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Welcome to Volume 2 of The LLI Review

made it to our second year and second edition! While many nascent

W:)rojects struggle to survive beyond their inaugural year, this was not

the case with 7he LLI Review. \We have enjoyed generous support from

the Bernard Osher Foundation and substantial interest on the part of OLLI pro-

grams and other lifelong learning institutes across the United States. So | am

pleased to report that, thanks to this momentum and assistance, producing this sec-
ond edition of our national journal was relatively trouble-free.

Over the past year we have received positive feedback on Vaolume 1, which was
born last fall. (Our goal from the beginning was to publish once per year). Readers
in the United States, Canada, and Europe have commented how 7%e LLI Review
has been accessible, useful, and enjoyable. One correspondent wrote how, despite
being brand new, our journal felt comfortable and familiar, “like spending time
with an old friend.” We continue to hear that this publication of the National
Resource Center of the Osher Lifelong Learning Institutes is filling a need that
other journals and magazines are not, focusing exclusively on issues related to life-
long learning institutes and older adult education. We continue to like the maxim
that we have placed on the journal’s cover: “Explorations by and about older learn-
ers.” These six words continue to describe best what 7%e LLI Review Seeks to be.

While Volume 2 involves the same range of genres as did the inaugural edition,
i.e., empirical research, essays, best practices, life stories, poetry, and learning
resources, we have organized these somewhat differently this year. Instead of seg-
menting manuscripts by type with a discrete section labeled “Research and Theory”
or “Best Practices,” we have interspersed various genres throughout the journal. We
think this makes for a more pleasing configuration. It’s also less artificial because,
to be honest, some articles simply do not fit crisply into one category or other.
However, like last year, the reader of Volume 2 will still have the benefit of an
abstract with which each feature article begins to help determine whether the piece
will be of interest.

I am grateful to the entire editorial board, many of whom are directors of
Osher Lifelong Learning Institutes, for reading and evaluating manuscripts. It is
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not easy to review and make judgments on the work of colleagues. Without mem-
bers of our volunteer board, who cumulatively spent hundreds of hours contribut-
ing their time and talent on behalf of the journal, we would not be able to call 7%e
LLI Review a peer-reviewed publication. | am especially indebted to my two col-
leagues at the University of Southern Maine who serve as associate editors and go
above and beyond the call of duty in their commitment to producing a quality
journal: Bob Atkinson and Rick Lamb.

Please read, learn from, and enjoy this 2007 edition of the OLLI journal. 1
hope you will share your print copy of 7he LLI Review with a friend and tell oth-
ers about obtaining full access by way of www.osher.net. If you have comments
about the journal or an idea for contributing a manuscript, | welcome e-mail
(mbrady@usm.maine.edu) or phone call (207-780-5312). Thank you and be well.

E. Michael Brady, Ph.D.
Editor
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General Education Council” for the new General Education Guidelines and Criteria
included the following statement: “General education at USM is a coherent, inte-
grative, and rigorous liberal education that will enable our graduates to be world-
minded, intentional, life-long learners.” Among the values to be instilled are: an
understanding of the natural world and human cultures, the ability to think in
complex terms, the ability to communicate effectively, an awareness of what it
means to be active citizens, the development of an ethic regarding critical issues in
local and global communities.

Lifelong learning institutes that are hosted by colleges and universities would
be well advised to take note of these documents and to create or adjust their own democratic classroom
mission statements accordingly. One possible adjustment, and the subject of this _
paper, is how classroom culture and methodology, specifically methodology incon- ~ Model are appearing.
tent-driven courses, ties in with the stated goals of general education reform state-
ments. At this time, the predominant method for delivering content is the lecture,
interspersed with or followed by discussion. Other more progressive and collabora-
tive models, however, are promoted and practiced in the broader field of adult edu-
cation and, indeed, throughout the entire spectrum of formal education. I will con-
sider some of these practices, including collaborative learning, discussion (and its
facilitation), small groups, and writing to learn or writing-across-the-curriculum.
Most recently, discussions of the democratic classroom model are appearing.
Behind this concept lies the impulse to reduce or eradicate all forms of power, clear-
ly a tightrope walk in education, where the underlying purpose is to impart knowl-
edge to initiates by a knowledge bearer, the expert teacher. Nevertheless, many see
a moral imperative here. | will attempt to make the case that adoption of these
teaching and learning practices in the classroom encourages the adoption of a new
social consciousness into, within, and beyond our local communities, that it is the
responsibility of lifelong learning institutes to engage pro-actively in this high-
minded endeavor, and that, indeed, in light of the movement toward re-visioned
general education principles within higher education in general, it may be critical
for their survival.

For Donald Schon, author of The Reflective Practitioner, Classrooms are
“instruments of social control” (Schon, 1983, p. 288). To agree with this assertion
is to take the position that the classroom, if it is to conform to democratic princi-
ples, must demonstrate them. In such a class one would observe the use of collab-
orative teaching and learning methods that respect every person regardless of gen-
der, race, or any other marginalizing indicator. In these classrooms any and all
attempts to display power or to control or dominate are quickly identified and sub-
dued. The democratic or collaborative classroom serves as a working model for the
world beyond it as students adapt behaviors and practices that can be applied to
other life situations. Many disagree, believing that the classroom serves no such
purpose and has no such responsibility, that it is a finite entity in which the instruc-
tor has no other mission than to deliver information, the student none other than
to absorb it.

In the United States, collaborative teaching styles are used extensively in ele-
mentary, middle, and high schools by trained and certified teachers. A majority of
faculty in higher education, on the other hand, despite the heroic efforts of centers
for teaching, are unconcerned with classroom methodology (although younger fac-

Most recently,
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ulty are beginning to experiment with new strategies). Instead, they perpetuate
their own student experiences in which the power-focused performance model pre-
dominated. It is primarily from this well of educators (and expert professionals)
that lifelong learning institutes draw their faculty for courses that are content-
driven.

Adult Education and Lifelong Learning Compared

What became immediately apparent in searching the vast literature of adult
education (Brookfield, 1995; Elias and Merriam, 2005; Houle, 1984; Jarvis, 2004;
Knowles, 1970, 1990; Lindeman, 1987; Smith and Haverkamp,1977) are the sig-
nificant differences that exist between it and lifelong learning. The goals are simply
very different. The intended outcomes of adult education are to equip those who
have been educationally under-served or who, for a wide variety of very practical
and often critical reasons, need to upgrade their skills. They are of all ages and class-
es, are culturally and ethnically diverse, and are often economically disadvantaged.
They range from the poorest refugee who needs to learn English to the financially
secure Harvard Law School graduate who needs to upgrade her skills for profes-
sional advancement. Students entering the lifelong learning classroom come with
more existential goals: to enhance an already satisfying life, to satisfy curiosity, to
fill leisure time, to engage socially. They are almost universally white and middle
class, and their appetite for information and further education is whetted by their
prior positive educational experiences. Demographics gathered at the Osher
Lifelong Learning Institute at the University of Southern Maine showed a fairly
even spread among age groups from 64 and under to 80 and older, with the
youngest and eldest being nearly equal (Brady, Holt and Welt, 2003). (As | have
noted above, “boomer” generation enrollments are expected to change these num-
bers significantly.)

The spectrum of adult education programs is wide ranging and includes a vari-
ety of models such as cooperative extension, general education degree programs,
language learning, continuing education programs on the college and community
college level, university-based professional schools, and programs in business,
industry, and the military. In a literature search one encounters descriptors such as
experiential learning, self-directed learning, collaborative learning, and cooperative
education. The term “lifelong learning” is used to describe yet another experience
on the adult education continuum and also appears in the literature of elementary
and secondary education to define learning experiences throughout the life span,
whereas, interestingly, the term “adult education” does not. Indeed, more than two
decades ago Houle suggested that “the central conception of education in the future
is likely to be that of lifelong learning” (Houle, 1984, p. 223).

