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The research we are presenting on "educational barriers of adults. at the
postsecondary level" focuses on how that problem is perceived by an adult
population in west central Minnesota. We have distinguished the basic ap-
proach to the research problem as anthropological. This approach will be
illustrated through a description of the research methodology and through

an’ interpretation of the findings and the application of these findings with-
in a specific postsecondary program. '

Cl

CONCEPTUAL FRAIEWORK

’

By way of providing a conceptual framework for the barrier research, we

wish to first view the problem of educational barriers of adults in re- -
lationship to the larger issue of adults' access to education. We will briefly
consider certain conditions influencing adults' access to education and

 the attention which has been given to research in this area.

American society supports the notions that education is the privilege and
obligation of youth; that work and family mapagement are the responsibilities
of adulthood; and that retirement and leisure are eveats withheld for the .
aged. Educationally-minded adults often confront this ''segmented 1ife"
phenomenon in their attempts to gain acce¢s to educational institutions
which respond only minimally to the needs of society's age and rolerdefined
populations.

Education has even more challenging responsitilities with regard to providing
access for an adult population.. Today's generation of adults is faced with
managing a culture that is different in kind from the one originally trans-
mitted to them.2 ‘ ' :

'AQults who seék access to education as a means 6f responding and adapting
‘to cultural changes exp~rience gerious inctitutiornal restrictions. They

confront educational systems that are coni:ning in time,. space, and youth-
oriented traditions. ~The personal, progessional and social needs adults
bring to educational -inctitutions differ from those of the favored youth
population; yet their needs are often peripheral to the main functions of
the institution. The complex, dynamic . ture in which we live continues,
however, to exert great pressures on education to develop a capacity within

" each individual to learn, to change, to creéate a new culture throughout

his or. her 1ifespan.3

These dominating cenditions. pose complex problems concerning adults' access
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to education which need to be investigated from a variety of perspectives
and methodologies. The most prevalent approach to the access question has
been to investigate the ways in which adults participate in institution-
sponsored educational offerings. Various studies have produced findings
concarning adults' subject interests, their preferred modes of study and
their selection of institutional settings: :

»

inued research in this area is needed, the issue of adults' access

which prohlibit adults from participating in postsecondary education. -The
question off educational barriers has typically been a minor factor under
investigatfion within quantitative studies primarily concerned with the 'adult
participatfion issue. Thus, the findings concerning educational barriers
have beenflimited to defimning categories of barriers.

In the well-known 1665 national study of adult learners, Johnstone and Rivera
identified two main categories of barriers: 1) situational (influences ex-
ternal to the individual's control) and, 2) dispositional (individual's
personal attitudes toward part:ic.*}.pat:ion).4 Another national study in 1974,
sponsored by the Educatidnal Iesting_Seivice, explored what reasons that
respondents ''felt were important in keeping them—from learning what they

want ‘to learn".? Using Johnstone's taxonomy, this study identified primarily
situational barriers. Geographically restricted surveys of adults' part-
icipation in postsecondary education' in Wisconsin.(1973)6 and in California
(1975)7 also reported situational and dispositional types of barriers.

While evidence of this typa supports the existence of educational barriers
- of adults, it is limited in its application to understanding the needs of
an adult population and ways in which institutions might effectively re-
spond. The research we will now present on educatioral barriers stemmed
from our attempts to extend university offerings to adults in a particular
geographic area. ) T

- BARRIER RESEARCH CONTEXT

* The Morris Learning Center, located 150 miles due west of Minneapolis in

west central Minnesota farmland, is the University of Minnesota's response

to adult learners who are often gedgraphically isolated from thé“"Morris

- campus’ and from access. to educational opportunities at the undergraduate
level. The Center offers the University without Walls (UWW). external
baccalaureate degree option, and since 1975, has also sought to provide course
opportunities through otlrer external delivery, systems. . :

., -
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Most of the pegple who responded in 1974 to the publicity about the pilot

UWW program had educational barriers such as jobs and family responsibilities.
We were able to identify their barriers and to categorize them. However,

we soon found that knowing what the barriers were did not: tell us what the
barriers meant, or how barriers functioned in peoples' lives, or under what
circumstances they might be overcome. Ve wondered why two students with
seemingly identical barriers'made opposite programmatic decisions? How

did the adult's own perceptions. of barriers contribute to determining whether
that adult decided to participate in educational opportunities? As the
Morris Learning Center- broadened its services, it became increasingly im-
portant to answer these. questicns, If we could understand the range and
functicn of barriers from the adult perspective, perhaps the Morris Learning
Center .could serve these same adulte more effectively.

