crafts. Low reading
ability and the increasing costs of
ACE classes further limit the majority of these adults to Adult Learning
Skills Programs, which arc composed uf English as a second latlguage, literacy, ABE (basic education, grades 5-8) and GED courses.
In 1990, the Institutional Report to
the North Central Association indicated that, 54.2 percent of students
at one of the City Colleges of Chicago were enrolled in the Adult
Learning Skills Progrclnl (ESL, 2987;
GED, 1621; ABE, 6151). The report
attributed 14 percent (3591) of the
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college's enrollment to Adult Continuing Education courses and 26
percent (4830) to credit granting
courses. Significantly, the largest
number of enrollments at the college
were adults reading less than eighth
grade (6151). At the Center, these
students are enrolled strictly in
ALSP. The job training programs are
offered through the department of
Adult Continuing Education and
they require reading and math
qualification tests in order to enter.
The largest population of students
in the college are largely confmed in
one segment of programming
wluch does not prepare them with
any lund of work skill, which is
what adults primarily seek when
they return to school.
Employers' criteria for hiring
may justify programs' emphasis
and requirements that students entering job training programs have
reading and writing abilities that
promise conventional benefits to
employers. Curriculum materials
used in the programs also mandate
that students have somewhat 50phisticated literacy skills. However,
the nearly eight thousand adults
who entered the college's ABE and
GED classes in 1989 brought work
skills, intimate knowledge about
their communities, life experiences,
and needs for work that cat1 potentially be developed into vinhle small
businesses. Frequently these adults
enter school with a wnse of urgency,
immediately needing work to support themselves. They leave literacy
and basic education classes quickly
when their needs for work are not
addressed in the school. At the very
least, their current strengths, abilities and desires should be explored
to determine what can be done to
assist them with work needs right
where they are, if we want to enable
them to stay long enough to develop
higher level literacy shlls, or to return to school after their immediate
work needs are somewhat satisfied.
Bristow and James (1990) cited
U.S.Bureau of tabor Statistics fig-

ures that indicate economic growth
d e c h e d from 6.6 percent in 1984 to
2.5 percent in 1987, and that unemployment remains at Iustorically
hgh levels in major industrial states
like Illinois, Tl-teyreport that the unemployment rate in Illinois was consistently higher than the national average during 1980 through 1987.

They irrge
educators t o

implement
entrepreneurship
educatioli t o assist

urban youth to
survive the
economic reality of
their environments.
Slow ecorlon~icgrowth and escalating unemployment, especially
among minorities, continue to be
among the nation's most crucial
problems. They state that in 1986,
unemployment for minority youths
20 to 24 years of age was more than
51 percent higher than that for nonminority youths and that it is steadily worsening. They also a 11ege that
these economic realities ''indicate
the economic vitality of the nation is
dependent on government, employers, educators, and training institutions recognizing, understanding
and adjusting to the changes occurring in the job market." (p.22) They
urge educators to implement entrepreneurship education to assist
urban youth to survive the economic reality of their environments.
Likewise, when adults with low
sblls summon the courage to approach educators for assistance in
bettering their lives, their efforts
should be rewarded with understanding, respect, encouragement
and options that offer opportunities
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for real success. The literature on
low literate and low income people
indicates that when adults return to
school they are seeking assistance
for ways to work and take care of
adult responsibilities. They request
entrance to community college programs mainly to acquire job training
slulls and job placement. Although
some also come to school in order to
comply with social or welfare
agency mandates, relatively few enter solely to increase academic ability or to meet needs for social contact. When their life accomplishments, experiences, cultural backgrounds and felt needs are not valued or addressed in the institution
or classroom, they often decide that
the effort required to develop literacy skills, wluch will not alleviate
their pressing need for work and
income, is too difficult and pointless
to continue. %le
the program's
goal for this group may be aimed at
increasing literacy skills, the adults'
main goal is tu increase their ability
to support themselves and have
some measure of control over their
lives. Until the students' goals and
needs are recognized and made the
goab of programs supposedly designed to meet their needs, adults
will continue to leave literacy and
basic education classrooms just as
quickly as they do now. Perhaps
e v e n faster because the word
spreads that no help of any consequence is available to them in classrooms.
Currently, the debate regarding
the fate of adults with low skills is
located primarily in one realm of
adult education, literacy development: workplace literacy, family literacy, literacy for community development, or other traditional designs
for delivering literacy instruction to
undereducated adults. However,
tius discussion is initiated with two
major goals: 1)to determine if adul ts
with tow skills and little opportunity for employme11t are interested
in exploring their potential for selfemployment as a work option and

job training program, and 2) to determine what is needed to provide
these adults a realistic option for
self-employment through a skills
development program. To facilitate
these goals, the views and experiences of adult students enrolled in
an adult learning center, their teachers, and community micro- business
operators were compared and analyzed to generate themes and introduce another classification of information to the knowledge base on
adults with low skills.The discovery
of this new information was
grounded in the data provided by
each category of participant.

Until the students'
goals and needs are
recognized and
made the goals of
programs
supposedly
designed to meet
their needs, adu Its
will continue to
leaae literacy and
basic education
classrooms just as
quickly as they do
now.
The Center discussed in this article is representative of programming for adults with low shlls in
each community college in the Chicago system. These programs offer
basic education and entry-level job
training predominately for computerized clerical and trades-type jobs.
However, it was discovered that ten
adults who have operated their own
businesws at various levels were enrolled in literacy level classes at the
Center. Nine of them were inter-

viewed primarily to discern their
reasons for going into business, and
their perceptions of the slulls
needed to operate their businesses.
Their responses indicated that they
had initiated their businesses for a
variety of reasons: they wanted to be
in control; had a talent which promoted the business; had an inner
drive that required expression;
needed the income, and wanted to
be of service to others. They described four primary skills that are
needed in their business: 1) you
must know how to treat people; 2)
you must know how to count
money; 3) you must love what you
do, and 4) if God gives you a gift,
you must use it. They also indicated
they learned their business through
talking, Iistening, watciung and doing, and they discussed problems
associated with low literacy skills.
They also revealed that they had not
been counseled into the program by
staff, but had, in fact, entered literacy classes on their own to actually
increase their literacy slulls. Each
disclosed a personal reason and
need to learn to read better. After
discovering these adults in literacy
classes, 19 students in hgher level
basic education classes and students
in job training programs were interviewed. These other students revealed that they: a) needed work, b)
had multiple previous enrollments
in other vocational programs, and c)
did not have work backgrounds
compatible to the job training being
offered. Fifty-seven percent (12) of
these students also admitted they
had self-employment experiences,
even though the option of self-employment was never discussed in
any school they attended. All 29 of
the students displayed keen interest
in learning about self-employment;
one student became angry as he realized that all his schooling has only
prepared him to work for others, not
for lumself.
One literacy teacher and six job
training instructors were interviewed for their perceptions of stu-
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dents' ability to become self-employed and their ability to get a job.
They were also asked for their
thoughts about the slulls their students would need in order to become self-employed and whether
they ever discussed self-employment as a work option in their classrooms. The literacy instructor expressed discouragement about the
high dropout rate in his class and
indicated that before entering the
class students did not seem to realize how much time and effort would
be necessary to increase their literacy skills. He said that a self-employment program would offer a realistic option that the students could
implement. Two of the six job training instructors expected that fiftypercent of their students would not
get a job after completing the program. Five of the teachers had never
discussed self-employment as a
work option with their students, but
said it was a valid idea that should
be incorporated into the job training
curriculum. Teachers' perceptions
about the skills needed to prepare
students for self-employment ranged from a third grade education to a
year of college education. Their answers also coincided with those of
students regarding the need for pi*
ple and money handling skills.
Four micro-business operators
from the community gave input on
this issue. These vendors revealed
that like the business operators in
the literacy classes, they too had
learned their business primarily
through talking, listening, watching, and doing. Two of them had
also learned by reading library
books and business references. They
disclosed that their ability to control
their work was the greatest satisfaction and they discussed a variety of
problems they encountered, including fear of gang violence, unscrupulous customers, family distractions,
and irresponsible employees. They
agreed with others in the study that
good people skills are indispensable
for operating their businesses and

they added the necessity of having
street knowledge.
Research support for the instruction and subject content proposed in an oral model for teaching
self-employment slulls to adults
with low skills was derived from
adult learning theory about the
learning styles of white women, African-American women and men,
and non-western learners. Principles of humanistic education and
Knowles' androgogical assumptions were also applied to development of the instruction model. The
business opera tors in literacy classes
and the community vendors conh e d that they had learned their
business from mentors with whom
they talked, listened, and watched.
They asked questions, received answers and implemented the advice
they were given. They tried t h g s ,
kept those that worked, and modified or abandoned those that were
not successful. Such a mildel justifies replication by education institutions preparing similar adults for
self-employment in micro-business
endeavors. The institution should
act in much the same way as the
mmtor-friend in dispensing d o r mation and showing the novice
business operator whdt is to be
done. The content of two validated
entrepreneurshp currjculum and
instruction programs were cornpared to the components identified
by adults in hstudy and found to
be very compatible as a model to
present this training to adults with
low skills. The content of the PACE
curriculum and the instruction
methods of the Beyond a Dream instructor's guide can be used as a
design to present the elements elicited from participants in this study,
in a self-employment training program for adults with low skills.
These same materials can be utilized
as training materials for new selfemployment teachers similar to the
job training instructors in ths study .
This study contributes several
discoveries to what is known about

adults with low s W , and the ways
they adapt to survive in a literate

swiety.

While the
program's goal for
this group may be
aimed at increasing
literacy skills, the
adults' main goal
i s to increase their
ability to support
themselves and
have some measure
of control over
their lives.
1. Adults enrolled in literacy
classes with reading scores below
5.0 participated in some form of selfemployment activity to partially or
wholly provide income to support
themselves. When these students
satisfied their need for work, their
goal for returning to school was actually to increase literacy skills.
These adults provide a valuable economic model for program development for similarly-situated adults
who are diverted into literacy
classes because they do not have the
reading ability to enter traditional
job training programs. Adults with
pressing work needs can be identified immediately and advised to explore self-employment as alternative work.The business operators in
these classes can identify the skills
and attitudes necessary to operate
business in their conununity,
thereby providing a valuable resource to program staff responsible
for designing programs to assist all
members of a neighborhood. Business experienced adults should be
consulted to increase program uffer-

Thresholds in Education

ings for adults who immediately
need work.
2. Adults with low skills are
largely members of oral cultures in
which knowledge is transmitted
primarily through talkmg, listening,
watching and doing. The foundation of an oral culture is the relationshp created between the listener
and the speaker. The adults in this
study learned to operate their businesses primarily through relationships with mentors who advised,
explained, and showed them what
to do. Information was specifically
practical and directed toward having the learner take action to establish or maintain the business. Fingeret's (1983) work on the importance of the social network to adults
with low print literacy skills confirms that relationships with knowledgeable associates provides the
data to get along in unfamiliar environments. She cited a finding by
Rockhill in 1970 that adults with less
than high school education primarily use their friendship network as
resources for their own learning.
Creation of a trusted relationship
w i t h an educational system requires that small intimate groupings
be established. To disclose that one
is not literate is fearful, and farnilyoriented settings will better support
such revelations. Study circles and
other methods where oral communication equalizes adults, should be
given more attention in programs.
More focus needs to be placed on
developing the strengths of adults
entering programs than on deficiencies, a s is currently done.
3. The data supplied by adults
with low skills who operate businesses revealed tkit their pragmatic, culturalty-based implementation compares with the content of
a popular validated program for
more literate groups. The content of
the PACE curriculum and the instruction methods of the Beyond a
Dream Instructor's Guide provide a
framework to deliver the contents of
a program from data obtained to

provide self-employment training
to adults with low skills. Adults
who have learned from mentors in

an oral culture, reported similar
knowledge to that developed by experts and transmitted through print
mediums. This raises an interesting
question about other similarities in
oral culture knowledge and Literate
culture knowledge. Figeret (1983)
cited a finding by Scribner and Cole
in 1981 that illiterate adults in urban
areas share skills and attitudes traditionally associated only with literacy. It appears that through interaction with literate society and practical cultural experiences, adults with
low skills may develop knowledge
quite similar to that of more literate

groups.
4. The majority of low-income
adults enrolled in job training programs also reported having some
form of self-employment experience. This experience is not being
explored as a potential work option
for preparing these adults who frequently do not get jobs after traditional training for various reasons;
primarily because of the crisis of
structural unemployment in America. Students in this group have adequate literacy skills; their goals for
returning to school are almost exclusively to influence their options for
work. They have experienced multiple enrollments in vocational training programs in their quest for jobs,
but remain unemployed. These
adults need counseling to discuss
some of the barriers they have encountered to being employed, to examine self-esteem factors, and to explore alternatives to their past efforts to get a job. Adding a self-employment component to existing job
training programs will extend program offerings and allow students
to explore additional work options.
Four main themesevolved from the
ddosures of participants in ths
study regarding the skills needed to
implement a businas in their community.