Those who teach in adult education, with exceptions for business, the military,
and other unique areas of expertise, are graduates of specifically designed degree
programs which focus on program design, measurement, achievement, and
methodology. As | have said earlier, by contrast, most faculty in lifelong learning
programs, especially in content-dependent courses, are retired from the professions
or from college and university teaching. They bring considerable gifts to the class-
room, but, in general, have not had prior experience teaching adult or lifelong
learning students (\ega and Taylor, 2005).
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Theoretical Perspectives

As lifelong learning institutes look to improve the ways in which curriculum
is delivered there is much to be mined from a study of the philosophical and theo-
retical groundings of the adult education movement as it has developed over time.

It is an ancient and revered one; lifelong learning, once an experiment, is now firm-

ly established. Institutions of higher education, notably Harvard and Brown, estab- In reality, there is a
lished lifelong learning divisions decades ago as a way to foster mutually beneficial

relationships with the surrounding communities. There were earlier experimentsin ~ 9rittiness in the field
the United States since the time of Emerson and Thoreau, the Chautauqua
Institution founded in 1874 being a famous example. In England and France, the
University of the Third Age thrives. needs of those who

Cyril Houle (1984) was one of the first in the US to explore the education of
adults as something distinct and different. His delightful survey, Paserns of ~ typically seek out
Learning, is crammed with pithy and entertaining quotations and maxims from the
early Greeks to modern times and acclaims the inherent human impulse to pursue
knowledge throughout the life span. Representing ever changing needs and desires,
it has been, variously, a way of examining one’s life, a tool taken up to learn some-
thing specific, an accomplishment, a way of preserving the state, a pleasurable activ-
ity, part of a personal rule of discipline, a mandate, a way of avoiding responsibili-
ty, an emblem of elitism, a rung on the ladder of success, a personal discipline or
rule of life (p. 173-186). In short, adult education reflects the visions and mores of
each time as each succeeding stage of history “finds ways of using these ancient
processes..., putting them together in new ways [while] adding refinements”
(p. 191). For Houle, the apex of this continuum is achieved in what he calls “self-
directed study” or “individualized self-teaching”(p. 191). He envisions this ideal
under a number of guises, including student-initiated study or “mutual instruction”
groups, peer tutoring, discussion circles, “master-teacher” relationships, “scholarly
companionship,” and the formation of monastic-like study communities
(p. 190-198). (It is tempting to draw parallels between this and today’s lifelong
learning programs. Indeed, how pleasant it would be to explore ways in which
Houle’s examples could be replicated in present time curriculum planning. I was
reminded of this when | read a description of the course “Renaissance Lessons for
Today” taught by Diane Dreher at Santa Clara University’s Osher Lifelong
Learning Institute in Volume 1 of 7he LLI Review.)

Houle’s visions and ideas contrast dramatically with later theorists and practi-
tioners in the field of adult education who have decidedly more pragmatic goals. In
reality, there is a grittiness in the field that is driven by the needs of those who typ-
ically seek out education as adults. The vast majority are motivated by very practi-
cal previously unmet needs. Unlike the ideal man whom Houle follows in his scan
of history, these real time adults are in no position to use education as escape or
amusement or to retreat into study circles in remote idyllic locations. However,
much of what he describes as the ideal student in the ideal educational setting does
apply to the lifelong learning experience of middle class Americans.

As Smith and Haverkamp (1977) point out, the needs of adults in the typical
adult education program are similar to those of the average freshman college stu-
dent. These needs, first articulated to a broad audience by Malcolm Knowles
(1970, 1990), include, among others, the ability to formulate questions, to toler- 7

that is driven by the

education as adults.
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ate ideas that vary with what has been previously assumed, to determine what learn-
ing is essential and what is not, to locate what is necessary, to choose appropriate
sources, to organize acquired data, and to integrate this with prior learning.
Students entering the lifelong learning classroom are already in command of these
skills.

It was Malcolm Knowles (1970, 1990) who brought the term “andragogy”
into adult educators’ lexicon, although Stephen Brookfield has attributed that
unique honor to social philosopher Eduard Lindeman (Brookfield, 1987, p. 9).
Andragogy, which is a methodology more than a theory, operates under the
assumption that adults learn in unique ways and not as children do. Because adults
bring life experience, self-direction, readiness, and a mature problem-solving
approach to learning, changes need to be made in the ways in which information
is delivered to them. Knowles (1970, 1990) promotes an interactive student-driv-
en classroom in which content is embedded in activities designed to engage stu-
dents cognitively, emotionally, and socially. The trained adult educator creates the
learning materials and facilitates the process; she is also cognizant of her teaching
style and of her students’ learning styles. She works under the assumption that the
nature of their shared endeavor is collaborative.

In recent decades few if any adult educators have had more influence than the
Brazilian educator Paulo Freire (1970, 1973, 1978), who lived from 1921-1997.
Given the mandate to eradicate illiteracy among the rural peasant classes, he creat-
ed a unique classroom methodology and culture. In his literacy classrooms, the stu-
dent/teacher relationship was revolutionized; students were given the right to
choose what it was they needed to learn, and the teacher’s role was redefined and
redesigned to facilitate that learning. Such a radical shift in what and how one
learned naturally transformed his students who were socially, culturally, and eco-
nomically marginalized in the stratified Brazilian society of the time. Regardless of
the unique situation in which he worked, Freire’s methods and theories, when he
began to proclaim his gospel from his own margins after being exiled by a reac-
tionary government, touched a universal chord. At Harvard and elsewhere around
the globe he became the darling in progressive education circles.

Freire is rightfully characterized as a Marxist/Christian, and his theories and
praxis belong in the radical school of educational thought. It is unquestionably
political in nature and asserts implicitly and explicitly that the classroom is in full
relationship with the social and cultural environment within which it operates. In
time, his intuition about the behavior of all disadvantaged populations in alien edu-
cational settings, and their perception of education as a privilege of the dominant
classes, was folded into feminist thought by such luminaries as Mary Belenky et al.
(1997) and bell hooks (1994). After Freire, the link between what transpires in the
classroom and the world that students enter when they leave had been made and
would thereafter never be broken.

It is well to note that theory regarding learning in general and education in
particular universally begins in studies of children, and none is better known in this
country than John Dewey (1916, 1938), the father of progressive education. In his
preferred method a problem is proposed to the student, who then examines it using
resources provided by the teacher. It is the teacher’s role to set up the experience and
facilitate the process, and it is the teacher, of course, who must be in command of



The LLIReview Fall 2007

the material. As with other theorists in education, Dewey’s work has been applied
mostly in lower and secondary education. In adult education, however, his influ-
ence has been deep and long lasting and has inspired the contributions of such stars
in the field as Lindeman (1987)and Knowles (1970,1990).