a

METHODOLOGY ' ) ' - o

. &
While ptevious studies provided data concerning the types of educational
barriers adults face, the data, did not address the kinds-'of questions we
were asking about adults' perceptions of the rarge and functions of barriers -
to continuing education. We determined that the’tommonly used quantitative,
standard-response approach was not suited for ihvesfigating the nature of
our research problem. " ‘ S .

We appliea several criteria in selecting methodology that would be compatible
with the aims of the research. The first criterion was that the data should
be influenced as little as pogsible by our biasés as adult educators and,
instead, should ‘reflect the perspectives of the .adult population. Second,
the data should he analyzed to not chly define categories of barriers, but

" to identify the relationships of their variables and the influences of those
variables upon the adult learner's participation in education. Finally, the
data should be communicated in a form to provide direction for programming
possibilities for adult learners in the Morris Learning Center region. '

We selected methods often used in anthropological fieldwork as meeting these
basic criteria. Three anthropological fieldwork methods were applied in

the study, involving selection of the research sample, data.collection, and
‘data analysis. .Our basic approach,was to explore a range of quedtions with
the research population concerning barriers to education and to allow pat-
terns to emerge which would inérease our ‘understanding of ‘the problems as

experienced by the -adult learner.

Research Sample Seletrtion

3

The first anthropological fieldw%rk method used was to establish a referral

-~



Page*4

]

- 3

network through which we identified the research population. We wanted
the research population to include two main groups of ‘adult learners:

1) those who were already engaged in edupatidhal,pursuits,~and 2) those
who were interested in continuing their education but who were not yet
participants. .7

We chose students enrolled in the University Without Walls program to rep-
resent the group-of adults who had faced barriers to continuing their educa-*
tion and had overcome the barriers to participate in a degree program. ‘

The UWW students served as primary. informants by providing names and addresses
of people in their respective communities whom they knew to have expressed '
interest in continuing their education in some fashica beyond the high school

level.

These secondary informant referrals, in turn, provided us with additional
contacts, through which we eventually estabiished four referral networks.
The secondary informants identified through the referral networks were for-
mally requested to participate in' the study and were selected according

to their availability for interviews and their geographic representation

of the area. ' ' :

- -

The total research population consisted of twelve primary informants who
wére engaged in a degree program and thirty secondary informants who weye
interested in participating in educational activities. While the number
of secondary informants was somewhat arbitrarily determined, we could have
enlarged the sample nad preliminary data analysis not révealed consistent

. patterns of respouses.

. ’ 3 et
Data Collection . _ ,

"in a week long training session.

The seéond method drawn from anthropological fieldwork was the ethnographic
collection of data through in-depth-personal interviews. We designed an
inferview schedule for primary informants that included seven. open-ended
questions. Each main question was followed by a series of five to ten pProbe
questions which were used to assist the informant in expanding upon his or
her responses to the-open-ended question.. The primary informant interviews
were conducted by either thg;principle investigator or the MLC director.
Based on our experiencés in using the interview gschedule 'and on a preiiminary
analysis of the informant's responses, we designed an adapted interview
schedule for the secondary informants. The majority of these interviews
were conducted by three university undergraduates, who first participated

-

The mAjority of the interviews with both'informant.groups ocurred some sixty
miles from main headquarters in the infbrmantfs home or work place. 1In
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order to reduce time and travel expenses, we often traveled in pairs to _
a given community, each scheduled with a full day of interviewing. The inter-—
views lasted between 1-1% hours, during which time the .interviewer hand-
recorded the informaEt's responses using the key word or key phrase method.
This technique requites the interviewer to selectively record the informant's
main expressions concerning an attitude; idea, actiong‘evént or person in

. response to a given question. Since  the interview notes were the only data
source, the interviewer had to allow time immediately after each interview

‘to add full detail to the notes. .