1. You must know how to treat

people. This theme is sigruficant because of the emphasis on relationships in the African-American community. For African-American people, to be human is to belong to the
community. It is membership and
acceptance in the group that makes
them aware of their existence. Asante (1987) concluded that "African
society is essentially a society of harmonies, inasmuch as the coherence
or compatibility of persons, things,
and modalities is at the root of traditional Ahcan plulosophy." (p. 65)
He says that "The stability of the
community is essential, and public
speaking...must be directed towards
maintaining community harmony."
(p. 67) For African-Americans the
adage that "1 am, because we are;
and since we are, therefore I am" is
a cardinal point in the understanding of the African view of man
(Mbiti).

If adults feel

their
participation in
classes is not
worth the extenral
and internal
struggle they have
to endure to be
there, they will
continue t o leave

daily and we will
have failed as
educators. We
must incorporate
their needs into our
designs for their
education.
2. You must know how to count
money. The ultimate goal of being in
business is to make money, other-
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wise it is a hobby. Participants in
this study indicate that this concept
and knowing how to treat people
are the backbone of the abhties required for being in busin-. If one
can attract and hold customers
through creation of positive relationships and is able to manipulate
and exchange sufficient amounts of
money, then one has the basic ingredients for being in business.Unlike
reading skill, the ability to count
money was a strength for each of the
adults enrolled in literacy classes in
h s study. Their math scores were
consistently hgher than their reading scores. More emphasis on developing money skills may increase
adult students' motivation to remain in literacy classes.
3. Love what you do. Participants described loving what you do
as an empowering quality that
made you more successful at what
you do. They said it made you better, more ambitious, more centered.
As noted earlier, Fingeret (1983)
says that it is difficult for educators
to imagine the Life of adults with low
skills as being anything but limited,
dull and dependent. To hear these
aclults talking about actually loving
what they do may be a new insight
for some adult educators who think
this goal is beyond the reach of
adults with low skills. The adults in
literacy classes who disc wsed this
concept described what Sinetar
(1987) found in her work. She says,
"While the people I describe in these
pages are working away at their
chosen vocations, simultaneously
they are growing successfully as human beings. And this is the beauty
of right livelhood. As people honor
the actions they value most-by doing them-they
become more
authentic, more reliable, more selfdisciplined. They grow to trust
themselvesmore; they learn to listen
to their own inner voice as a steady,
truthful and strengthening guide for
what to do next and even how to do
it." (p.5)Classroom instructors who
resolve to help adults examine and

clarify just what it is that they love
to do, and how that love might be
developed in their lives, and in their
choice of work, would be of service
to adults who usually do not connect love and work. Good feelings
result when adults discuss the loves
in their lives. Lnstruction that provokes and encourages those disclosures would retain more students
than leave.
4. If God gives you a gift, you

must use it. This concept means that
innate or acquired talents usually
demand expression and you will be
more satisfied with your life if they
are given reign. Again citing Sinetar,
"Any talent that we are born with
eventually surfaces as a need."(p.9)
She says that no matter how ordinary we consider our talents, we

want and need to use them. Many of
us cannot imagine that what we enjoy doing, what we have a talent for,
could be a source of income for us.
Robert, a disk jockey and entertainer, began to grasp this concept
during our interview. He realized
that what he loved to do might also
support lum to do it. He was much
more interested in entertaining than
data processing. A program honestly designed to help him acquire
work would have been more effective and cost efficient by assisting
him to examine the potential of his
talent to provide h m with income.
Examinatjon of adults' overt desires
and behaviors for connection to internal, spiritual urging may assist
s realize that things
other s t u d ~ n t to
they enjoy doing may be the key to

work choice. Understanding what
their talents are and ways to a c c e s
greater knowledge about themselves help adults to become more
independent and reliant on internal
guidance. If adults feel their participation in classes is not worth the
external and internal struggle they
have to endure to be there, they wdl
continue to leave daily and we will
have failed as educators. We must
incorporate their needs into our designs for their education.A1 Shapero
sums i t up rather nicely. Jerome
Goldstein (1981) quotes Shapero's
Law number three, "If you help people with the problems that they
thmk they have, they may even let
you help them with the problems
that you think they have."
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Refrectz'ons on Critical Thinking and Adult
Learners in College Reading and Learning
by Denise Davis
Denise Davis is Instructor in Reading, S t . Louis Community College at
Florissant Valley.
ritical thinking is highly
touted in both the literature of adult continuing
education, and that of college reading and learning (CRL) as
being a desirable outcome of the
educational process. Critical thinking, in the CRL literature (Chaffee,
1992; W e s , 1981;Stone, 1990)places
considerable emphasis on "higherorder" cognitive functions, and reflects attempts to codify critical
thinking-to divide critical thinking
into a number of subskills. Inherent
in this reductionist view of critical
thinking is the assumption that if an
adult learner can master all of the
critical tlunlung subskills, he or she
wilI be transformed into the consummate critical thinker.
The literature of adult education suggests the existence of another crucial dimension of critical
thinking. Mezirow (1991) asserts
that the use of these higher-order
cognitive functions may be necessary, but not sufficient for "emancipatory learning" to wcur. Emancipatory learning frees the adult to
learn from

C

libidinal, linguistic, epistemic, institutional, or environmental forces that limit
our options and our rational control over our lives
but have been taken for

granted or seen as beyond
human control @. 87).

14

Furthermore,
emancipatory
learning engages the adult learner in
"premise reflection." Premise reflection
involves our becoming
aware of why we perceive,
think, feel, or act as we do
and of the reasons for and
consequences of our possible habits of hasty judgment, conceptual inadequacy, or error in the
process of judging (p. 108).

I t is apparent porn
the responses of
adult learners t o
my informal
questionnaire that
adult learners in
CRL are both
capable of, and
already engaged in,
critical thinking.
Premise reflection

Likewise, Brookfield (1987) asserts that

being a critical thinker involves more than cognitive
activities such as logcal
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reasoning or scrutinizing
arguments for assertions
unsupported by empirical
evidence. Thinking critically involves our recognizing the assumptions underlying our beliefs and
behaviors (p. 13).
Critical thinking, then, when extended to a learning situation, must
involve moving beyond analysis of,
or reflection on, the content or the
process of learning, to challenging
the assumptions on wluch both content and process are based.
From my perspective, that of a
college reading and learning specialist (CRLS) at a community college but whose graduate training is
in adult and continuing education,
it appears that the criteria for "success" within CRL, and perhaps beyond, neutralize the adult learner's
freedom to engage in this dimension
of critical thinking. Would other
CRLS share this perception? Feeling
compelled to seek answers to this,
among other questions, I initiated
an exploratory study which involved interviews with ten educators who are, or have been, employed as CRLS in the community
college setting.
The following excerpts are
drawn in part from that study. Additionally, I have drawn freely from
my recoll~tionsof interactions with
adult learners enrolled in my own
classes, and from their written reF~bmaru1995

sponses to an informal questionnaire.

Voices of CRLS: O n
Critical Thinking
During my interviews with
CRLS, I attempted to elicit descriptions of adult behaviors suggestive
of critical thinking as defined by
Mezirow and Brookfield. I asked
CRLS, for example, whether the
adult learners in their programs
challenge the authority of the text.
Carla's response follows:

I think it would be good if
they challenged more. It
would show they were
thinking some.
Jackie commented:

I am the one who maybe
yu ts it in their minds to look
for that ...j ust trying to get
them to think more criti-

challenge is an opinion defense of lack of knowledge.
In other words, they've
learned to argue to cover up
the fact that they don't have
clear tlunkmg, they don't
have the logc.

Despite their
professed belief
that adult learners
need to think more
critically, CRLS
reported that adult
learners in the CRL
context rarely
challenge the
authority of the
text.

cally.
Despite their professed belief
that adult learners need to think
more critically, CRLS reported that
adult learners in the CRL context
ramly challenge the authority of the
text. Carla explained:

Reading students are usually your downtrodden,
didn't-do-well-in-school
because [they] didn't like
school or didn't like reading
or not good at reading ...I'm
dealing with people that
read below college level-I
don't find them into challenging that much.
implicit in her comment is the
belief that adult learners in CRL lack
the requisite skills for engaging in
critical thinking. Art concurred,
suggesting that even when adult
learners do challenge they lack the
ability to do so appropriately:
Part of it is the fact that they
haven't
done
enough
homework themselves. The

He continued on to say:
Everythng's on an opinion
level...They can't do that.
[show evidence to support
an opinion, or give an example]. That's what you
have to be able to do for
critical t W g . You've got
to be able to cite a clear piece
of evidence and then trace it
down to the source in some
way rather than just always
spouting opinion.

Not surprisingly, Art's definition of academically sanctioned
critical thinking appears to conform
to the prescribed set of subshlls alluded to previously.
Martha's thoughtful remarks
suggest that rather than being without the ability to t W critically,
adult learners may have no vested
interest in the curriculum of the
school:

I don't think they feel that
kind of ownership...I don't
Thresholds in Education

know if people care enough
about something to thmk
critically about it. If you
don't see value or importance then you do h g s
rather robotically.
Just why adult learners appear
unable to think critically, or if
Martha's perception is correct, are
apathetic to the learning process,
may best be understood by turning
to the words of the adult l e a r n e ~
themselves.