The influence of Lev Wygotsky (1962), a Russian psychologist, has also been
enormous. Vygotsky died in 1934, leaving a vast amount of research, but it was
only in the late 1970s, when his 1962 book 7hought and Language Was translated,
that his theories became widely known. It is his premise that children advance to
new levels of learning through play, the use of the imagination, and social interac-
tion with peers and authority figures. Having integrated content in this way, they  learning materials
reach a level of comprehension in which they themselves are able to construct new
meaning and knowledge. From his initial empirical studies came a new awareness ~ @nd facilitates the
of the importance of social factors in the learning process (Lee and Smagorinsky,
2000, p. 4; John-Steiner and Meehan, 2000, p. 42). Vygotsky's work also inspired
the intensive use of writing as a learning tool. Subsequently, the process writing, cognizant of her
writing-to-learn, and writing-across-the-curriculum movements came into being. A
fourth component, following play, social interaction, and the uses of language, con-  teaching style and of
cerns the interrelationship between students and the social and cultural environ-
ments in which they live. Vygotsky, prefiguring Freire, asserts that a mutuality
between the classroom and the world outside exists in ways that are both subtleand  styles. She works
overt.

Certain implications follow. The classroom is a community, and as such all under the assumption
members—teachers and students, students with other students—work together in
joint activity. The best of these activities involve the whole person and engage the
senses and the emotions as well as the intellect. Learning experiences should be cre-  sh5red endeavor is
ative and interesting. By demonstrating how knowledge is constructed, an individ-
ual can add to what is learned in any given lesson (Wells, 1999, p. 60-61).  collaborative.
Therefore, outcomes and goals are not the end and “less” becomes “more.”

Of persistent interest in progressive educational practice is the concept of the
demacratic classroom. Hardly radical or new, it has roots in the philosophies of
Emerson and Dewey among others. Eduard Lindeman (1987) tirelessly promoted
it in the field of adult education, undoubtably as a result of his early experience in
“the school of hard knocks,” and he expounded on it in an impressive output of
writing reviewed in Stephen Brookfield's Learning Democracy: Eduard Lindeman on
Adult Education (1987). In the laudatory preface Brookfield, himself renowned in
the field, notes that among Lindeman’s major concerns is the “belief that adult edu-
cation was a force for constructive social action” (Brookfield, 1987, p. 4). What is
of particular interest here is his firm belief that the classroom should model demo-
cratic principles and practices. He criticized formal educational methods which
merely recited from the teacher’s repository of knowledge, Freire’s “banking
method.”

The trained adult

educator creates the

process; she is also

her students’ learning

that the nature of their

Discussion

From the previous, admittedly selective, literature review, | draw the following
conclusions. While lifelong learning students share the same skills and can-do atti-
tudes with the typical, more practical-minded students enrolled in formal adult
education programs, in most content-driven lifelong learning classrooms the meth- 9
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ods and teaching/learning strategies developed and promoted by Knowles (1970,
1990) and his successors are not employed. Expert faculty, either disinterested in or
unaware of the full range of methodologies available to educators, fail to recognize
the adult student’s impulse to drive the material and to process it in a problem-solv-
ing way, and, instead, get in the way of authentic learning by lecturing on the sub-
ject and expecting their students to be passive learners.

What we have come to understand about teaching in general and teaching
styles in particular is that they, first of all, reflect the underlying philosophies of the
times. Today, we are in a time between times, when “modernist” theories that
evolved from the Enlightenment are gradually (now rapidly) being replaced by
those coming out of a postmodern sensibility, which I will discuss later. Rational
thought demands measurement and specific outcomes, thus education’s historic
fascination with tests and quizzes and grades and standards and textbooks, all of
which reduce learning to a common denominator. It is no surprise that the apex of
the teaching methodologies of the modern period is the ubiquitous PowerPoint
presentation, “almost as if the technology has assumed a greater importance than
the content or the teachers and learners” (Jarvis, 2004, p. 193).

But is not the well-designed (and sometimes audio-visual supported) lecture a
prefiguration of the technologically driven PowerPoint presentation? And does not
the expectation that the teacher be popular and a performer, as well as an endless
well of information follow from that? (“All eyes focus here.”) The cult of the teacher
still rides high in many post-secondary classrooms, including the lifelong learning
classroom. Indeed, these qualities in a teacher are highly honored and desired.
Results of a recent poll at the Osher Lifelong Learning Institute at the University
of Southern Maine, for instance, showed that for a large majority of students this
is their preferred classroom model (Collins, 2006, p. 8). This “best teacher” model
is in direct conflict with Freirian thought, which claims that a teacher who domi-
nates by force of personality speaks, even if unwittingly, for the power class. Many
can remember the once domineering and sometimes harsh teacher, now replaced
by the benign and entertaining one—eloquent, witty, amusing. The effect, howev-
er, is the same and renders the student’s learning a by-product of the main attrac-
tion, the articulate teacher/performer. (1 call this the “John Barrymore Effect.”)

Consider instead a scenario in which teachers and learners interact equally in
a relationship based on respect and mutuality. Both understand the nature of the
engagement, in this case the intake of knowledge, and both recognize the respon-
sibility of the other: the teacher to be in control of the material and to facilitate the
process through which it is delivered, the student to cooperate in this effort. In this
classroom setting, which builds on the work of Carl Rogers (Elias and Merriam,
2005), the teacher and student share responsibility for co-creating the learning
experience. (I have observed a number of children come up through the grades, and
nothing has impressed me more than seeing this contract-driven, project-oriented
methodology at work, clearly promoting positive responsible attitudes.) Stephen
Brookfield nudged this forward in what he calls “a transactional drama in which...
participants and facilitators... interact continuously to influence the nature, direc-
tion, and form of the subsequent learnings.” (Brookfield, 1987, p. viii).

The teacher who would be reflective and responsive will “ground [his] prac-
tice in core democratic values such as justice, fairness, and compassion” (Lindeman,
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1999, p. 44). Such a learning environment allows for active participation, avoids
textbook-dominated (and | would add lecture-dominated) instruction, encourages
reflective thinking, gives students power to make decisions, and respects all students
(Kubow, 2000, p. 9). Students are enabled to learn by way of shared activities based
on readings, problem-solving groups, peer evaluation, and small group discussion
(Thayer-Bacon, 1996; Vega and Taylor, 2005). In such an environment the focus
shifts from being teacher-centered to learning-centered, a culture of collaboration
is constructed, and students assume responsibility for their learning, the better to
retain the material. (It is generally understood now that the one who learns best
from a lecture is the lecturer herself). In effect, a real-life experience is designed, giv-  teachers and learners
ing students the opportunity to develop the skills for cooperative problem-solving
behaviors beyond the classroom. interact equally in a
Classroom culture and methodology have changed significantly as a result of
the enormous acceptance of these theoretical perspectives. These include learning
in groups, collaborative learning, process writing, writing to learn, and writing-  respect and mutuality.
across-the-curriculum, among others. Attention has also been drawn to the fact
that not all students learn the same and that adjustments should be made to accom-
modate these differences. Thus, says Jarvis, “it is necessary to consider not only the
aims, methods, and content of a particular teaching session, but also the teaching
style and the morality of the approach in relation to the participants in the process”
(Jarvis, 2004, p. 189).
The groundbreaking work of Howard Gardner (1983) upended traditional
assumptions about how students learn and speaks to this “morality of approach.”
His theory of “multiple intelligences” challenged the time-honored belief, widely
accepted since the Greco-Roman era, that the only way to integrate new knowledge
or information was through mental activity, with reading and writing highest on
the list of intellectual skills. More millions than can be comprehended have suffered
as a result of this discrimination. Now there is general agreement that, while many
do learn best through reading and writing, others comprehend better in a variety
of alternative ways, some by using mathematics, logic, or spatial relationships; some
through images; others kinesthetically or through music and rhythm; and still oth-
ers through social interactions or inner reflection. Each of us has a preferred way.
Some individuals may be able to call on any or all of these ways as called for, while,
for others, only one way may be available; it is for the experienced and sensitive
teacher to know.
In adult education specifically much attention has been placed on the impor-
tance of learning and teaching styles (Barer-Stein and Draper, 1994; Brady and
Lampert, 2004; Brookfield, 1999; Galbraith, 2004; Knowles, 1970,1990;
Sutherland, 1997). Kenneth Bruffee, writing in the 1970s and 1980s, added col-
laborative learning to the mix (Barkley, 2005; Bosworth & Hamilton, 1994; Foyle,
1995; Haring-Smith, 1983; Imel, 1991; Sheridan, 1989, 1990). Processing infor-
mation in small group configurations is the central method employed in collabo-
rative learning. Susan Imel (1996, 1997, 1999) has done a prodigious amount of
work promoting the use of small groups in classroom teaching, and she is joined
by many others, including Bouton (1983), Crane (1980), Simpson (1995), and
Wang (2000).
Simultaneously, empirical research on the relationship between writing and
learning by James Britton (1975) in England and Janet Emig (1971) in the US