Data Analysis

The third anthropological technique was drawn from ethnoscience8 and applied
during the phase of data-analysis. Through this technique, the rav data
from the informant interview notes was manipulated ‘through a complex process
involving‘data‘organization and content analysis. For purposes of clarity,
the process will be presented as consisting of six stages, with each stage
representing an increased level of meaning emerging from the data.

. It should be recognized that the data remains basically im control of the
informants duringgall stages of the analysis process. It should also bé€
noted that the data moves from increasing levels of specification to a level
* of generalization during the six-stage process. For example, in stages one,
two, and three, the raw data is being worked toward specification; in stage
four, the data from both informant groups 1is integrated whichk promotes a
move toward generalization in stage five.\nFinally,-in stage six, the data
is formed into the final level of generalizationm. :
The first stage involved organizing the raw data within a very general or-
ganiZationalnframeWOrk{ The forty-two sets of interview notes were separated
into primary and secondary informant. groups. Each set of interview notes
was studied to identify key words and key phrases expressed by the informant.
These data were organized under the general headings of the open-ended
{nterview questions. . e : B

. v "
The second stage involved working with the data as organized under very
general headings to form natural categoriles of responses. During this pro-
cess, similar key responses were identified and grouped together to form S
response patterns. Categories were derived from the general theme»expressed
in each grouping. For example, from the open-ended question concerning the
informant's “process of deciding about continuing his or her education’,
two categories were formed: "How barriers are perceived" and "How barriers
might be overcome' . ‘ ' :

Eg

The third stage involved es;ablishing sub-categories of responseél The
data within the preceding response categoriles were analyzed further to un-
- cover specific patterms of responses. These response patterns were then

‘-
u '

-
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analyzed to form specific sub-categories of responses. The gerleral category
of "how barriers are perceived' was further specified into such categories

" as "family responsibilities", "time', "finances", 'access", and so forth.
P R . ~ <
The data from the primary and secondary informant groups were anglyzed sep-
arately during the first three stages. In order to establish relationshirs
between the two groups and to discover their similarities and dissimilar-
ities, a*fourth stage was added to the process. In this stage, both general
and specific categories of responses were compared between informant groups
and were found to be nearly identical. At this point, the categories were
integrated to represent the total research population. "

During the fifth stage, the process began to move out of the specification
level to a moreiﬁéneral level. In this process, the specific response
patterns under each category were analyzed to uncover relationships between
oategc..ies. For example, the responses in the categories of "family re- -
sponsibilities"‘and "time" were found to contain similar variables, thus
forming a relationship between the two categories. Based on the relation-

- gships identified between categories, it was then possible to draw'inferences
with respect to the informants' perceptions of various issues addressed in
the interviews. - - : ]

o .
L

In the sixth and final stage, generalizatiods were formulated concerning the
nature of the barriers adult learners face in continuing their education and
the circqumstances through which these barriers can be overcome. One such
genefglizaniOn, for example, was that barriers are derived from two sources:’
from“the situations people face and from the particular value orientations
held by individuals. ’ '

While this particular method of data analysis requires painstaking attention
to detail and permits.no short-cuts with respect to time, it has proven
highly effective as a means to elicit how -participants in a given culture
structure their own meanings of cwitical fsqyes; .
By using an anthropological based approach 'to the barrier research, adult
.-learners were allowed. to-actively participate ingall key aspects of the.
research. They were engaged in the selection of the research‘population,
in the identification of the important,researth issues, and in the interpre-
tation of the data which they directly supplied. 1In addition, the voices
of the adults were distinctly conveyed in the final-research results, ,In
the barrier research feport, each pattern or signigicant finding was JAccom-
. panikéd by representative verbatiin resSponses from the infotmants. In this
~ way, adult learners were able to speak to a wide audience about issues directly -
) influencing théir access to continuing education.- In the following gection
: of this paper, we will present the main findings of the research and their
application to programs serving an aduit clientele. c. . N

- <




FINDINGS .

THE PARTICIPANTS °

- .
.

The research population derived through the network sampling technique in- -

" cluded 42 adults who had already expressed an ‘interest in continuing their
education; - Most of them had completed nearly two years of prior postsec-
ondary education and had participated in frequent infdrmal learning experi-
ences. All had faced barrieré'to'continuing their educations .