The Voices of Adult
Learners
I asked the adult learners in my
classes to respond in writing to an
informal questionnaire. Those adult
learners who turned in responses
did so voluntarily, and anonymously. I asked the adult learners
whether they had ever challengd
the authority of a text or an instructor. The first respondent, aged
thirty-seven, said:
[No.] I feel that some teachers would not appreciate
Ithe challenge] and would
have a resentment against
me and I would not take the
chance.
Another, aged eighteen, emphatically stated:
No way! That could result
in an "F" for the semester!...1 have wanted to before, but like I said...you
could get an "F."
Yet another, aged 25, said:
Yes, I said something to my

math teacher about her not
taking papers in 30 seconds
after class start and how she
always hold you after class
is over...She didn't like it
and told me not to question
her about her rules or policies...1 told her "whatever"

and almost called her sometlung, but held my tongue.

didn't want to Learn. Ben, referring
to alder adutt learners, noted that

I also asked what adult learners
believed to be the criteria by which
they are judged to be, or not to be,
" A students in college. A twenty
year old told me that

if the instruction is off base
they sense it, and they resist
it ...if it's not practical, not
connected to doing something that they have to do,
that they perceive that they
will have to do, then they
tend to resist it.

you have to write or think
just like the instructors...if ...you do not write
about a topic the way the
instructor would, the red
pen just starts bleeding all
over your paper a s if the instructor went in reading the
paper with a closed mind.
They don't suspend their
biases in order to more accurately evaluate reasoning.

Just these few responses of
adult learners suggest that it is not
necessarily lack of ability, or apathy,
that inhibits critical t h i d m g in CRL.
Instead, open challenge of authority
appears to be inhibited by the perception of adult lea,mers that "silence i s golden"+peciall.;
when
adult learners risk incurring the
wrath of an instructor, or academic
failure.

The Academic Game:
To Play, or Not to
Play?
When asked whether adult
learners in CRLS challenge the
authority of text, CRLS overall responses were in the negative. However, they countered my request for
descriptions of challenge with observations that certainly did not
suggest passive acceptance of
authority on the part of adult learners. CRLS cited cases of adult learners reflecting resentment, either verbal or nonverbal, of nonvoluntary
participation in CRL. They described adult learners objecting to,
or refusing to learn, what they
didn't see a s relevant, or what they

...open challenge of
authority appears
t o be inhibited by
the perception of
adult learners that
"silence i s
golden"~specia1ly
whetz adult
learners risk
i ~ ~ c u w i nthe
g zurath
of an instructor, or
academic failure,

The oppositional behaviors of
younger adult learners in CRL were
viewed slightly differently, as suggested by Joe,who said:
It's usually the younger people
who just challenge it [the text] for
the sake of challenging it.
Joe seemed to suggest that challenge, in this instance, is a game.
Carla described one younger adult
learner who
would challenge the answers of what the point of
the paragraph was because
he wanted his point to be
right...and when the teacher
tries to engineer [italics
added] h m in the right direction, he's going to hold
fast so that he doesn't lose
face in front of the class.
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Resistance theory suggests that
there are "complex and creative
fields of resistance through whch
class-race-and
gender mediated
practices often refuse, reject, and
dismiss the central messages of the
schools" (Giroux, 1983, p. 222). I realized that the oppositional behaviors of adult learners in CRL might
signal the presence of the "resistance."
I contend that the adult learners
who responded to my inquiry, and
tho= described by CRLS who participated in the study, are indeed
respur~du~g
"central messages of the
schools." AII integral part of this
message is reflected in what CRLS
called the "the academic game,"
with its attendant rules. Whether or
not adult learners are able to articulate their understanding of the rules
of the academic game, those who
remain silent, as well as thosc who
engage in oppositional behaviors,
are responding to the implicit demands placed upon them by the academic game.
As Ben noted:

Until they begin to connect
what they're doing as learners to a particular game
they're playing with it as far
as the academic setting
goes, then they're always
fighting the game and we
try to minimize that by
helping them understand
the game...from the player's
point of view, it's a game.
Ben is clearly aware of the academic game, and is committed to
making adult learners aware of its
attendant rules. He further notes
that
if you don't know anytlling
about school-we're
talking about the developmental students, usually-then
how do they know how tc)
negotiate the system?
By contrast, Jeff tells Learners
"they make it clear, they're not try-
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ing to play a game with you," while
in the next breath, advising learners
"and you know what they want you
to answer. Answer that. Pretend
that you believe it for the rest uf the
course." Art, speaking as the voice
of the institution, says "We're here,
you come. And you're to find a way
to win inside our syskem" [italics
added].
Winning, from the perspective
of CRLS, means achieving a high
grade point average. However, to
win demands compliance with the
rules of the game. Diane said:
Sometimes you have to say
[to students] "if you sincerely wish to get out of this
class, you're going to have
to, unfortunatcly, play a
game here."
1 contend that cxamina tion of
the academic game and its attendant
rules suggest that in all reality, the
game works against those who
might engage in critical ttunking. By
d e f i i tion, to engage in these activities takes the adult learner beyond
what is allowed within the institution, for surely engaging in critical
thLnkLng will take the adult learner
beyond mere "€1LUIC t uali ty, obedience, rate memorization, and competition" - elements of the "covert
ctwriculum" (Ilsley, 1992, p. 27).
And, it would appear that indeed,
other CRLS are cag~izant
of this dilemma. Kathleen spoke about
the student who is more re-

tlective, who is perhaps
more creative even, and
sees diverse ways ot thinking about il t h g rather
than just one thing that was
underlined UI the textbook,
I think does have a much
harder time with objective
kinds of tests...l've seen
that-knowing
that students know the material but
they can't reflect it.
Likewise, Ben commented on
creativity, saying that
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if it's unbridled, this tendency to see things and
want to work more creatively sometimes in situations that won't allow that.
That's fine to be creative.
You can be as creative as
you want to be. You can be
a s divrrgent as you want to
be, b n s d on playing the gamc
I i talics added].

I contend that
examination of the
ncademic game and
its attendant rules
suggest that in all
reality, the game
works against
those who might
engage in critical
thinking.
There is, however, an insidious
inequality inherent in the rules of
the game. As llsley (1992) states it:
the merit system and credentializa tion processes in
the United States favor people who are proficient with
the language of the dominant culture, who are agile
with bureaucracies, and
who are comfortable with
standardized tests ... For
those who were not born
into the middle class, a
game of catch-up must be
played Iitalics added] (p.
26-27).

A large percentage of adult
learners enrolled in the community
colleges were not born into the middle class. In actuality, working-class
and nonwhite students are found in
hgher proportions in community
colleges (Karabel, 1986; McGrath &
Thresholds in Education

Spear, 1987; Monk-Turner, 1990;
Rncus, 1991;Roueche & Roueche,
1993).
Additionally, an analysis of recent statistics (Almanac, The Chronk l crJ~ Higl1t.r Education, 1994; b y l a n
& Eonham, 1992) suggests that minority students are disproportionately represented in developmental
studies programs in 2-year schools.
I believe that CRLS need to be catalysts in the movement to "level the
pby ing tield" for those in CRL who
are expected to "play the game"
without holding the requisite game
pieces.

Moving Toward a
More Critical
Teaching Practice
Within CRL
However sympatlletic that I
may be to the assertiuns of some
adult educators that en~sncipatory
adult learning can only take place
outside the oppressive structures of
the educational system, until it is
possible to effect fundamental
changes to these structures, the recllity is that millions of adult learners
will continue to enroll in cornrnunity colleges, and subsequently in
CRL. Ignoring the inequities inherent in the academic game, from m y
perspective, is unethical if not jmmoral.
Assuredly, advising adult
learners of the rules of the academic
game is an improvement u v w
merely assuming that these rules are
already known. However, instructing adult learners to "play the academic game" may be of limited
value
without
accompanying
knowledge of the game as a gamc.
It is apparent from the responses of adult learners to my informal questionnaire that adult
learners in CRL are both capable of,
and already engaged in, critical
thmkmg. Their sometime silence

however, is frequently misunderstood as apathy, or Iack of ability.
Much attention is being paid in
the college reading and learning literature to developing critical thinkers. I am not &scouraging teaching.
and engaging adult learners in practicing, the higher-order cognitive
skills advocated in the literature.
llus may be a necessary part of the

process of enabling adult learners to
leam the "dscowrrse ofacademics"
(Rose, 1989, p. 192). CRLS are
uniquely positioned to put the
"critical" back into "critical thinking." Learning to learn critically
within CRL demands learning of the
existence, purpose, and the rules of
the academic game, as well as leaming to assess the tradeoffs, compro-

mises, and consequences resulting
from playing, or the refusal to play,
the academic game. Adult learners
must learn to assess when refusal to
play the game, by reproducing "official" knowledge, is (to use a
driver's education metaphor) to be
"dead right" in the academic world.

Confronting controversies in
challenging times: A call for action.New Directionsfor Adult and
Continuing Education, No. 51,
(pp. 25-34). San Francisco:
Jossey-Bass.

Monk-Turner, E. (1990).The occupat ional achievements of community and four-year college
entrants. A rnrricnn Sociological
Rminl?,55,719-725.
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-

Interventions for
At-Risk Students

Introduction

-

Faculty Focused
(individuallmindset)
Faculty must believe in
kuu/herself and in the students-in the faculty member's

ased upon my extensive
experience working with
at-risk students, a consolidation of ideas gleaned
from the literature and experiences
communicated to me by colleagues
and students have helped me to establish the following hand booklet
to help educators break down the
institutional barriers and the students' self-defeating attitudes that
contribute greatly to vety low retention rates among at-risk students. I
hqve discovered that certain enviromlents, programs, and specific
activities help at-risk students succeed in their educational endeavors.
The following listing is not meant to
be totaly inclusive but does repre
sent a start in creating a better literature base for educational programs
and services that contribute to the
academic success of at-risk students
at all educational levels.
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capacity to make a difference in
their lives and in their potential
to take advantage of what the
instructor h s to offer-itrs
more than just "high expectations."
Faculty must take students
from where they are currently.
Wishing they could do more, or
know more, or that the students
were from different kinds of environments is both self-defeating and irrelevant.
Faculty must help students develop positive self-concepts and
expectations in four general areas:
as individuals of worth and
value;
- as learners in the classrmrn/
college, and their ability to
be successfu~,at least for today;

-
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the legitimacy of their having dreams, hopes, and
goals for the future; and
their responsibility to thernselves not to let circumstances ur other people hold
them back, or
ihem
down.

As An Instructor,
HelShe Must ...
find personal ways to help students come to classrooms and
to school-for many students,
the instructor may be the only
competent and caring person
with whom they have regular
contact
4

c o n ~ n ~hirn/herself
it
to finding
positive reasons to contact student.; on an ongoing basis
become knowledgeable about
at-risk adult students, the
school community, the latest innovations in educational practice and current information
from educational research
find ways to reduce hidher is#lation and singular responsibility for student success-he/she
is part of a professivnal staff
19

and he/she should seek out
their help and advice
find strategies for personal and
professional renewal, and for
managing stress.

The Instructor In
General Must ...
avoid instructional strategies
that focus exclusively, or primarily on '%basic skills," passive
transmission of information, or
rote memory and repetition
focus on strategies and techniques that promote MEANINGFUL LEARNING; i.e, leaming that is Active, Connected,
and Useful-that promote understanding of concepts and
ideas, rather than simply, accumulation of facts
make effective use of achievement and other student information as the basis for planning instruction--not simply categorizing students
design instructional units in a
manner that:

-

recognizes and builds on student strengths
helps students remedv weaknesses ( i t . fills in
in
skills, knowledge or understanding)
facilitates success at the next
instructional Ievel
establishes a rationale and
an evolving "line of logic"
for instructional priorities
and activities.