Consider instead a

scenario in which

relationship based on

11
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opened up an interest in how to use writing as a learning tool (Bruffee, 1985, 1989;
Fulwiler, 1982; Maimon, 1981, 1989; Tchudi, 1986; Sheridan, 1992). Thus, the
emergence of process writing, writing-to-learn, and writing-across-the-curriculum,
all of which have been fully integrated into curricula throughout the spectrum
(Sheridan, 1995). As time goes on, students entering lifelong learning programs
will have had educational experiences incorporating many if not all of these
methods.

Conclusion

If the medium is the message as Marshall McLuhan posited long ago, then
classroom culture is also the message. The pedagogies (andragogies) briefly
described above represent the effort on the part of enlightened educators to equal-
ize power and thus to promote democracy both within and beyond the classroom.
No one would argue against democracy; why then the continued resistance to class-
room reform in terms of methodology? For Donald Schon a formidable reason for
resistance among teachers and other experts is that it takes time to rethink and
change what it is we do best, in other words, “reflection [seemingly] interferes with
action” (Schon, 1983, p. 277). Action is a hedge against fear, fear that (with our
instructors’ hats on) we may be paralyzed in the moment should we press the pause
button and relinquish our power to the student. In that moment (without our
notes) we may lose our grip on the master plan and be revealed as an emperor with-
out clothes. Suddenly, a Pandora’s box of complicated “out-of-control” possibilities
has been opened up, disrupting our game plan. Out of control, we risk paralysis
and discovery, and so we retreat to the safety of traditional power-based forms, such
as the lecture. To forestall this dilemma, we keep moving, “keeping on keeping on”
and so retain control.

Administrators, if they are to be vigilant about maintaining the highest profes-
sional standards, need to step in to help. As is clearly stated In “Appendix 4" of the
Guidelines and Criteria for General Education ar USM, “General education requires
administrative leadership” (University of Southern Maine, 2005, p. 21). One pos-
sible focus for leadership in lifelong learning institutes is to offer faculty develop-
ment workshops designed to reduce resistance through non-invasive information
sessions. Such sessions might include success stories from early resistors as well as
opportunities to “experience” and try out some of these methods in safe, profes-
sionally run settings (Brookfield, 1995, p. 260-267; Vega and Taylor, 2005).
Moving forward from administratively sponsored initiatives is the possibility of
forming what Drennon and Cervero call “practitioner inquiry groups” in which
faculty/ participants “act on power relationships in ways that either reproduce or
transform them” (2002, p. 1). The ultimate goal is to help faculty re-vision them-
selves as facilitators who are co-participants with the students in the process of
learning (Elias and Merriam, 2005, p. 127).

Administrators can also help by insisting on the provision of classroom fea-
tures such as seminar room setups and round tables. Sitting at round tables or fac-
ing one another in a seminar configuration, students and faculty naturally enter
into a dynamic in which it appears that all are sharing equally in the discovery of
some new knowledge (Brookfield, 1995, p. 44; Neshit, 1998, p. 7; Heimstra,
1991).
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Colin and Heaney (2001), calling on the iconic Dewey, Lindeman, and
Brookfield, seek to promote social and cultural diversity in adult education doctor-
al programs, an issue that is a growing concern in lifelong learning institutes. A
review of a typical curriculum, however, makes it very clear that the Eurocentric
focus remains dominant. In graduate and undergraduate education where students
of many cultures have a voice, these imbalances are gradually fading, but in lifelong
learning, where the vast majority of students are white, middle class, and older, this
consciousness is presently dormant. It is impossible to force such a sensitive issue;
here is a place where “affirmative action” would be ineffective as well as inappropri-
ate. Again, administrators will need to find a way out of this dilemma. One first
step might be to recruit faculty who are culturally and racially diverse.

“Deliberate ethical implications” follow from a close reading of new general
education guidelines, stated Lee Kneflkamp speaking at the University of Southern
Maine’s Gloria S. Duclos Convocation, Liberal Education in the 21st Century
Academy. (Kneflcamp, 2005). One of the ideals expressed in the university’s liberal
education vision statement is to “enable our graduates to be world-minded, inten-
tional, life-long learners.” Our real-time lifelong learners are already influential
members of their communities, narrow and broad, and serious about their roles as
citizens, but they are no less open to formation. Lifelong learning institutes, recog-
nizing the considerable potential of their students to be “change agents,” can help
them realize that potential in overt and subtle ways.

Guidelines such as these reflect an emerging postmodern consciousness. So
what is postmodernism? Despite its sometimes bad press—Would someone please
explain Foucault to me? Who the heck was Jacques Derrida?—postmodernism is
here to stay. And for good reason. Elias and Merriam describe modernism, to which
postmodernism is a reaction, as “the many social, economic, and political systems
that have developed in the West since the eighteenth century” (Elias and Merriam,
p. 219). Some say it began with the European Renaissance, some say the Protestant
Reformation, some say the Enlightenment. Whatever the origin, its central and
continuing belief is rationalism, from which have emerged industrialization, capi-
talism, the cult of the institution, persistent Colonialism, and through which are
perpetuated repressive power structures. Postmodernists, especially those identified
by Elias and Merriam as “constructive postmodernists,” seek to replace these reali-
ties, and the resulting attitudes, with a liberating sensibility that diminishes or
transforms them (2005, p. 224). This is an impossibly oversimplified definition; for
a sophisticated and illuminating treatment, see Elias and Merriam (2005).

As this consciousness rises, a new type of individual is emerging, one who has
a global rather than local identity, yet who views truth as relative to each unique set
of circumstances; who is emotionally open, relaxed, and flexible; who is receptive
to revisionist interpretations of history. This is the lifelong learning student of the
future, and she will be a challenge. It's time to get ready.
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SOS: Seasoned Journalists Issue Urgent
Call to "Save Our Stories’

by Mary Ellen Corbett

Abstract

The author and her long-time journalist husband have unveiled an autobiographical
writing project, “Save Our Stories,” that has been in the works for more than 20 years.
‘SOS” is designed to capture ordinary citizens life stories for posterity. An important
aspect of this program is to team older persons with teachers and students to promote per-
sonal writing endeavors. The ultimate goal is a syndicated newspaper service leading to
an international repository and databank available online, where millions of com-
pelling accounts may be accessed to inform and enrich generations to come.

e It is an early spring day in humid Midwestern farm country, and | tremble as |
approach a modest brick bungalow in my hometown. I am following a news tip
that the occupant, a retired telegraph worker, may have served as a Nazi spy dur-
ing World War 11. When the man answers, | will ask him about the rumors. The
year is 1960. | am not yet out of my teens.