The 12 primary informants in Group I were engaged in a degree program.
Eleven were enrolled in UWW/Morris, a program specifically designed to'over-
come barriers. The 30 secondary:informants in Group IT were not currently
enrolled butvhad expressed an intérest eitler in non-degree options or in -
obtaining a baccalaureate degree.9 . “ o

~ Blographic data obfained as an initial part of the interview process showed
that most of the 42 research participants were town dwellers, !linnesota born,
~and long time residents of- the region. Most were merried with children
living at home. Over half were between 25 and 34 years old, with the age
span extending from 20 through the late 50's.  With two exceptions from..
Group- II, all participants were Caucasian.10 Because the referrals made,
through the network sa&pling technique were predominantly female, the par~
ticipation of adult learners in this study was »1% female and 29% male.ll .

_The particiﬁants themselves proyidedidata directly about their educational
goals and about the circumstances which made them difficult to overcome.

The severf main discussion questionsl? focused on the subjects' formal and  © -
informal educational involvement and goals, the decision-making process
affecting their educational participation, their membership in families and
larger social groups, théip familiarity vith existing educational institu-
tions and opportunities, and their perspectives toward education and learning.

B
.

THE BARRIER COMPONENTS

The chart following13 %ists the barriers identified by the people interviewed

)
»
e

Q
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in tlie order of the frequency with which each was- discussed by cthe two

groups. The barriers identified by Group I' (those engaged in a degree program)
and Group II (those interested in, but not pursuing, learning options) .
' were found to be identical in name, nearly fdentical 2n makeup, and to differ

' only slightly in the orZering of their,sfgnificance.'1 Lo "

K4

. Barriers Tdentified bw . Freguency of Respense

\ Sample quglation,. - Group 1 . Group II°

. 1) Agcess to Educational Fécilities _ all groub .. + % group v
2) TFamily Responsibilities ) group .. ‘;3 'group
ir\\ o - 3) Finances B l. ‘ 3f§ gron'll - % group

’ . * . "
: 4) Time ' . B/A‘group .. + 1/3 group

- ) . 75) Motivat;on ' ’ i I}B'groug .. +1/3 éroun

- | In the séctions that follow I'Qill discﬁss the.cohponents.éf,th; barriers

. ident¥fied by the people interviewed together withy their reports of how
“parriers functioned within their lives. In addition, generalizaticns will
be drawn from the data with their implications for adult educmtors Including
the Morris Learning Center staff. As in the original report, the adult
1égrners will,. as far as.ic is possible, speak for thepsg}ves. )
In ap.attempt to suggest the Qroéess of data analysis used throughout this °
research, representative. sample responses from tne interviews will Lo pre-
sented. which illustrate how.catggories and relationships emerged. -

’

Barrier #1: Access to Educational Facilities ' 7

o " . 3 . . L Y
West Central Minnesota hosts some 17 postsecondary aducational institutions.

Seven grant the baccalaureate degrege, two grant the Associate of Arts degree,
- .and eight are vocational-technical schools. All of Group I and little better
than X of quuY II identified access as a barrier. Sample responses from
the interyiews 5 included the following: .'The schools don't offer courses
on what I need to take" ... . "There are not really that many classes avail-
able around here. Those we get have to be brought here by a college.”
"In order to enter the spécial R.N. program for a B.S. in nursing, I must
first complete 45 college credits, but they won't accept my nufsiﬁg credits.
How do I do this at my age? The opportunities to do it aren't available
. here. I'd have to'sell my home, give up a good job -- that's what'F see
as a barrier." - : } . Yo !

Based ox é@atements like'theée, the lack of access to educational facilities
was found 1o have two meanings to the people interviewed:  first, that the

\
Y

o - L0 -
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institutions within the area did not offer the type of curriculum, course,
or program that was needed; or second, that access to the kinds of prograins
desired was at too grcat a distance. | -

~

. . . .
Barrier i#2: TFamily Responsibilities : » o

-

Those members af the population with familiss usually fu%ctioned within the

family as parents. Respon’':nts said: 'lly children are too ‘small and until *° ™

they go to nursery school c.ey must have babysitters. I can't ask my hus-

o~ band regularly to care for the children.” "My family is very important
-~ they come first" . . . 7'if I did go to school, how would I support myself
and the kids and maintain a iheuse?' For haif of each group, family responsi-
bilities function as a barrier to educational participation 1) because of

~ thé age of the children, 2) because the family was placed at a higher privrity
than education, and 3) because money required for education was felt to be
needed for the support of the family.l6 .