Rethinking Student
Outcomes:
Literacy and Survival Skills

for the At-risk Students and
our Society
ALL STUDENTS must develop
the ability to:

manipulate, interpret, analyze
and reconstruct knowledge-drawing on both new and prior
knowledge and experiences
tIunk critically as well as creatively-to search for patterns,
relationships and meaning-to
question and to inquire
make reasoned decisiorls, not
simply repeat what they've
heard--being alert to discrepancies in comparing what is perceived to what is known
solve new and unfamiliar problems, not simply " f i n d the
right answers on multiple
choice tests-knowing what to
do when they don't know
autonomous-self-confident,
self-initiating self-directing,
self-evaluating
learn independently, as well a s
cooperatively with others.
Colle es must also help adult
at-ris students develop
important social and personal
tralts, e.g.:

f

altruism
loyalty
compassion
dependability
courage
punctuality
courtesy

respect for authority
empathy
responsibility
generosity
self-disciphe

honesty
self-respect
integrity
tolerance
College Must Also:

find ways to coordinate classroom instruction with other
educational services the student
may be receiving (e.g,tutoring,
mentoring, ESL)
develop strateges, projects or
other tasks that "require" stu-
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dents to help and support each
other
build in time for discussions
about issues, concerns and problems that are important to the
students-hopefully tied to
some element of the curriculum, that can lead to some sort
of project for the instructor
and/or students
find ways to make failure less
public, and success less private--being sensitive to students' attitudes and feelings,
and the norms of the college
and community it serves
be flexible and alwavs prepared
with alternative instructional
stratrgies and approaches.

Classroom Level
Instructional
Approaches (not
recipes)
Coc~perativeInstruction
R e c i p r ~ aTeaching
l
Flexihle Groupings
Ccmtinuous Progress Approaches
Integrated Skill and Content Instruction
Problem Solving/ Applied
Learning Strategies/Higher Order Thinking Skills
Individualized Learning Plan
(IEP)
Thematic Approaches
Peer Tutoring (across all levels)
Teach-Practice-Apply (TPA):
overlap, spiral, reteach

Classroom Effectiveness Training (e.g. student job descriptions, student learning journals,
study skills, teamwork, etc.)
Guided Discussion
Computer Assisted/Guided Instruction
OTHER THINGS THAT WORK

Organization Focused
Orderly College Environment
(but not oppressive)
Positive and Supportive College
Climate
- fosters personal and educational growth
- focus on "building" as opposed to "selecting" winners
College / Community Organized to Support Instruction vs.
Itself
Allows for Flexibility in Administrative, instructional and Organizational Arrangements Participation Incentives
Expanded Advising Arrangements
Linkages Between Community
Programs and Year-Round Programs
Broad-Based Strategic and Operational Planning Process
Effective and Ongoing Staff Development
Attention to the Selection and
Assignment of Staff
Student Assistance Teams
Multi-Dimensional Assessment
Stratcgics

Collaborative Efforts
Collaboration with Community
Service Agencies
College/ Business Partnerships
Significant Student/Community Involvement
Collaboration Between and
Among College Staff
Collaboration Between Students
and Faculty
WITH ANYONE ELSE WHO
CAN HELP

Intervention Priorities:
Strategies to Diminish the Anonymity of At-hsk Students

lrnproved Diagnosis and Assessment of Academic Skills
More Effective Classroom and
Supplementary Instructionmove past the basis skills approach
Improved Coordination of Instructional Plannjng and Schecluling
mu1ti-year learning plans
a1terna tive scheduling (e.g.
Saturday, evening)
- coordinated assignments/prr>jjeccts
number of academic
courses/da y
student success seminars
Access to Supervised Study /Tutorial Sessions
Peer Tutoring both for and by
at-risk students)
Student Assistance Teams
Collaboration/Partnerships
with Community Agencies
Partnerships Between Colleges
and Businesses
mentors/role models
cooperative work programs
Expanded and Meaningful Vocational/Technical Training
Evening/Summer Sessions (especially in cooperation with
adult education centers, and local businesses)
Lntensive Counseling
Meaningful Extra-curricular Activities

-

-

Thinking About
Intervention
1)What can we directly impact

or change?
2) What can we influence or energize?
3) What can we encourage and
support?
4) What are the realities we must
simply accept and account for
in our planning?
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Impact
Community
College
Classroom
Staff

Influence
Cornrn. Orgs.
k c . Sen.Agencies
Political Leaders
Corporate Comm.

Support
Family /Home
Conlmunity
Businesses
Econ. Dev.
Organizational

-

New visjo~~/missinn,
methods and models

Instructional

- Collaboration, joint responsibility and

Professional Dev.

-

Accoun tahili ty

Accept and Account
For
New Family Structures--Resource Limitations
Standardized Tests-Diversity-Poverty

Cultural Norms
That Promote College
Improvement
Clear and compelling vision/mission
Strong, positive belief system
Collegaiity
Experimentation/risk-taking
Trust and confidence
Tangible support (inside and
outside of school)

Reaching out to the knowledge
base
Appreciation (for students,
teachers and each other)
Caring. celebration, and humor
Broad-based involvement in decision making
Protection of what's important
Traditions
Honest, open communication

Building A College
Community

there is no enemy camp
advertise successful interactions/projects
keep people aware of where
they are in the change process
know how power works in col-

leges
do not patronize anyone
reserve time to work on process
be a "cheerleader" for others'
strengths, talents and contributions
provide resources
be open about your own weaknesses

Skills:
knowledge ofchange theory
group dynamic and conflict
resolution
responsive group facilitation
skill in seeing and acknowledging positive contributions
genuine neutrality
thorough understanding of
schools and schooling
ability to maintain perspective

Areas of Focus:
trust, caring, affirmation, attention to feelings

resist the opportunity to play
God
help others maintain the focus
on students

Maintaining
Motivation and
Commitment

port them by the entire college
community
opportunity to participate in a
meaningful way
sense of efficacy
opportunities for meaningful
training and professional development
opportunities to try, fail,and
learn from it
college/ community allocates resources, and focuses attention
on what it claims is important
personal and professional support systems
rewards, celebrations, and rituals
understanding the change process

BUILD AND NURTURE AN
EFFECTIVE COLLEGE COMMUNITY

understanding what's at stakethe importance and necessity of
the effort
clear understanding of, and general consensus on,the vision,
mission, goals, and priorities of
the college, the beliefs that sup-

1.1used the following sources in the
development of the Hand Booklet.
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The Role of the Community College in Saving
Special Needs and Undevprepared Students
by Warren Hurd
Warren I-lilrd is Dean of C ~ r c e Proyrarns,
r
Olive-Harvey Coilc~e,City
Colleges nf Clricago, Chicngo, I1 11~~02s.

Role of the
Community College
he community college distinguishes itself from the
f raditional college and university in that it was established to serve individuals who did
not have access to higher education.
Inherent in jts mission and design is
the ability to serve a wide segment
of the population, through the devcloprnent and provision of comprehensive programs, rrhch can
range from basic literacy to community economic development.
One nf the many challenges confronting faculty and administrators
of the community college is what, if
any, resources should be directed
toward the provision of programs
and services to special needs and
underprepared students. While
their presence on college campuses
is acknowledged, h s segment of
the student population has not had
access to substantive support services, educational and/or vocational
training programs (Hurd, 1994).
Over the years, the community
college has gained the dubious distinction of attempting to be all
things to all people. Sometimes referred to as the institution of "last
resort", this characterization evokes
unsettling images of the community
college and the consumerswho seek
24

and utilize its services. Conversely,
the community college has been rcferred to as thc democracy college or
the college of the people. While this
definition affirms the intent and

...there was no
master plan for
adeqafely
addressing the
e d ~ r c n t i o arrd
~i
training needs of
special needs
students, and that
they were more
inclined to direct
resources to those
students who
demonstrated the
greatest potential
for success.
mission of the community college,
it, also, creates the illusion that the
community college is an open-door
institution, providing equal access
to all who come to its door; but, "is
open access an archaic ideal who=
time has passed or is i t an ideal
which the community college
should embrace with predilection?"
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Whtlr~faced with the taskof providing equitable and comprehensive services to special needs and
underprepared students, the community college must confront numerous issues and questions that
have no immediate resolution. Can
the community college continue to
be all things to all people when resources are limited? Shuuld the
community college focus its resources on those students who can
best benefit from its services? Can
faculty and administrators be convinced that serving special needs
and underprepared students is integral to the mission ot the community
college? How do current practices in
the community college parallel with
compliance to public law'? These
questions are not easily answerable,
but provide a broad base for djscourse.
Enacted in 1967, the Community College Act defined the govemance of the commuruty coiiege.
Comprehensive in its br~adthand
scope, this legislation delineated the
duties and powers of the governing
body of the community college, in
addition to defining the six major
functions of its mission. Besides providing credit and non-credit curricula, an important function of the
community college is to provide basic skills education, preparatory or
developmental instruction which
will give underprepared students
access to employment or post-secondary education. Underprepated
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as defined in the mission can be inclusive of special needs students.
Other legislative Acts whch require the community college to
grant access to special needs and
underprepared students include: 1)
the Rehabilitation Act of 1973,
which provides for nnn-discrimination of the disabled under Section
504; 2) the Carl Perkins Vocational
Education and Applied Technology
Act, whch addresses both special
needs and underprepared students
in vocational programs; and 3) the
Americans with Disabilities Actoften referred to as the Civil hghts
Act for persons with disabilitieslegislated equal access to all public
entities.

The major obstacle
to their integration
into society is the
lack of basic
education asrd
occupational skills
which enlznnce
their potetltinl for
ernyloyrnent.
To avoid confusion with legislative deFinitions of spec iii t needs and
underprepared students, and to establish a common frame of reference, special needs students are defined as those individuals who meet
the criteria for educable mentally
handicapped. Underprepared students are defined as students who
have a reading comprehension
equivalency a t the 5.0 grade-level or
below and demonstrates no organic
impediment to learning. These individuals may or may not have a hgh
school diploma and do not qualify
for college remedial-developmental
programs. This definition does not
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include limited English proficient
students.
It is important to recognize ...
special needs and underprepared
students, ... in spite of their obvious
limitations, have a propensity for
self-sufficiency.These are individuals who have functional oral communication skills, can successhlly
negotiate self-travel and, in many
cases, live independently ....The major obstacle to their integration into
society is the lack of basic education
and occupational skrlls which enhance their potential for employment.

Special Needs
Students
In 1987, a survey was conducted
of 200 community colleges across
the United States regarding special
needs students. ''The purposes of
the study were: 1) to determine the
extent to wluch community colleges
have extended services to persons
who are mentally retarded, 2) to determine the types of services provided by community colleges to students who are retarded, 3) to determine how faculty who teach students who are retarded are trained,
and 5) to determine the policies, attitudes and problems surrounding
accommodation of learners who are
retarded on community college
campuses" (McAfee and Sheeler,
1987, p. 263).
Results of the study acknowledged the presence of special needs
students on community college
campuses. This finding was supported by studies conducted in 1980
by Jones and Moe and by Hurd in
1994, while researching the perceptions of faculty and administrators
in the City Colleges of Chicago.
In the 1987 study by McAfee
and Sheeler, approximately 38 percent of the respondents admitted to
serving special needs students; 51.5
percent noted that the most common service provided was counseIThresholds in Education

ing; 73.5 percent indicated that the
community college has a role in
serving special needs students.
While research seems to show
that the community college has a
role in serving special needs students, it also showed that 80 percent
of the colleges had no plans fox the
expansion or development of new
services for this population. According to Mc Afee and Sheeler, "community college administrators appear to he willing to serve adults
who are Ispecial needs], providing
they don't have to cut back on other
~en.ices."
Similar findings were reported
by Hurd (1994), as data showed that
faculty and administrators in the
City College of Chicago agreed that
the community college was capable
of serving special needs students.
However, faculty and administrators echoed sentiments akin to the
findings of McAfee and Sheeler as
they were of the opinion ... there was
no master plan for adequately addressing the education and training
needs of special needs students, and
that they were more inclined to djrect resources to those students who
demonstrated the greatest potential
for success.