« | can almost make out the silhouette of a smallish handgun in the right pocket
of the nervous visitor’s khaki jacket as he politely orders me to shut up and do
exactly as | am told. The man reveals startling plans to murder his wife and in-
laws. He directs me to take careful notes about his motives. We are in the mid-
dle of a crowded newsroom in Compton, California, in my 22nd autumn and |
am terrified.

e It is a drizzly winter noon hour and the press photographer and | reach the acci-
dent scene well ahead of emergency response teams. A frenzied adolescent yanks
his hair out in clumps as he wails over his bleeding sibling, a small lad whose legs
have been severed in a fall beneath the wheels of a slow-moving train. “I'm sorry!
Oh, God, I'm so damned sorry!” he screams at the dazed little brother who had
obediently followed him over a freight-car coupling. It is a suburban communi-
ty in Southern California and | am a young mother with a son the same age as
the accident victim.

e The mood is festive and the day is balmy as | am offered an iced tea on the deck
of the luxury liner Canberra. Movie idol Cary Grant and his actress-wife, Dyan
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Cannon, have just arrived from the United Kingdom and are regaling me with
amusing stories about their beautiful baby daughter’s first ocean crossing. It is a
dazzling afternoon at the Port of Los Angeles and | am 26.

« The night is hot and sticky and the sleazy neon-lit hostelry reeks of sweat and
stale beer. The security chain clicks behind me and | realize I've just been locked
into a flea-bag motel room with three armed members of the paramilitary guer-
rilla warfare Secret Army Organization. The interview setting is El Cajon,
California, and I am not yet 30.

e Itis mud season in New England and little do | fathom, on first encounter, that
the striking teenage cystic fibrosis patient before me will soon become a cher-
ished part of my family and my future. |1 am instantly captivated by the cough-
ing raven-haired beauty destined to fill the empty-nest of my 40s. Within
months, Devon will call me “Mom.”

» Queen Anne cherry season in Washington State finds me in mourning. | have
just helped prepare the emaciated body of a beloved for burial. Once away from
the oppressive cancer ward where I've kept vigil for weeks, | linger dazed and
shaken in the shadow of Seattle’s imposing Space Needle. It is my painful 50th
summer.

< On a bright winter afternoon in a former New Mexico mining town, several days
of punishing snows have at last subsided as | type these lines about my bygones.
At a graying 65, | have whomped up the courage to share a few moving vignettes
from my past.

I am a lifelong journalist wishing to provide personal examples of how the
headlines and datelines and bylines of my incredible career have influenced my
exploration of the human condition.

Yet these stories all form little more than a single silken thread in the grand
tapestry of history. Each of my reportorial adventures contains another moral of
another story and another urgent prompting to capture more information for more
generations for more reasons. But what of the trillions of stories that are never saved
for posterity, the endless worldwide narratives interred without even the simplest
death notice?

A Career Kicks Off

I first glimpsed the power of human connections at a tender age, while eaves-
dropping on busy grown-ups in “the Land of Lincoln.” They told and re-told the
local legends: about Mother Mary Bickerdyke, who had nursed wounded Union
soldiers on blazing Civil War battlefields; poet and historian Carl Sandburg, who
first gulped in the wonder of life in a humble clapboard homestead on Galesburg’s
East Third Street; and pioneer entrepreneur George Washington Gale Ferris, who
invented the world-renowned revolving amusement wheel and caused a local street
to be named in his honor.

But it was not just the famous folks in the pages of 7he Chicago Tribune who
intrigued me.

Early on, I developed a sense of the value of “ordinary” stories, which | began
jotting down with my well-chewed No. 2 Ticonderoga pencil as soon as | could
print block letters on my third-grade blue-lined foolscap. These tales concerned
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souls such as our gregarious neighbor, Dottie Hipple, who delivered potato chips
and pretzels to the barrooms and grocery stores of Knox County...school chum
Mary Elizabeth Griffith, whose dearly departed relative, Wilhelm Roentgen, had
discovered a mystery known as X-ray... refined soft-spoken acquaintance, DeEtte
Hughes, who'd been a brave young nurse on Chicago’s west side during the pan-
demic of 1918, the international death sweep that had claimed my mother’s own
sister, nursing grad, Diamo Besaw.
I was mesmerized by such stories. They propelled me toward the only work |
ever seriously considered: a career in journalism.
| had earned my first national byline by fourth grade, printed my first type-  propelled me toward
written rudimentary newspaper before puberty, and garnered my first writing
honor while still in junior high. 1 was promoted to state editor of my first daily ~ the only work | ever
before the age of 20.
Forget medicine or law or teaching or art. There was no occupation even half
so intriguing to me as that of recording human events. a career in
The excitement of those first few years cemented me in a career that held me
spellbound as | covered everything from government, aviation, flood control, and ~ journalism.
crime to cultural events, school news, features, and obituaries. | was hopelessly
hooked on the importance of chronicling personal happenings as a route to under-
standing and changing things.
But not until a snowy 1986 auto trip between Dartmouth College in New
Hampshire and our then-home in Vermont, did my journalist husband, Lew Little,
and | stumble upon a realization that would point us in an entirely new direction
in our writing pursuits. What we came to understand as we chatted over the scenic
miles on that long-ago overcast January afternoon, was that we—and all of our col-
leagues in the news profession—could devote every waking moment of the rest of
our lives to recording faithfully people’s stories, and it would still not even scratch
the surface.
Every soul on the path of life questions the meaning of his or her role in the
endless tableau. And as we go about the business of daily living, we all sense that
our experiences have meaning and that our stories hold greater significance when
shared. But how do we go about such sharing?
Who has not come to the end of a book or an article and realized he or she
has personally encountered something at least as important as that just read? WWho
has not walked out of a theater convinced that a movie plot held far less meaning
than the untold account of some friend or loved one? And who hasnt, at least once,
walked quietly through a somber graveyard, studying the cold, stark tombstones
and wondered what warm and wonderful histories are forever buried beneath
them?
Thus, did it dawn on my husband and me, during a contemplative New
England car ride 21 years back, that because there truly is a mystical sense of pur-
pose in every living person, each individual’s story is important, part of a priceless
legacy with the potential to educate and inspire.

| was mesmerized by

such stories. They

seriously considered:

A New Direction

That day’s professional insight prompted us to begin finding new ways to coax
stories out of the masses and to perfect a series of several hundred guided interview 19
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histories for future generations.

We understood this program had to catch fire as a grassroots movement,
because our government has its preservation cart squarely before the horse. (Does
it make any sense to budget millions to maintain a national registry of historic
places without at least as much money and energy devoted to a national campaign
to preserve the history of the people who created the buildings? What are mere
structures without full records of the folks who designed them, built them, lived
and died in them?)

In our view, it was high time for an impassioned program for saving human
stories!

Consider the incalculable impact on future generations: No longer would
scholars need to sift through layers of dirt and debris, looking for shards of pottery
or bits of bone to piece together the past. Our generation’s legacy—thanks to the
astounding technology of the information age—could be a carefully recorded and
well-preserved diary of the lives and times of contemporaries around the globe.
Easy to access and to learn from, what better way to comprehend other cultures?
Other creeds? Other persons’ hopes and fears and dreams?