.

A

Ty Barrier #3: Finances - . \\\
For 3/4 of Group I and slightly less than s of Group II, finances presented
a barrjier to continuing education. e were told: Going to school is fi-
nancially inhibiting. I would need a rqpt" . . « "I must keep.employed.
I have a-wife 3gnd four kids.. I can't®&top everything and go back tp .school”
and, "I had never spent so much roney on myself before. T had to be pretty
certain it would pay for, itself.” Responses such as these revealed that
to the population sampled, a financidl barrier included: 1) money for
, ‘tuition, 2) thé need -to maintain employment, and 3) the use of finances for

the benefit of the familyl’.

Barrier #4: Time -
Time as a barrier to continuing education was referred to by 3/4 of Group
_ I and by slightly more than.l/3 of Group II. For example; a woman in Group
. I said, "I really had to consider the time factor ---I knew I'd still be
~doing all .the liousework and bé responsible for the kids. I really didn't
eel I could manage the time to attend classes.™ A Group II woman said,
"Kids need the security 'of having family arcurd. - You must learn ®o sacrifice
when you have kids.” Borh gronps needed "time to devote td school" and. time’
\ "to spend with the family".and spoke about the problem of scheduling between
the tvo. . ' . L

Grogp II members identified é.th}rd factor, the need to spend time on 'the .
job.. "My\job.;équires a great deal of attention. ¥ don't want to spread
myself too thin."16 : :

.
- - -

y
|
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Barrier #5: Motivation

One-third bf.both groups identified motivation as a problem.'"Croup I, most
. of whom were pursuptf depgrees, saw motivation as a potential barrier rather
than as an actual deterrent. One said, ' You need a high degree of sclf-
wotivation. You have to scriously question -+ is it just a whim? You must -
have the discipline to keep at it, speaking from experience. You figure:
ouJ;?Our priorfties and you stick to them.” Group II spoke of a lack ©f
self-discipline and an inability -to set priorities.. Tor example: "1'm
not sure I could adapt. . I'm Bot sure I have the study skills to cope with
that. I'm groping and'I really need direction” . . . "I've put things offl
because 1 felt other things were priority."19 ‘Metivation functioned ‘as a
_barrier because of a lack of self-discipline er, because of an inability to.
- set priorities.’ ‘ ' -

‘ .

RELAT?ONSHIPS AFMOHG THE BARRILRS o

»

“The people interviewed had identified and defined five educational barriers
“a'ong with those factors that contributed to their functioning. .The data .-
had been ordered into groups, the respomses had been integrated to establish
the barrier categories. ‘The first phase of data organization was complete.
The second phase, that of data .content analysis, involved identifying re-
lationships among "the ‘patterns’ of respouses. Through this analysis tvo
.distinct relationships 4mong the barriers emerged which added to the com-
plexity of each individual's situation., : : )
First, we found that over 2/3 of the participants reported the presence of
two or more barriers. _The two barriers which each participané was likely
. to face at a minimum wepe "access. to educational facilities" and "family
"responslbilities": Second, we found that the barriers were intricately re-
lated to one another. While each barrier had distinguishable characteristics,
thescharacteristics were, sometimes indistinct because of the close relation-'
ship between the barriers. - - ' -
"For example, the most frequently mentioned barrier; "access -to educational
‘facilities", was found - to be linked” with "finances" and/or "family respon-
.gibilities". Gaining access to educatiomal offerings at a distance might
take time awcoy -fien the family or require- someone to "give up a good job™.
Similarly, "family responsibilities’ was fot only & barrier in itself, but
appeared as a sub-peifit of both vbe “"finances’’ and '"'time" barriers. The
“barrier "family ~ccponsibiilities’” was found to be linked with all of the .
other barrisrs: c4milies were found to influence the use of time, make '
demands on theluge of finances, afféct motivation, and a~t as a wajor force
of support for or hindrance to access to educatiomal’ facilities.

. g . . .
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The financial barrier was linked to family responsibilities tecause money
used for educational purposes might mean "no bike for Christmas" or ''my
wife having to work™. The 'time" barrier was linked with finances because
time must be spent "on the job' in order to "support myself and my family".