Underprepared
Students
The notion of serving underprepared students is not a new phe
nomenon as their presence in the
community college has been acknowledged and documented over
the years. Moreover, their presence
is manifested through the development and provision of remedial/developmental and basic education
programs, complemented by literacy education for individuals with
minimal to no ascertainable academic skills.
Unlike special needs students,
underprepared students are visible
and easily identifiable on college
campuses. According to Platt (1986),

"statistics compiled by Plisko and
Stern (1985) indicate that between 27
percent and 28 percent of all college
freshmen are identified as needing
help in reading, between 28 and 31
percent need help in writing and 32
percent need help in mathematics."
Further, she advocates for services
for underprepared students, listing
the following reasons: 1) it is a fact
that students arrive in college underptepared, thus the college must
take the responsibility for teaclung
them the skills they need for college
coursework; 2) students are victims
of education reform and the 'excellence' rnovenlent (despite the success of reform, there will always be
students who are left behind); 3)
adults change and, as a result, their
needs change; 4) remedial courses in
college du make a differencein student outcomes; and 5) colleges mtist
offer below-college-level courses
because it is the moral and humane
t h g to do. (Platt, 1986, p. 20)
Accessibility to remedial /developmental and other programs
like it ace possible because of the
open door policy of the community
college. While educators are cognizant of the value of such a policy,
they also recognize that the diverse
clientele served by the community
college come with unique needs
which are sometimes contrary to
traditional transfer education, and
even more importantly, demonstrate needs which challenge the resource-of the institution. This situation suggests that open-access not
only translates into equal access, but
demands that a structure be estahlished which can accommodate the
needs of those students who do not
match the archetypal characteristics
of transfer students.
Nielsen (1991) echws similar
sentiments when he writes of the
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four distinct groups of students who
come to the community college. According to Nielsen, they range from
those who are well-prepared and
can be successful without intervention to those he classifies as Croup
D. These are students who have low
expectations and self-concepts,
reading at the fourth- or fifth-grade
level. He further iterates that the
community college is often their
"last chance" and, therefore, should
serve these students. Yrt, Nielsen
admits that the community college
"llacks] adequate service models to
deal with this challenge."

As the comrnirnity
college mny be
their fitral
opportunity for
self-actua Iiza tion,
it becomes
incumbent upon
faculty and
administrutors t o
be creative in
nreeting the needs
of these students,
in addition to
acknowledging
their rights to
services.

Conclusion

have a master plan or adrninistrative structure which adequately addresses the comprehensive needs of
these two populations of students.
Consequently, many students fall
through the proverbial "cracks' of
the system with no educational or
career plan that would enhance
them academically or vocationally.
It is important to recognize that special necds and underprepared students have the potential to become
contributing mernbers of society. As
thc community college may be their
final opportunity for self-actualizatlon, it becomes incumbent upon
faculty and adminishators to be
creative in meeting the needs of
these students, in addition t o acknowledging their rights to sew-

iccs.
1n examining the rights ot special necds and underprepared students, faculty and administrators of
the community college must develop policies and curruula which
address the unique needs of these
students. E v m though human and
financial
resources may be
stretched, the rommunity college
cannot abrogate its responsibility to
provide fair and equal access to programs and sen'ices.
Doucette and Roucche (1991)
paignantiy summarize the role of
the community college. "Cornmunity colleges are founded o t ~principles of unusual access to higher education and they have remained true
to that commitment, taking on new
tasks, serving new clientele, and
meeting community needs, even
when criticized for spreading themselves too thin by attempting to
senTeall w h o benefit."

While the mission of the cornmunity college is inclusive of special
needs and underprepared students,
many community colieges do not
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Visions of Success&l Mat&ulation for GED
Completms into Collegiate Study
by Alan Hardersen
Alan Harderselr is Dean of St uden f Survicrs, McHrnry Courl f y College,
Crys to1 Lake, Illinois.

magine for a mvment t h t you
have just arrived at the Iwal
community college with aspirations of returning to school.
You are a twenty-seven year old single parent with three children and
you dropped out of hgh school during the fall wn~esterof your senior
year. Pressures of adulthood coupled with life's experiences have
magnified the need for credentials
but flashbacks highlighting some of
the palnful experiences in high
school almost give cduse for you to
drive by the campus and head back
home.
Patricia Cross writes that "Attitudes toward education arise directly from the learner's own past
experiences and indirectly from the
attitndes of friends and "significant
others." Adults who hated school as
chicken, in part at least because
they were constantly placed in a
competitive situation where they
did not do well, are unlikely to return voluntarily to the scene of their
former embarrassment (Cross,1981,
p.125).
Conceived as a method for GI's
to complete their World War I1 interrupted high school requirements for
college admission, the GED has
since served nearly 17million adults
in the United States and Canada including the individual described in
the opening paragraph and others
who have had bad past educational
experiences. The enormity of these
numbers is better understud in the

I
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context of the current economic culture. As Clusman (l99q) states, "Our
nation's tronomic f i ~ t u r edepends
to a very significant extent on
whether we can improve the bclsic
skills of today's adults and whether
we can d o so very sonn" (p.91.
The central question we need to
ask those who have completed the
GED and havematriculated to addjtional educational programs is,
"Why did they drop out of school?"
T l ~ i question
s
gets at the core issues
regarding prior experiences w h c h
might serve to act as deterrents to
completion of an additional program of study. Baldwin (1991, pp.
1-3) provides some insight into thc
reasons young people drop out of
high school:
Candidates' reasons for not
completing high school fell
into seven distinct categories: disengagement from
school; marriage or pregnancy; home and family
problems; employment-related reasons; social behavior problems; shortcomings
of the school; and academic
problems .... Adult educators should recognize that
students' reasons for not
completing school may influence their attitudes tnward education programs
as adults. Nearly one in four
candidates (24 percent)
rated reasons related to dis-
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engagement from schoolthat is, fccling unhappy or
bored-as most important,
a larger pmportiun than for
any other category.
HOWmight the c~~mmuniiy
college facuity and staff respond to the
needs uf the GED graduate? Perhaps the best place to begin is to
perform an institutional audit on
programs and services directed toward nontraditiclnal students. Once
it has been determined to what cxtent the college seeks to etuol the
norltraditional student, i t is necessary to determine the characteristics
and demographics of the students
who are currently enrolled in t h ~ s e
nontraditional programs. Questions
relating to the commitment of the
institution and its professionals include but arc not limited to thost.
that fnllow. Who participates in the
recruitment process? What efforts
are made across institutional
boundaries to facilitate the matriculation process? Why are these efforts
made by these individuals? When
does the institution perform the
tasks which art. involved? How has
this activity been received, both internally and externally? Who i s responsible for student retention?
What is done to position the institution as one whch attempts to retain
students-at risk? Why have t h ~ s efe
forts been directed toward the nontraditional student? When does the
college implement retention related
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Student-Support Needs of Adult Part-Eme Students
by Michael P. Langley
Michael P.Langlqy is Dean ofstudent Services, Wilbur Wright College, City
Colleges of Chicago, Chicago, fll inois.

Introduction
radjtionally, community
colleges and other institutiom of post-secondary
education have focused
their attention primarily toward
providing educational opportunities fur the 18- to 22-year old college
student. However, recently institutions have begun to place increasing
emphasis on recruiting and meeting
the needs of adult lean~ers.
In the Fall term of 1993, the average age of undergraduate community-college students in Illinois
was 27.6. Forty-seven percent of
these students were 25 years old or
older. These same statistics how that
63 percent of the undergraduate students 25 years or older attended
community colleges on a part-time
basis (Illinois Board of Higher Education, 1994). The enrollment trend
of more, older, non-traditional community-college students began in
the late 1970's and is continuing into
the 90's. The non-traditional students, those beyond the traditional
18-22 age range, attending school
lull-time as usually described in the
literature of higher education, are no
longer rare occurrences or minority
groups worth little attention. The
older adult now constitutes a large
portion of the community-college
student body.
The influx of older adult students represents an opportunity for
continuing vitality within higher

T
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education as they bring their experience, expertise, and enthusiasm to
the classroom. Older students also
bring the challenge of the different
clientele to the campus that may require accommodation in the current
traditional higher education policies, administration, curriculum,
and support services (Cross, 1981).
Adult students tend to experience challenges which are different
from younger students. Academia is
not as easy far persons who have
been away from formal schooling as
it is for students who have continued their education directly from
high school. The adjustment to this
ncw student role generally causes
additional hardslups and can be
more complex for the older adult.
U'here the traditionally-aged students are usually primarily students, older adults tend to have a
more complex lifestyle. The older
students come to the campus as
business people, homemakers, parents, comnlunity volunteers or professionals as part and parcel of their
lives as adults in our society. The
role of student has to take its place
among these other roles. (Apps,
1981).

The Problem
Mindful of declining enrollments among the traditional postsecondary age students and rising
costs withn the equivalent budget
increases, some community colleges
are responding to this challenge
with various new forms of informa-
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tion services, admissions, counseling, orientation programs, and other
support services. These services are
designed to serve increasing numbers of non-traditional students.
However, most colleges attempt to
expand an already overburdened
student personnel services division
to cope with h s new majority
(Soloman, 1991).
Much research has been conducted to identi5 demographic
characteristics,
needs,
grade
achievements, motivations, and
persistence of returning adult students. Much less has been directed
at the institutional support service
structural characteristics which may
influence the success and retention
of adult students. There have been
few attempts to systematically determine the variant needs of older
adult students and existing or potential student support systems.
This Iarge d u x of adult students, many of w horn are part-time,
has presented new challenges to
community colleges, especiallywith
regard to the delivery of support
services. Part-time students mean
large headcount numbers, therefore, colleges have tried to stretch
existing programs and staff to serve
ever increasing numbers of students, most of them older. Surveys
have indicated that adults believe
they need a number of support services, some of which differ from those
of younger students. Alternative delivery programs have been developed and are usually funded by outside sources. However, often they
31

have little academic clout and strug-

gle to justify their existence. (Hummel, 1990).There is a need to formulate new institutional prwedures for
student services based upon discovered differences in the perceived
needs of older adult and younger
traditionally-aged shdents.

A New Study
A study (Langley, 1995) surveyed the perceived student support needs of the growing number
of older non-traditional baccalaureate students in the Illinois community college environment. This
studv examined the perceptions of
needs by both older and younger
students in community colleges to
attempt to begin to fill the gap that
exists in the literahre in this area.
The study documented what student support services students
would use and how useful they perceived these services to be. Adult
students were also questioned as to
whch services they used that gave
then1 the most difficulties in their
community college experience. Utilizing h s information suggestions
were presented to aid administrators in the development of new systems to deliver support services to
the adult community college stu-

dent( ).
There were 807 respondents to
the survey questionnaire that was
distributed to students at four representative Illinois community colleges. The quationnaire consisted
of three parts: (1) a demographic
profile; (2) questions on whether
students would use certain semices
if they were uffered and how useful
they perceived these services to be;
and (3) what student support services were provided at a below expectations level.
Descriptive and relational statistics were utilized to analyze the
data. Chi Square non-parametric
measures were used at the .05 level
of significance to analyze appropriate data.