Imagine sitting at a computer and with a dozen basic keystrokes, being able to
enter a whole new world of understanding, where we could call up collected mem-
ories on any subject by any documenting group: war veterans, captains of industry,
cancer survivors, sports heroes, teachers, parents, immigrants, gay and lesbian
activists, scientists and inventors, 9/11 families, entertainers, artists, clerics, finan-
ciers, stalwarts who lived through The Great Depression, anthropologists, poets,
Holocaust survivors, politicians, recovering drug addicts, homemakers, abused
children, champions of civil rights, philanthropists, feminists, the poverty-stricken,
all together comprising a veritable archive of the trials and triumphs of men,
women, and children of every age, nationality, and walk of life. Suddenly, everyone
matters! Every story is an international treasure. All can be registered, cross-refer-
enced, and reviewed in one central repository available at the tap of a computer
code.

Citizens of tomorrow—if we are willing to make the effort today—might avail
themselves of an entire priceless databank about people, trends, history, the envi-
ronment, health, faith, and societal attitudes. And in leaving such a complete
record of our work on the planet, we could imprint current insights and under-
standings upon the collective consciousness of whole civilizations to come after us.

We are Our Experiences

We can no more deny our stories than we can disavow our DNA. Personal life
events linking us with one another are as much a part of our complex molecular
structure as what scientists behold in the microscope when they gaze upon that
mysterious double helix and its coiled strands of absolute wonder. All people have
priceless stories to share, to stream forth in soul codes for the edification of a needy
universe.

With that incredible insight, my husband and I resolved to find more mean-
ingful ways to collect and save individual stories. This goal was to become our cen-
tral focus, a project to inspire and empower us for the balance of our days.
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We decided to use our non-retirement years to launch no less than a world-
wide effort to amass and preserve human experiences, particularly accounts of the
elderly, those folks we've dubbed our world’s "endangered historians." (Example:
World War |1 veterans are said to be dying at the rate of 1,100 per day.)

We became determined to publish books and articles and to set up a compre-
hensive Web site while devoting ourselves to exploration of international possibili-

ties for gathering personal accounts, in the interest of promoting global under- Does it make any

standing. _ sense to budget

A mighty challenge? Yes. But one that’s never been more “do-able!” Or, in our
estimation, more necessary. millions to maintain a
First Steps national registry of

Our experiments began in earnest with a community newspaper we founded ~ historic places without
in the desert southwest, several years ago. We determined from the outset that it
would be a different publication than any either of us had worked on in our rich
news careers extending from coast to coast. money and energy

We pooled our then-three quarters of a century of journalism knowledge and
began a 286-week odyssey that would forever reinforce a dedication to “SOS—  devoted to a national
Save Our Stories.” Today’s true urgency of that acronym cannot be over-empha-
sized.

Ve started with an educational trial balloon partnered with a major corporate 14 history of the
sponsor, the mining giant, Phelps Dodge. Children in the local school system were
challenged to pen reflections on assigned topics, telling their experiences and view- people who created
points, interviewing their elders, outlining their beliefs. Works of one winner and
several runners-up were published weekly, with certificates and cash prizes award-
ed. The results were amazing. The essays were heart-warming. The history was
priceless.

Teachers raved about how their students’ self-esteem blossomed, their writing
skills improved, and their family lives were enriched as the youngsters tackled our
suggested themes. Some pupils confided that their efforts interviewing parents,
grandparents, aunts, and uncles were the most rewarding at-home moments they
had ever experienced. And their spirited writing exercises brought unexpected pay-
offs:

Third-graders at Bisbee, Arizona’s Greenway Elementary wrote about hopes
for a nearby hospital heliport, so their recesses would no longer be interrupted by
emergency choppers forcing them off the playground. The community got
involved, raised $50,000, and made that helipad a reality.

One articulate 12-year-old girl voiced frustration about a deteriorating local
park. Volunteers who read her comments immediately cleaned it up and improved
it.

at least as much

campaign to preserve

the buildings?

Many student compositions revealed the sad state of disrepair of local school
facilities. A previously defeated educational bond issue subsequently passed with
ease. And with that voter triumph dawned a fresh appreciation of the power of the
written/printed word.
And as an initial small group of pupils shared their feelings, more readers
hopped on the communication bandwagon, until we were receiving letters and
touching recollections from all over the sizeable Cochise County, from elementary 21
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students and high schoolers, to enthusiastic adults, especially senior citizens. A pro-
gram which generated hundreds of entries the first year, brought in thousands in
subsequent seasons. Readers instantly “got it," and grasped the value and wonder
of sharing! From the devastation of losing a beloved pet to touching remembrances
of war. From heartfelt condolences sent to Lady Diana’s sons, William and Harry,
after the princess’s death in that horrific Paris car crash, to the stirring account of a
local traumatized unwed mother who revealed how she'd given up her baby and
then searched for decades before eventually finding her daughter again.

Gathering Momentum

Our project garnered national recognition, including two major literacy
awards from the National Newspaper Association. It was featured in “Showcase of
Excellence,” published annually by the Huck Boyd Media Center at Kansas State
University, which spotlights some of the best community papers in America.

By the time we began discussing what we'd tackle next in this snowballing per-
sonal history endeavor, we realized that we needed major national support, funds
to set up a well-planned Internet database, publication of books and articles on the
concept, and a far-reaching plan for reaching people in all corners of the globe.

Thus, the achievements of our individual journalism careers began to pale in
importance when compared with the potential for saving millions of vital life
stories.

* % %

Before outlining specifics about hopes for our SOS project, | want to tie up
loose ends from the kick-off of this article:

e | never learned if the Illinois gentleman had links to Nazi Germany. He refused
to talk with this anxious cub reporter from The Galesburg Register-Mail, and |
was too timid and inexperienced in those days to know how to press the issue.

« After posting an officer in my home, police located the disturbed husband who
had made serious threats in the newsroom. He was taken into protective custody.
While he admitted coming to the Herald-American and threatening me and oth-
ers, he said he had just been distraught over the break-up of his marriage and
really wanted to be understood without intending to do any harm. He was “com-
mitted for observation” and eventually assigned to a counseling program.

 The lad who lost his legs after tumbling beneath a passing freight train? He sur-
vived the tragedy and was eventually told that with prosthetic limbs, he would
learn to walk again.

< My movie star interview proved to be one of my least engaging pieces—ever. The
celebrities did all in their power to put me at ease, but | was a nervous wreck and
my fawning article reflected that.

« The exposé on the Secret Army Organization earned me a pipeline into the West
Coast underground, whose members considered my coverage “fair and objec-
tive.” I refused to divulge my sources to authorities. Readers were stunned by my
revelations. Press award judges lauded my series, while friends insisted my risk-
taking had been “absolutely insane.”

 The teen with the terminal illness became the subject of an investigative piece |
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wrote for 7he Buffalo (N.Y.) Courier-Express and The Burlington (V1.) Free Press.
She obliterated my objectivity and won my heart, eventually joining our family
circle and living a full decade past her life expectancy, as she taught us monumen-
tal lessons about faith and love.

< And the cancer patient in Washington State? He was my former husband and
lifelong friend, pilot Harold Corbett, whose passing left a void that more than
15 years later still defies description.

* k *

Which brings me to my sixth decade and today’s determination to use my
remaining years as a writer in a project to eclipse even my most exciting bylines of
years past. Compelling as were our prior press experiences, my husband and | now
see and appreciate the potential impact of far wider and more ambitious documen-
tation than anything either of us has covered in our long press careers. Lew, age 73,
the man who discovered “Garfield,” cartoonist Jim Davis’s famed comic strip cat,
is determined to apply his 30-plus years of successes in newspaper feature syndica-
tion, to bring our Save Our Stories project to fruition.

Support Is Crucial

The time has never been more right for capturing the stories of people born
in the last 100 years, and for getting that material firsthand from the very folks who
lived those decades, recording their experiences while they're still able to provide
rich memories and insights. Could there be any better project to promote lifelong
learning, or any greater, more loving endowment to be left for those who will inher-
it tomorrow’s earth?