CENERALIZATIONS

- N\

- \
. : \
";‘ Once the intricate relationships between the barriers\ﬁgre clear, it was
possible to formulate generalizations based upon the patterns that had emerged.
; We had set out to explore how the adults' own perceptions’ of barriers contri-
) buted to the decisions they made about educational participation. The
generalizations, based on, the data,. explained. the derivation of parriers
and the circumstances in which they might be overcome. - R
Gerteralizatiopn'I: Barrfers are derived from two sources: - they are derived
from:the <ituations people face ‘and from ‘the particular value orientations
of -the p=20ple themsclves E . - S ' -

¢ - “. A T . . E
[} : : . . .

niyalues™ are viewed as those,eleménts of one's life which have high pridrigy,

i.e.,\chglgmpqrtagg.thipgéfin_fifg as perceived by the population studied.”

TR . B U N R : e . . . ) ,
. Although none-of -the barriers could be isolated as being sclely situational
" or solely value-related the "access! 'barrier and "financial' barrier stood

out as highly. situational. : . R .

z

. For example, access is in part determined by where somedne lives and by the
S availability of prdgrams at the appropriate level in that, geographic region.
Attendance’ at educational institutions costs tuition money at a minimum.

“Most people are not in the position to give up their full-time jobs to re-
. turn to school."” RERE T
. ¥ : * » “~ . .
The barrier of "time' involved both situational and value-related elements.
A tertain amount of time 1s controlled by employment, child care, and other
% commitments. The problem of deciding to devote time to school or of sched- |
. uling between the demands of home and school is influenced by values.

© -Both""family.responsibilities" and: "motivation” were barriers containing
strong value orientations. For example, a woman in Group I who "for :years
put my family first" had finally decided to pursue a degree because "I need
T " to set priorities for myself. The family can adjust to me this time." “In -
© % ‘girect contrast were several women in Group II who were not pursuing their |
r edﬁ?ation because of family priorities.. “My family is very important --

Y
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they come first."” Their allegiance to thelr families is such that_other'
things, e.g., an education, are vieved as something less than first priority.23

'1Genéralization II: Value-related barriers require personal readjustments
‘by the adult learner ' ' '

The decision whether or not a barrier can be overcome is often a matter of
individual value. The adult female who has determined that she may not '
go back to sch661'uhtil'EEE"chilarenJaré”iﬁ“schpoi*ts—not~likely to enroll’
until her situation changes and her children- are in school. A person in
need of greater self-discipline, reordered priorities, or a sense of security
about her 'goals will not erroll until those problems can be solved. Group

I enrolled students spoke of having to “put my family on a tighter schedule';
having ‘less time for my family", and asking them "to help around the house'.
They had made readjustments in their personal family lives in order to work

toward a degree.

Mcst Group II people, though also valuing educatioh,_were not yet ready to
. make readjustmeﬁté'either'because other competing values held a higher
priority or because their situations had not been changed. '
péneralization III: Situatidnél"bafriers have the pdtential to be overcome
by external sources : ’ C

" The barrier research had established«that barriers can potentially be created
'+ from both -external and internal sources.and are likely to contain elements
e ~ from .both sources. External sources would be situational factors such as
‘ those represented in the barriers "access to educational facilities' and
J"finances"}zs Barriers which are largely situational hold the greatest
« promise of being overcome by external sdurﬁes.

- . - For Group I students "access to educational facilities' was overcome- through
the structure of the UWW program which made it possible for therm to pursue
a baccalaureate program in thelir home or job environment without moving
away from eithgr. For many Group II students the UWW.program was not found
~ to be appropriate, either because of the tvpe of degree program they hoped
to pursue, the level of the program desired, .or because they sought non-
degree options. Therefore the barrier remained. T

r. -

TMPLICATIONS FOR ADULT EDUCATORS

"External sourzés” capable of overcoming educational barriers clearly include

o
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the educational institurions which offer programs to adults. The adult .
learners interviewed, by revealing their educational needs, interests, and
barriers, offered direction to educational irstitutions serving adults. -

Following are characteristics of the adult learners we interviewed together’
with a beginning list of the considerations they suggest for adult educators:

4

1. Most of the population studied have interests that are pro-
fessionally related.2 Educators could consider developing
and offering accessible courses and degree routes that relate
educational resources to professional interests. ‘

2. Because of their commitment to their families, jobs, and home
—ownership, adult learners need classes provided within their
communities at convenient times. Educators should consider
bringing educational resources to the community rather_than
requiring adult learners primarily to come on campus.