The results of this study demonstrated that older adult non-traditional community college students have different perceived student support needs than younger
more traditional students.
Older students proposed usage
of student support services demonstrated the need for services that
deal with a more mature, settled lifestyle with outside commitments.
Evening and/or weekend reg istration, weekend courses, evening
and /or weekend counseling and inter-ac tive television courses topped
the usage patterns of the adult students. Significant proposed usage of
childcare services, re-entry counseling along with legal services, and a
veteran/s adviser also headed their
list.

A Solution
What can be done by comm unity colleges to deal with these and
other perceived student support
needs of non-traditional older adult
students?
In an ideal situation with adequate funds and other fiscal and perso11i~eIresources, the best way to
address the needs of adult students
would he to inctlrporate in to 1he student support services structure a
separate division devoted entirely
to older students. However, in an
era of s h r i n h g dollars, enlarged
cornmjtmer~ts,and cutbacks in public funding, this solution is not practical for many institutions. Nevertheless, the results of this study do
indicate that integration of adult
services into the total student services administrative unit is a necessity.
All four of the community colleges involved in the study provided, to some extent, for evening
and weekend registration, weekend
courses, evening and weekend
counseling, inter-active television
courses, re-entry counselkg, legal
services, childcare services, and veterans' advising. These are all serv-
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ices that adult students would use
most and feel would be most useful.
What is needed is a consdida t ion of
these xnfices and a reorganization
of the student support service program that does not rely on traditional operating procedures. A reorganization of these services to allow
evening and weekend part-time
adult students to avail themselves of
these programs is of a paramount
importance.
A major recommendation of
the study was to create a small office in the student support services
division to coordinate the activities
directed to adult students. A director of adult services and needed
supportive staff would be theextent
of the personnel nceded to comply
with the rt.commendntion. The reorganization of traditional procedurm
is most important; once that is accomplished this unit would function a s a referral and coordination
body.

Most community colleges still
operate their regular college credit
transfer programs on a five day and
sometimes four day schedule, with
limited offerings in the evenhgs
and on weekends. Weekend programs
including
registration,
classes, atld counseling were indicated as being of higher priority by
adult students.
The edargement of course offerings on weekends is one of the
first changes that should be made to
accommodatr adult students. Evening and weekend registration is another service that should be plamed
immediately. Even the younger students felt this to be more than moderately useful, and 80 percent of
adult students would use it and felt
it would be more than moderately
useful.
There are some additional sewices that need to be provideci based
upon study results. Of these, re-entry counseling is the one that adult
shidents require that not many
younger students feel is important.
Because of this fact and in view of
-
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economical resource management,
it may not be practical to have a
dedicated counseling program just
for adult re-entry students. However, at least one counselor should
be trained and available as a resource person for the adult students
who would require this assistance.
Child care and legal services are
two other areas where adult students evidenced a greater need for
assistance than did younger students. While most schools have
some programs in these areas, others don't and attention should be
paid by community college administrators to assure these services are
available and convenient to all students, incltrding adults, which may
mean more services provided in the
evening and on weekends.
Advice to veterans was seen as
important by 23 percent of the older
students, and 16 percent of the
younger students said they would
use this service abo. While the overall importance of this service may
not warrant full-time staffing some
attention should be paid to these
sub-groups within groups. A desig-

nated individual in the admissions
or financial aid area should be
trained to assist in veterans affairs.
In summary, listed below are
the recommended changes in student support service programs:
1.Create a department of Adult
Services for coordination and
referral services.
2. Increase evening and weekend
services including registration,
academic counseling and
more classes.
3. Allocate counseling staff for reentry counseling.
4. Increase facilities for childcare.
5. increase availability of legal
services.
6. Allocate admission or financial
aid staff to advise veterans.
The library and the student
bookstore are services that are important to all students including the
adult learner. These two areas of
service must be maintained at the
highest possible level. Student parking is another service that is viewed
as important by all students. Unfor-

tunateiy parking is viewed as the
single most difficult service to receive at expected levels. Advisement, class scheduling and enrollment procedures were seen as service rendered at below expected levels also.
Many factors effect the implemen ta tion of the recommendations
gleaned from this study. The financial capabilities and physical resources are two major bamers. The
location of a college could dictate a
shift in priorities for a specific campus or institution, however, a successful student services operation
must incorporate the recommendations from this study into its operation and administrative system. As
the coming wave of new students
with their diversified backgrounds,
cultures, experience and values begin to enroll in unprecedented numbers, student services operations
must be in a position to deal with
institutional bias (prejudice), constraints and barriers that impede the
delivery of needed services to communi ty college students.

Hummel, M.L.(1990). Adult Student Services in Community
Colleges: Analysis of Student
Services Organization Determinants of Adaption and Change
(Doctoral Dissertation, University of Michigan, 1990).Disserfation Abstracts International,
52/01-A.

adult, community college baccalaureate students and traditionally-aged ones, and their
perceived needs and usefulness
of services. (Doctoral Assertstion Northern Illinois University).
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Distance Education-Breaking B a ~ e r and
s
E ~ a n d i n gOpporhmitiesfm Access
by Eugene G.Halbrtgren
Eugene G . Hflllt~ngrenis AdinLpProvost, Open Crrlrrp~is,College of DuPngtl,
Glen Ellyn, Illinois.
he need to expand educational opportunities that
meet the needs of adults
has long been a concern of
adult educators. This concern is
heightened as the adult population
grows in size and social, demographic, and economic changes occur in modern American society.
Long (1987) cites the Commission
on Higher Education and the Adult
Learner as indicating that there are
some major barriers to meetimp the
educational challenges for adults.
The barriers he identifies include
"institutional barriers erected by
higher education institutions that
do not see adult learners as their
clientele, or included in a central
way in their mission, inadequate
funding for both institutions and individual learners and lack of awareness of leaming opportunities
among adults" (p. 207).
Meierhenry (19791, reporting on
research done by Penland with
adults, suggests that "the reasons
givenby these adults for learning on
their own indicates a desire for flexibility in terms of time and place and
a desire to structure their own learning rather than having it structured
for them" (p. 18).
h the "last three decades there
has been a world-wide develop
ment of institutions which have applied distance education to the provision of post-secondary education"
( E v a & Nation, 1989, p. 6). Distance education is now seen by
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many educators as a means for providing educational opporhmities to
overcome the barriers of time and
location that inhibit access to a college education for large numbers of
adults (Reed & Sork, 1990). Addressing the problems that working
adults face when attenipting to take
college courses and complete college programs is of increasing concern to educators and society. In recent years, the rapid development of
technology has enhanced the potential for expanding distance education beyond the focus of reaching
sparse populations in remote areas
to include r e a c h g adults in
densely populated metropolitan areas as well as rural areas.
Distance education programs
seem to be suited to meeting the
needs of adult learners fromall segments of society. As Zigerell (1984)
stated,
the implications of tlus explosion of information and
information technologies
are profound for adult educators. The information age
portends not only an expansion and transformation of
the tield of adult education,
but also a broadening of the
role of adult educators
themselves. One result is
even stronger impetus for
them to develop programs
for the adult who must, or

chooses to, study at a distance. (p.I )
Adult educators support the development of distance education because these methods can overcome
some of the situational, institutional, and dispositional barriers
identified by Cross (19811, especially time and location barriers,
which oftenprevent participation in
college. This is also emphasized by
Merriam and Cunningham (1989)
when they say,

Distance education methods
and
technc>logies
clearly have much to offer
adult and lifelong education in terms af access and
support. The future willsee
increased efforts to integrate adult and distance
education, both conceptually and in practice, in realizing lifelong education. (p.
230)
Reed and Sork (IWO) identified
adult clientele as one of five commonalities that characterize distance education. The other "commonalities" were: a gap mediated
by technology, a n institutional base,
increased access, and individualization. The authors verified that distance-education students are typically adults who participate with
clear goals and that the maturity,
decision-making ability a n d motivation of adults are characteristics
-
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that have been identified as fitting
well with distanceeducation methods. They also emphasized that distance education increases access, expands the opportunities for the
learners and frees them from the restrictions of time and place-based
education.
In Moore's book (1990), Peter
Dirr identifies "access" and "equity" as "two important goals for all
education in the United States" (F.
398). According to Dirr, reaching
these two goals "requires overcoming four barriers that have prevented many Americans from
achieving all that they might
through higher education" (p. 398).
The four barriers that Dirr has identified relating to "access" and "equity" are: distance (the courses offered are too far away for most people); time (times of courses arc not
convvnient for the busy adults);
availability of resources (library references and laboratory materials are
not accessible); and cost (cost ot' a
college education is too costly for
many families)(Dirr, cited in Moore,
1990).
Niemi and Cooler (1987) also
identify "access and equity" as important issues that can be addressed
by distance education. They bring
attention to the fact that technologies are "capable of expanding access to learning opportunities well
beyond the reach of formal classroom settings," but they raise the
concern about issues of "equity" by
questioning the availability or access for people who are unable to
afford it (p.105).
Evans and King (1991),in addition to affirming the value that distance education has ior improving
access, also suggest that equity be an
important collsjderation for supporting distance education. Lumley
and Bailey (1993) propose that the
information age will bring less reliance on educational institutions for
instruction and that "learning will
he a n y t h g , anyplace, anytime,
anywhere, by anyone" (p. 5). The
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changes that are mcurring in society
and education because of the information age lead some people to the
conclusion that "telecommunications-based distance education aIready is moving from the periphery
to the mainstream of academic and
training endeavors" (Duning, Van
Kekerix, & Zaborowski, 1993, p.
267).
There is immense potential ior
technology to have a substantial impact on education. The rapid development of technology can provide
enhanced opportunities for delivering alternative methods of collegiate
instruct ion. 'These new technological modes of instructional delivery
are often referred to as distance education and many colleges and universities are developing programs
to use them. Distanceeducation programs, according to Verduin and
Clark (1991) can be defined in the
broadest sense, as credit or noncredit courses using any of a vast
array of educational methods, media, or technologies to deliver to
learners "formal instruction in
which a majority of the teaching
function occurs while educakor and
learner are at a distance from one
another" (p.8). They abo identify
four defining elements: (1) teacher
and learner are separated for a majority of the instructional process; (2)
an educational organization is involved in the process, which includes some type of student evaluation; (3) some type of educational
media is used to connect the learner
and teacher, and to convey course
content; and (4) there is some type of
two-way communication between
the learner and the instructor or
educational agency (p. 13). Such
educational methods, media, or
technologies that may be used individually or in combination to provide distance education courses are:
audio, video, and computer conferencing, audio teleconferencing,
audiographics
tdeconferencing,
audiotape and videotape, CD-ROM,
radio, cable and other broadcast
Thresholds in Education

television, compressed video, satelli te videoconferencing, closed circuit television, Instructional Television Fixed Services (ITFS), FAX,
computer-mediated delivery, telephone delivery, voice mail, electronic mail, and print-based correspondence delivery.
Distance education has been
found to be as effective as the traditional method of classroom instruction. "Based on the findings of several research studies to date ... distance education courses are a s g d
as or better than on-campus (classroom) courses" (Mmre, 1990, p.
405). Verduin and Clark (1991) also
indicate that "distance education
methodology appears to achieve
cognitive outcomes equal to those
acheved by the more traditional
means of education delivery for
adults" (p. 117). Studies by
McConeghy and Robinson (199 1) of
an interactive television broadcast
system in an Illinois community college, by Gunawardena (1988) regarding the use of communications
technologies for distance education;
and by Hirshberg (1991) reporting
major findings of research Literature
provide support that there is nir significant difference in learning
achieved utilizing distance-education methods of instruction versus
classroom methods of instruction.
T~O~~SO
Sirnoson,
'L,
and Hargrave (1992) in their review of theories and research conclude that "the
evidence supports the position that
technology based teaching and
learning is effective. That is, people
can learn from media and because of
the improved instructional strategies and the enhanced materials, facilitated by media, they may learn
more effectively and in some cases,
more efficiently" (p. 68). A broad
range of studies were analyzed by
Moore and Thompson (1990), from
which they decided that
teaching and studying a t a
distance, especially that
which uses interactive elec-

tronic telecommunications
media, is effective, when effectiveness is measured by
the achievement of learning, by the attitudes of students and teachers, and by
cost effectiveness. (p.-34)

tance education have provided new
ways of delivering instruction to
meet the needs of students.