We are in the midst of a worldwide information explosion, with every trivial
tidbit of our lives being programmed onto computer chips. How many gigabytes
of file folders and account numbers have been stowed away in your name? And yet,
what of your credit histories or job references will matter, providing meaningful dis-
cernment for the enrichment of posterity?

In 100 years, will anyone care what kind of magazines we read, our average
bank balances, or even our worldly goods bequeathed? No. What will matter is
people, what they experienced, achieved, learned, thought and felt—what they
bestowed for future generations to ponder.

Our primitive ancestors painted stick figures on cave walls in an attempt to
leave records of themselves, accomplishing then with great difficulty what we can
do handily via today’s Worldwide Web.

When we think “SOS: Save Our Stories,” we discover a warm and human
application—yperhaps the best possible 7azison d'etre—for the technological marvels
of our age.

Arent we profoundly moved by sentiments expressed in faded letters from the
Civil War era? By the tender diary entries of a gentle child named Anne Frank? By
news accounts about ordinary folks who were thrust, just for an instant, into the
spotlight of international high drama when two airliners slammed into the World
Trade Center?

Yet the equally powerful unsung tales of our neighbors, friends and families are
being lost at a disturbing pace, because we have not yet attached enough signifi-

The time has never
been more right for
capturing the stories
of people born in the
last 100 years, and
for getting that
material firsthand
from the very folks
who lived those
decades, recording
their experiences
while they’re still able
to provide rich
memories and

insights.
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for the cruelest, hottest, or weirdest happenings to explode in sound bites every 15
minutes.

With a drive to Save Our Stories, we find ourselves lauding the efforts of
today’s established autobiographical writers and biographers, and oral historians,
following their example in an even broader way, with an idea whose time is now,
and ever after.

But we realize that even with the passion and resolve of a host of determined
wordsmiths, we cannot undertake such a massive dream alone. We're ready to take
the next steps on a journey which can revolutionize how humans learn from each
other, but we know we need assistance.

We wish to dedicate ourselves to this project to promote global peace and har-
mony, and with technical expertise and a nest egg to get our SOS sparked in many
imaginations, countries, and cultures, we believe our generation can truly change
the way earth’s inhabitants relate to one another.

As | was completing this article, | fondly recalled the Sunday sermon which
most impressed me over the years. It was preached by a Green Mountain Methodist
minister, Dick Marceau, who is also a religious scholar. He explained to his congre-
gation that a more accurate translation of “Love your neighbor as you love your-
self” is actually: “Love your neighbor, because he is just like you.”

How that resonates! When we come to know individuals at deeper levels, they
become real to us. We are moved by their pain, ennobled by their sacrifices. Perhaps
it would be less possible to war against them.

An international cyberspace databank of human experiences might be the
greatest resource the world has ever known for promotion of global peace and
understanding. And it would expand and endure, to speak when we no longer have
voices, to teach, centuries after we've been forgotten, and to reach beyond the bor-
ders of time and space to that quiet inner realm where persons of all faiths are gen-
derless and ageless, and free of limits and foibles, becoming instead valued fellow
sojourners on a single sacred adventure.

We are how brainstorming syndication possibilities, exploring plans for a data-
bank, a Web site, and doing public speaking to spread the word on our Save Our
Stories concept. Who knows where we'll proceed from there?

It may seem hard to comprehend that if we can Save Our Stories, we might
foster a new era in global communication; but we believe that is true.

Mary Ellen Corbett, a reporter for more than four decades, holds dozens of hon-
ors for journalism excellence, including the first Best Feature Writing Award from
the prestigious American Society of Newspaper Editors. Her work was showcased
in a 1978 Poynter Institute textbook, Best Newspaper Writing. She has had bylines
in more than 100 American dailies, including 7he Washington Post, Chicago
Tribune, and Boston Globe. Corbett now conducts autobiographical writing classes
in Silver City, New Mexico.
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Time Banking and Co-Production: Timely
Tools for Older Adult Learners

By Kym Dakin

Abstract

Time Banking is explored as a tool to increase efficacy and well-being among elders. As
a dynamic community resource, a Time Bank functions as a means for elders to main-
tain independence, contribute their skills to benefit community, access lifelong learning,
and receive assistance with dignity, without the exchange of cash dollars. Examples are
provided of several Time Banks in New England that benefit older persons through a
variety of programs. As our economy is influenced by globalization and the rising tide
of retirees, Time Banking holds promise for being an important tool for older persons ro

maintain community connections and quality of life.

(44 ithin each crisis, there lies opportunity.” These are words from the
WZen tradition we might apply to many challenges in our culture
now, one of which is our society’s current looming crises in the
quality of life for elders. The impressive economic gains in our market economy
have come at great cost to what Time Banking founder Edgar Cahn terms the
“Core Economy”—the vital network of neighborhoods, family, and caring com-
munity so important to quality of life, the growth and development of our chil-
dren, and the mental and physical health and development of older citizens—a
demographic reality whose numbers and issues will soon explode as the Baby
Boomers age and retire. (Cahn, 2004) Yet, the gift in this crisis is the now urgent
incentive for creative solutions to keep older people independent, learning, and
contributing to our culture, regardless of their income level. One of these solutions
is Time Banking.

Time Banks have been quietly taking root in this country over the last 20 years
as a creative response to what Robert Putnam coins as the American tendency
towards “Bowling Alone.” In a recent article featured in Journal of Democracy,
Putnam outlines a world familiar perhaps o/y to our elders, a world now mostly
lost in our high-speed, technological age—where neighbors knew each other,
helped each other, engaged with each other. (Putnam, 1995). Children were looked
after by neighbors and elders were respected. People felt known, safe, cared for.

After targeting possible reasons for America’s declining social capital—more
women in the labor force, more of us uprooting ourselves from where we were
raised and “transplanting” elsewhere, the divorce rate, lower real wages, and our o5
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tendency to reach for the remote control instead of each other to entertain ourselves
—~Putnam declares the need to find organizations and networks that nurture and
re-kindle social capital, in the sense of what he terms “mutual reciprocity,” the cur-
rency of Americas Core Economy (Putnam, 1995). The mission of Time Banks clear-
ly fills this need.

In the 1960s, a driven, highly successful Washington, D.C. lawyer and speech-
writer for Robert Kennedy named Edgar Cahn found himself laid up in the hospi-
tal for a six-month recovery from heart failure. Although he felt immobile and use-
less for perhaps the first time in his life, his failing heart had given him what he
could not previously allow for himself—the gift of time. He now had time; to
watch other heart patients not so materially fortunate as he, time to feel his own
sense of uselessness and frustration at having to be on the receiving end of daily care
without opportunity to care for himself or give anything back to his caregivers, and
perhaps most important, time to discern meaning from his experience. He realized
that he had been given a small taste of the devaluation and frustration that welfare
recipients, older adults on fixed incomes, and other marginalized people bear as the
chronic receivers of charitable relief, and he began to invent an alternative: Time
Banking.

The concept of Time Banking is simple. Skills and services performed by
members earn one time dollar for each hour spent performing that service, regard-
less of the service. This is an important distinction in a market economy that is built
on the scarcity model of supply and demand, an economy that pays $100 an hour
to take care of computers, and $10 an hour to take care of children. These time dol-
lars are then banked in a computerized system that tracks credits and debits in indi-
vidual accounts. Members can use their time dollars in an extensive network to
access hundreds of services, ranging from classes at a local college and home cooked
delivered meals to transportation, concert tickets, massage, and home repair. Some
may think they recognize this as a barter system. While there are similarities, Time
Banking is different. Members rarely engage in direct exchange. Rather, they tap
into a larger network and their exchanges are not subject to taxation, as they would
be with barter arrangements. Secondly, the unit of exchange is time, not goods, as
is often the case in a barter system.