- ' s 3. Adult learners distinguish between learning -- an internal
occurrence, -- and education, which they link to external

- ' gources.28 They typically have educational exgerieﬁces gained
through both formal and experiential settings. 9 Educators

should consider the~ran§8 of experiences adults bring to the

formai academic setting”" and provide programs and .courses

that merge informal learning within a formal. education.

4. Adult learners assign similar values to an educated person
and to a successful person. They are interested in the ap-
plication of education to their daily lives. Educators
should consider ways of providing ed_ucation32 so that it is
more readily consumed within the course of daily living.

5. Adult learners, even those with clearly expressed educational
! goals, conduct limited investigations into educational op-
portunities and have limited knowledge of. existing area ed-
uéﬁﬂional insti;utions.33 Educators might conside: both the
.extent to which existing programs are publicized or promoted
and the -establishment of communication lirnks among sources
. of educational information.34 o L

6. Finally, although value barriers are the most difficult to
overcome, educators might consider providing. services which
assist adults in establishing egucational goals and-prioricies.35

-In designing the barrier research, we had sought to use methodology which

would supply information.that could be applied to-actual programmiig pOS—

sibilities for adult learners in West Central linnesota. 1In this final sec-
tion, I would like to comment briefly on the application”of the barrier

-~
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research to the programs offered throughithe Morris Learning Center.

For the Morris Learning Center staff, the barrier research has provided a
conceptual framework for programmatic decisions and the setting'of priorities.
- We have made a greater effort to publicize available short-term external
‘learning options such as independent correspondence study. Ve have also
designed new ways to make on-campus courses available to off-campus students,
such as audio taplng course-lectures while they are.gilven.. Whenever pos-
sible, we now take information sessions about educational opportunities to
outlying areas rather than holding them only on campus, and our publicity
efforts are cn~going. We have established communication links with other

" postsecondary scliools in the area and hope within the near future to coordi-
nate our services regionally. ¢ ' -
Perhaps the most significant contribution of the barrier research has been
the greater understanding that we now bring to our advising. Wi+ v the -
: context of the barrier research, we view each request for inform 1 as.

an important event. Ue no longer are surprised that adults know s. iittle
about the learning options available to them.. We provide whatever assistance
we can with on-campus procedures.

It is not unusual f6f“pq;ustaff'to talk with a prospective student infre-
quently over a period of ‘years about what (s)Yhe might do “someday'. With
the help of the barrier research;, we have come to understand why there is

so often a time gap between the interest that is expressed in educational
opportunities and registration in a specific learning option. Statémenté

by adults introduced by "When my youngest goes to school” or ‘Maybe the
year "after next' are projectlons rather than statements of evasion.. The -
time gap is explained by:values and in no way diminishes that adult's com—
mitment to education. Given the responsibilities of adults and the 1inac—. -
cessibility of programs for them, the adult commitment toO learning aften ;
extending over, a period of years is.1indeed impressive. In planning college
programs with individual adults, discussing their values provides a time
frame in which. to plan or delineates a period of waiting in which to provide
support. o : : '

‘The 42 participants in the barrier research shared with us their educational
aspirations. Within the context of their individual situations, they are
proponents of lifelong learning. All of them faced obstacles which either
prevented them or slowed them down in their efforts to.obtain ao educacion.
Their commitment to education like that of many others who contact the
Learning Center is high enough to warrant belief in their willingness to
carry out their goals given the opportunity to do s0.36 e see our role as
adult advocates who try to locate or to provide that opportunity.

The barrier research raised: other qheétidns of access in additidn to those
" that it answered. It.has told us about a special group of adults in a_rural

3
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" setting in West Central !linnesota. How representative of this region are

the 42 people with whom we spoke? \/hat are the differences in zccess prob-
lems between degree and non-degrze seekers? To vhat extent does what we
learned apply in other geographic regions or in urbau settings? What es-
peclally are women's perceptions of the patterns, goals and barriers they
face as they re-enter postsecondary education? These are some of the un-
answered questions that call for furcher exploration. :
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