it is imperative

Therefore, the evidence that is
available in the literature points
overwhelmingly to the conclusion
that teaching and studying at a distance, especially that which uses interactive electronic telecomm unications media, is effective, when effectiveness is measured by a range of
criteria relating to the achievement
of l e a h n g , bg the attitudes of distance-education students and teachers, and by cost effectiveness.
Distance education is an aspect
of adult education that is becoming
incteasingly the method of instructional delivecy chosen by adults in
higher education. Distance education has increasingly become a
widely used vehicle tor delivering
instruction in post-secondary institutions. It has been estimated that in
the mid-1980s that 10 million students were studyi~igat a distance
throughout the world (Keegan,
1986). A primary vehicle of distance-educa tion delivery has been
the telecourse. In the United States,
well over 100,OOU students were mrolled in telecourses at community
colleges and some 4-year colleges/universities during 1984-85
(Maher, 1985). Telecourse enrollments have continued to grow in the
United States and it is expected that
they are significantly greater than
the 100,000 students reported by
Maher. Since that time, there has
been a rapid development of technology that has provided enhanced
opportunities for using other distance-education methods of delivering instruction. Communications
technology using computer conferencing, compressed interactive
video and interactive audio systems, CD-ROM, satellite videoconferencing, and other methods of dis-

that

distance-education
programs are
organized ilr a
structure fltut
serves the needs of
ndulf stirdents and
expands the
opportunities for
access for these
sttrdents.
The mid-199i)s is a time when

community colleges are developing
strategies to confront financial challenges, changing demographics,
program redefinitions, etc. Cormnunity colleges are in a unique posi tion
to provide distance education programs that respond to the needs of
adult Ieamers because cbf the focus
of the institutionrll mission and the
large numbers of adults that are
served (Bender cJr Andersen, 1984).
With adult students comprising
more than half of the enrollment in
community colleges and being the
segment of the student body that is
growing the tastest, more emphasis
is being placed on ways of serving
the unique educational needs of
these students. Distance education
has been seen as a valuable way oi
meeting these needs and many community colleges throughout the nation have been at the forefront of
using distanceducation methods
of instruction to creatively serve
adult students.
There are more than 1,200 public and private community colleges
in the United States enrolling 6.5

million students in credit programs

and another 5 million in noncredit
courses. Forty-three percent of all
American students enrolled in postsecondary college credit courm
and 51 percent of all first-tlme
American college students are enrolled in community colleges.
Illinois public community colleges enroll nearly a million students each year. This is approximately 65 percent of all students in
Illinois public higher education.
F~ftypercent of these students are
over the age of 27 and the average
age in Illinois public community
colleges is 31 (ICCB, 1993).
It isobvious from these statistics
the significance that community colLeges have on post-secondary d u cation and thc education of adults.
Adult students are a major part of
the community-college enrollment
(Bogg.;, 1994). According to the National Center for Education Statistics (NCES, 1993) enrollment of
adults in post-secondary education
will continue to grow. NCES projects a 14 percent increase in enrollment in post-secondary education
of students over the age of 25, and
only a 6 percent increaw in students
under 25 in the 199Us.
Distance education will continue to expand and promises to
provide greater opportunjtles for
access by a broad spectrum of adult
learners. Community-college leaders must meet the challenges of distance education by designing systems that provoke and create effcctive solutions ior student success.
The increasing development of
technology and its impact on the
evolving field of distance education
in colleges clnd universities hds been
identified as a trend that can provide significant potential for removing artificial barriers, improving access, and expmding opportmities
for adults. The outcomes of understanding the perceptivns and attitudes of community-college administrative leaders have potential policy implica tirms for the develop-
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rnent, expansion, organization, and
administration of distance education in community colleges. Community colleges serve a vital role in
responding to the educational needs
of the adult learner and the priorities, goals, and vision for meeting
these needs are generally set by the
leadership of these institutions.
Community-college administrators are faced with a myriad assortment of issues a s they prepare to
enter the 21st century.
The issue of technolog~cal
change and the need for a focus on
strategic management of community colleges is lughlighted in other
sources relating to community colleges. Both technological change
and strategic management are significant to the development of distance education. Hoffman and
Julius (1994) have emphasized that
"the con~munitycollege president
of tonlorrow must be a master of
tedu~ology.As the pace of technological change accelerates, leaders
must nut only stay abreast of innovations, but also learn how to harness new technology to make better
products-and sharper decisions"
(P. 13).
There is much to learn about the
use of distance education in higher
education for enlianring learning
and expanding opportunities fdr
adults. Verduin and Clark (1991)
have suggested that "the organizational pattern and operating practices of a distance education establishment are, of course, based on the
educational philosophy of that institution as well as some economic and
political restrictions" (p. 166). The
investigation of the philosophies, attitudes, priorities, concerns, and
other considerations of communitycollege administrative leaders related to distance education was the
focus of a recent study. The findings
of this study have confirmed and
expanded upan the ideas suggested
by Verduin and Clark.
The conclusions deduced from
this study resulted in the emergence

of a Conceptual Organizational
Framework for Distance Education.
The implications of this Conceptual
Organizational Framework for Distance Education in community colleges and in adult education is a better focus and organization for distance education that will improve
the services and remove barriers for
students. Tlus study provides baseline ~nformationfor facilitating effective solutions for the future of
distance education (Hallongren,
1991).
The Conceptual Organizational
Framework for Distance Education
represents fundamental areas or
themes that emerged from the data
as key elements that impact distance-education programs in community colleges.These fundanler~tal
areas and the correlated functional
aspects of each propose some basic
essentials for an organizational
framework for the development or
expansion of community college
distance-education programs. Significant policy implications were
identified in the study that influence
the dernelopmentand growth of distnn~~cducation
programs in community colleges. This framework
could provide an organizational
stn~cture for distance education
programs and for considering the
graw th and development of these
programs to better serve students.
The Conceptual Organizational
Framework for Distance Education
identitied by Hallongren (7 994) in
the investigative study should provide an integrated and collaborative
focus for administrators assessing
the status of distance education in a
community college and determining how these programs are addressing the needs of adult learners.
The results of this inquiry provide
~nforrnation for in~plementing a
comprehensive distance-educa lion
program organized to meet the
needs of adult students.
The six fundamental areas and
corresponding functional aspects
that provide the focus for the reTl~resholdsin Education

searcher's findings are: (1) Institutional Priorities (philosophy and
public relations); (2) Institutional
Characteristics and Context (location, institutional culture, and institutional structure); (3) Administrative Support (administrative leadership and support systems); (4) Instructional Factors (learner preparedness and performance factors);(5)
Delivery Systems (program);and (6)
Planning for the Future (influences
and vision).
This Conceptual Organizational Framework of Distance Education incorporating the fundamental areas and correlated functional
aspects from this study is illustrated
in Figure I (Hallongren, 1994, p.
133). The illustration is a representation of the conceptual frame
work depicting the integration of
the six areas with ci>rrelated functional aspects in a reciprocal interrelated relationship. The organizational framework is represented as a
structural process that incorporates
the external functions and internal
functions.The external functions are
the two areas of the Institutional
Charactrristics and Context and the
Planning for the Future. These ex tcrnal functions influence and eifect
the nature of the distance-education
program. The functions of Institutional Priorities, Adn~iniutrative
Support, Il~structionalFactors,
Delivery Systems are the inner functions that Influence in an integrated
and reciprocal way the characteristics of the distance-education
program. The fundamental areas
and correlated functional aspects
have an important symbiotic relationship that when fully functioning
has considerable significance on the
development of a distance-education program.
A major conclusion from the insights in the study is that a Conceptual Organizational Framework of
Distance Education exists which
provides a structure for the distance
education programs in post-secondary institutions. Thesummary that

Figure I. An Illustration of the Conceptual Organizatiunal
Framework for Distance Education

follows provides a review of the insights relating to the six fundamental areas and corresponding functional areas derived from the study.
The first area providing insight,
Institutional Priorities, consists ot
the priorities or reasons that community colleges provide distanceeducation programs. The findings
as presented in this area suggest that
the most significant reasons as proposed in t h s study focus around
philosophy and public relations.
The reasons related to philosophy
are a commitment to the mission of
the college; providing access to education; outreach to people to assist
them in achieving their education;
responding to student and cornrnunity needs, especially convenience
needs; service to the community;
38

and breaking barriers of time, place
and pace hound educational programs. The public relations reasons
are concerned with institutional image, promotion of the college, and
recruitment of students.
The second area of insight, Institutional Characteristics and
Context, as suggested by the findings relates to the characteristics and
context of institutions. The develtlpment or lack of development and
receptivity or lack of receptivity to
the implementation of distance education is reflected in the insights
from this area. The findings identified the influences of location as it
relates to geography and demographics; institutional culture consisting of the climate for innovation
and flexibility and attitudinal envi-
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ronrnent; and institutional structure
consisting of economics and the administrative organization on distance education programs.
The third area of insight, Administrative Support, is focused on
the administrative leadership and
support systems that have an influence on the development of distance-education programs. The
findings emphasize the importance
of administrative Icaderslup and
support systems for faculty and students to have a successful distanceeducation program.
The fourth area of insight, Instructional Factors, relates to
learner preparedness that may affect the success of the learner in distance education programs and performance issues. Srich aspects as basic skills, socialization and interpersonal skills, and functional skills
and instructional materials, faculty
expertise, and program effectiveness are parts of this area.
The fifth area of insight, Delivery Systems, relates to the type of
distance-education program and
niethods of delivrq. provided by
the institution.
The sixth area of insight, Planning for The Future, focuses on the
influences of technology, partnerships and economics, and the vision
that will have an effcct un the future
of distance-educa tion programs.
These six fundamental areas
and corresponding functional aspects that have been identified in the
Hallongren study provide a structure for organizing distance education programs. This organizing
structure and the findings it represents have valuable implications for
community-college administrative
leaders as they review the factors
important in developing distanceeducation programs. The organizing structure and findings provide a
framework and an awareness for
con~rnunity-college administrators
of the fundamental areas and functional aspects to be cor~sideredin
structuring distance-education pro-

grams. This awareness and strategic
focus for developing distance-educat ion programs can lead to better
program planning, increased opportunities for adult students and
improved support systems for distance learners.

This is a time of strategic choices
for higher education and it is imperative that distance-education
programs are organizd in a structure that serves the needs of adult
students and expands the opportunities for access for these students.

The fundamental structure of distance-education programs must be
established in a way that will provide for the greatest success of its
users.

Hoffman, A. M., & Julius, D. J. (Ed.).
(1994). Managing comrnunily arid
j r r tr inr colleges: Pwspect ives fer tlrr
m ~ x tcentuy. Washington, DC:
College and University Personnel Association.

Moore, M. G. (1990). Contentyornry
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A Bvief Histo y of Thresholds in Education
by Byron F. Radebalrgh
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s onc of the "fo~u~ding
fathers" ot the professional

educational
journal
,Thresholds 111 E~fua~tion,
I
offer here a brief history of its creation in recognition of its 20th anniversary.
Thc first issue of Thresholds in
Secondary Education, Volume I,
Number 1, was published JanuaryjFebruary, 1975, and was entitled, "Sex Role Changcs." hthe Editorial of this issue Dr. Robert J. Maple, Managing Editor, described
how the concept to publish Tlrresholds began and Dr. Leonard L. Pourchot, Editor, described why the
name "Thresholds" was chosen for
this journal.

EDITORIALS
How Thresholds Began
In the summer of 1973, several
professors from the Department of
Sconda ry Education at Northern 11linois University discussed the need
for an education joumal that related
specifically to the field of secondary
education. They talked about problems, experiments, research, and
new developments. Questions were
raised such as: "Who would be intemted in launching such a project?" "What would be the sources
of financial support?" "When could
this endeavor get started?" and,
40

"What would the journal be like?"
This group, under the leadership of Dr. Leonard L. Pourchot,
proceeded to elect a board of directors, establish a nun-profit foundation, solicit charter members, elect a
managerial staff, and set the wheels
in motion for a long range goal nf
publishing the first issue in February, 1975.
In October, 1973the departmental members responded to a questio~u~airc
which sohcited ideas, suggestions, and a wjllingne_ssto pick a
topic and work as an editor or assistant editor for a "Tl~resholds"issue.
Ideas wrre offered for issue topics
such as: legal education, continuing
education, sex biases in secondary
education, humanism in education,
peace education, transpersonal psychology and its impLica tions for second,~ryeducation, dealing with the
causes o t misbehavior, development af creatii-ity and several 0thers. Many c ~ four professors with
years of experience in teaching in
the secondary schuols as well as in
teacher education, have volunteered to assume the responsibility
of developing a specific issue.
Four issues per yearwill be published. The first is to printed in January and distributed in February
with subsequent issues published in
May, August, and November. An
editorial board with broad rrpresentation is being organized, and
secondary schools are being asked
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to be contribu t 111g m~mnbersand to
help form the advisory committee
for the Foundation.
Thc Thresholds in Educdt')on
Foundat~onBoard and ~nemb~rs
are
excited about t hc p m s y ~ c tof est,qblishing a journal speci fically fur personnel in secondary schoolsor other
professionals who work with adolescent.;. We are entl~usiast~c
about
the prospcxt of ccintncting the bestknon.n authorities fclr specific journals. \Ire sincere1y be1 iei.e that by
developing a clualitv journal with
secondary school topics ot special
interest that wc may help ourselvbcs and othcrs tn understat~d
better techniques of motivating the
secondary school student; that the
joumal may stimulate teachers with
ideas on developing creativity; that
thoughts will be expressed on reducing the causes of misbehavior a s
compared to treating the symptoms;
and that ideas will be generated towards humanistic methods for development of high interest, good attitude, and increased appreciation
of the learning process.
Robert J. Maple
Managing Editor

What's in a Name?
Thc name "Thresholcis" points
the direction fnr this new journal in
secondary education. We intend to
explore ideas and viewpoints which
indicate possible paths to the future,
February 2995
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without losing sight of the values of
present and past knowledge and experience.
It is hoped that "Thresholds"
will stimulate thinking, influence
educational practices, and udorm.
Each issue will feature articles by
scholars and thinkers a s well as
comments and criticism from practicing educators, students, and lay
persons. Innovative programs and
activities in selected secondary
schools will be pwsented regularly.
B o o k and materials pertinent to
secondary education will be re-

ers and thinkers in the field of human development. The article is
hoth timely and provocative. Secondary educators everywhere should
find this and the accompanying ar-

viewed.
W e think secut~daryeducators
and students are interested in the
a~plicationof theroy and knowledge. What is found in "Thresholds"-whether theoretical or applied-should be meaningful in some
significant way to our readers.
In Justinians day and now, men
have questioned whether "the time
is ripe" for launching their enterprises. Even though economic signs
for 1975 are discouraging, members
of Thresholds in Education Foundation are optimistic in pressing ahead
with this publication. They believe
that secondary teachers, other secondary professions t personnel, college professors, students in secondary education, and even lay persons mar7 be wcll-scrvcd by this
journal.
Why du we nerd another educational publication? (Why should a
million flowers bloom?) New ideas
deserve a fair hearing. Actually,
there are fewer good publications in
secondary education than one
might at first think. It is important
that a forum be provided for new
ideas and new secondary practices.
In addition, to dissemination of
ideas, there should also be vehicles
for cri ticizing, evaluation, and rcfuting ideas.
America's changing sex roles,
the subject of one of the articles in
this first issue, is discussed by Mueller and Frerichs, who present the
views of a number of eminent writ-

It is of interest ti) note that the
idea to create a new journal called
Threshobis originated in the minds of
several professors in the Department of Secondary Education at
Northern Illinois University during
the summer of 1473 at a departmental retreat held at Larado Taft Campus. The original name of the journal was Thresholds in Seconday Eduintion. The leadership for its founding came largely from Dr. Leonard
L. Pourchot, who served as its first
editor.
The membcrs of the first Board
of Directors of Thresholds in Education Foundation (a not-for-profit ILlinois corporation) were:
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ticles stimulating.
Equally important topics such
as "education for peace" and "humanizing the high school" will appear in subsequent issues. We invite
you to join us in our explorations.
Your RSVP's are anticipated.
Leonard L. Pourchot
Edjtor
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I was a nleinber of the first
Board of Directors and an editorial
assistant for issue number one.
In February, 1992, Titreshulds
celebrated its sevenieet~thbirthday
with the publication of issue num-

ber sixty eight, "Leadership in Education for thc 21st Centun," Isstie
Editclc: Dr. Robcrt C. Morris, Dean,
School of Educaiion, University of
Indianapolis, lndj~inapolis,Indiana.
Dr. Pourchot sewed as Editor
and Chair, Board of Directors, until
August, 1981.
In November, 1980, Dr. Joseph

R. Ellis and niywlf, were elected Executive Edlturs of TI~r~'sllolds,
and in
August, 1981, 1 w a s clcctcd Chair,
Boaid of Directors.
Dr. l'ot~rchot ret~redtn August,
1985. The followit~grecognition of
his contributions to T/~r~sIrolds
appeared in Vol. XI, Nn. 3, August,
1985:

In Recognition of The Founder of TltreshoWs In Education Dr.
Leonard L. Pourcl~ot
The Board of Directors, Threshrrlds in Ed ucatirrn Foundation, w ~ s h c sto
rccngn~zethe many contributicms made by its Foundcr, Dr. 1,eonnl-d L.
Pourchot, recently retired I'rofessor of Educdtion at Nurthr.rl~Illinois U n i r ~ r sity. I Iis dedicated leadership as first Chairman of the Board of Dircctnrs of
Thresholds in Eclucaticln Fclundatlon, creative planning as ecliior o f scvcral
issues of Tlrn,.~l;rdrls,and his tireless attcntiotl to the details ot publishing a
profussiondl eclucational jnurndl, 1 1 ~ spermitted Tl~rrsholdsto r e i c 11 and celebrate its tenth anniversary. Wc thank him for thts cfftlrt, and wlsh him well
in his retirement.
The lqX5-86 Board of Directors
Tlircsholds in Education Ft,ilncIa tion

Dr. Ellis retired in August, 1988. The following recogni tiun uf his sontributions to Tl~rcsl~ulds
appcared in Vol.
XlV,No. 4, Nvvember, 1988:

In Recognition of Dr. Joseph R. Ellis One of the Founders of
The Board of Directors, T h r ~ s h o l ~in
l s Educdtion Foundati~~n,
wishes to
recognize the many contrtbuticrn.; mnde by one of its founders, Dr. Joscph R.
Ellis, recently retircd Protrssor of Education a t Northcrn Illinois U n l ~ ~ ~ - s i t y .
As a trwmbcr of the original Board of Dircctnrs, Associate Editor of Vol umc
I, No. 1,February 1975, Issuc Editnr of se\ ural issues of Tlrrr-.holds, Cn-Esecutivu Editor of twenty-eight issues, planner and u r g a n i ~ ~
ofr many professional educational confercncc.5 sponsored by the found^ tiorl, a11Jin his role
as "spark-plug" of the Fountlat~on,Joehas permitted T/~mkollls:
to reach and
celebrate its thirteenth anniversary. W c thank I i ~ mfor his effort, and wihh
him wcll in his retirement.
The 1988-89 Unard of D~rcctors
Thresholds in Education Fo~tndation
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Beginning July 1,1991, Thresholds in Education Foundation and
the College of Education, Northern
Illinois University, entered into a
new relationship for co-publishing
T/iresholds in Education. The College
of Education agreed to increase its
financial support of Thresholds in return for an option of proposing the
topic for one issue per year and receiving 700 copies per year. The
copyright ofThr~~sholds
in Education
is now jointly held by the College of
Education and Thresholds in Education Foundation.
Beginning in 1992, TIzresholds
was indexed in ERIC with the Currmt Index to Journals in Educntion
(CUE),thanks to the efforts of Dr.
Frank P. Bazeli, who incidentally,
wrote an article, "The Desegregated
High School as a Social Laboratory,"
published in Vol. I, No. 1, January/February, 1975, in Thresholds.
The current mission statement
of Thresholds in Education Foundation is:
Approved 10-18-88

Thresholds in
Education Foundation
Mission Statement
The purpose of Thresholds it1
Education is to inform reflective educators about trends relating to the
issues, research, and practice in education. Its audience is composed of
teachers, educational administrators, teacher educators, educators in
non-traditional ~nvironments,students of education, and interested
lay persons. T!~resholdsis oriented to
con tempuraty issues and future
trends in the many fields of education that represent lifelong formal
and notl-traditional learning. Of
special interest are the applications
of research to practice; analysis of
current organizations, policies, and
relationships within the profession;
and reflections on major issues affecting education world-wide.
The Thresholds in Education
Foundation conducts several types
of activities. Among these are the
publication of a
journal

entitled Thresholds in Education and
the sponsorship of annual conferences and practitioner institutes on
topics of interest in education. Sup
port for these activities is developed
through a marketing program that
includes private, corporate, school
organization, and foundation donations and grants; individual and organizational memberships; advertising fces, sales of copies of journal
issues and other publications, conference registration fees; and other
promvtjonal and fund-raising efforts. Priorities are as follows:(1) to
establish and maintain a sufficient
annual budget for the publication of
the journal with profits used to support additional foundation activities
and (2) to continue self-supporting
conferences and institutes for regional professional populations.
We invite you to join us in this
exciting publication effort by becoming a member of Thresholds in
Education Foundation. Just fill out
the attached membership application and include your membership
dues.
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