Time Banking as a movement is built upon the core values of trust, equality,
reciprocity (made active through co-production), and re-defining what is consid-
ered valued work. There can be no community cohesiveness without trust. A break-
down in community trust contributes greatly to isolation and lack of mental stim-
ulation in older adults. Establishing trust requires the building of relationship over
time, and an effective Time Bank can be a vital means of consistently creating those
connections within a community. Equality is built from the assumption that all of
us have value and deserve respect for who we are right now, not at some future date
after our health improves or when we lose weight or earn more money.

The importance of reciprocity and co-production are also of importance in the
education of elders who take part in Lifelong Learning Institutes and other adult
education programs. A top-down, “teacher-as-authority” model of education often
backfires with learners who have decades of life experience. Instructors who active-
ly practice the principles of participatory, democratic education, by contrast, direct-
ly embrace the equality of instructor and student, respecting older participants for
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the value they bring to the learning experience (Collins, 2006).

Similarly, the value of reciprocity distinguishes Time Banking from more
familiar social service missions. Members are assumed to have qualities and skills of
value to the network, and are strongly encouraged to give services as well as receive
them. Reciprocity is the generating principle behind co-production, a Time
Banking term that essentially expects and encourages the recipient of services to
help create his/her own solution to problems that affect their well-being. For exam-
ple, if an older person, let’s call her Sarah, comes to a Time Bank with increasing
vision impairment and wishes to tap into the network for someone to read aloud
to her, it is in Sarah's best interest to identify something she herself can give back. time dollar model
Perhaps Sarah enjoys listening to music and can be a companion to Lillian, anoth- _
er older woman who loves attending concerts, but doesnit like to go alone. Each of ~ '€quires that we
these women will earn a time dollar for the hours they engage in service. The earn-
ing of this currency is one factor that differentiates Time Banking from traditional
volunteering. On the surface, the earned time dollar is little more than an abstrac- regard as valuable
tion—there is no paper representation of this currency within the network.

Nonetheless the fact that time dollars are “counted,” recorded, and made visible in ~ Use of time to include
a statement makes the value of the services that earned them tangible within a rec-
ognized system, and therefore of value in the minds of many older people. The
notion of creating actual (material) time dollars has been considered by some pro-  nheighborhood, family,
grams and may one day be implemented, but there is concern that the same thing

would happen with time dollars that happens with cash dollars, i.e., the more of ~ community, and self-
them one has the “richer” one is and the less one’s individual skills and assets are
emphasized and celebrated.

Sarah and Lillian are reciprocating services through what Cahn has termed
“co-production,” a critical model for gaining the active participation of older peo-
ple. (Cahn, 2004) Many elders are reluctant to ask for help because it risks reinforc-
ing helplessness in themselves and in the eyes of others. Creating opportunities to
give back and “co-produce” in ways individuals enjoy and that tap into skills and
interests is fundamental to keeping elders socially active and mentally engaged. This
is a primary reason for the success of Time Banking with older people.

Finally, the definition of valued work in the time dollar model requires that we
reconsider what we regard as valuable use of time to include activities that support
neighborhood, family, community, and self-development. This principle, though
contrary to our cultural assumptions of retirement as time to play, is a fundamen-
tal aspect of aging for many people in their later decades. Work and work-life bal-
ance, along with expanded opportunities to learn and change self-definition,
become increasingly important for older adults, regardless of their socioeconomic
status (Sadler, 2006).

Finally, the definition

of valued work in the

reconsider what we

activities that support

development.

Efficacy and its Impact on Senior Well-being

On any given day at the Portland Time Bank, a few older persons drop by to
say hello to Charlene or Robin, coordinators here, to help out with administrative
tasks, and often to socialize awhile with faces they have come to recognize over the
years of their membership. Today is special because Elizabeth is back after a long
recovery from heart trauma, and the daily office routine has pretty much stopped
in order to re-connect with her. Elizabeth has been an important part of the run- 27
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ning of this Time Bank. She coordinates many outreach mailings and does time-
consuming, repetitive tasks well, particularly those that require more attention to
detail than simple envelope stuffing. Most nonprofit organizations value and are
under pressure to retain volunteers of Elizabeth’s caliber, but Elizabeth is not a vol-
unteer—she earns a time dollar for each hour she works, and “buys” a variety of
services with them. Over the years, she has tapped into the Time Bank for help with
assistance in moving, light housekeeping, and her recent hospital recovery.
“Working with the Time Bank has done me a lot of good,” she says. “As you get
older, it’s nice to be appreciated and needed. My opinions are sought and valued
here, and | don't often experience that in other parts of my life.” Through her work
with this Time Bank Elizabeth has accrued many time dollars, which she plans to
use to send her son on a schooner trip. “He’s been so good to me. It will be nice to
give something back.”

The Portland Time Bank counts over a quarter of its population as older
adults, and they are among its most committed members. No matter their level of
physical fitness, these elders can serve their Time Bank through a variety of skills
and tasks: phone calling about specific events, cooking and catering, putting up
posters for arts events they enjoy. Many members also serve as ambassadors—
spokespersons and liaisons to organizations with which they are associated. Often
they are found in positions of responsibility which they have held over a period of
time, and are often among the first to be called for last minute emergency needs—
from a car ride for an elder who needs to get to the doctor, to pet sitting for a fam-
ily called out of town, to home-delivered meals for a member recovering from an
operation. The range and scope of their contribution is enormous because elders
often have something that is in short supply for the rest of us—time. Elizabeth is
not wealthy. She does not fit the profile of a Junior Leaguer or even a church vol-
unteer. She needs to get something tangible in exchange for her time, and she is not
alone. With healthcare and cost of living increases, combined with expanding num-
bers of elders in the coming decades, organizations like Time Banks could become
key resources for older people to stay engaged and to continue learning. Studies
conducted decades ago (Kearney, Plax & Lentz, 1985) indicated that the high lev-
els of life satisfaction and continued learning associated with volunteering and
other types of elder activities greatly benefited wealthier participants, but were not
particularly relevant to those seniors on the economic fringes, and that alternative
types of programs were necessary, particularly for lower socioeconomic groups
(Kearney et al., 1985).

However, members like Elizabeth did not join the Time Bank only because of
services they can get for their time dollars. They are there because associating with
the Time Bank makes them feel like they are contributing something of value and
worth. Multiple studies done through the Center for the Advancement of Health
and the MacArthur Foundation have demonstrated the relationship between
increased levels of efficacy and diminished risk for physical disease, mental illness,
and death. Efficacy, the power to create change, is largely understood by our cul-
ture to diminish with age. Americans often consider elders as an annoyance and a
burden whose decreasing physical stamina and health, our culture assumes, must
mirror similar deficiencies in mental capacity and efficacy as well, but these
assumptions are steadily being dismantled.
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A briefing distributed by the Center for the Advancement of Health titled
“Getting Old: A Lot of it is in Your Head” features an interview with John W.
Rowe, president of Mt. Sinai School of Medicine and chair of the MacArthur
Foundation Research Network on Successful Aging (Rowe, 1998). The purpose of
the creation of this network was to counter preoccupation with age as a process of
loss and disability with studies of factors that allow older people to function well,
despite the physical changes associated with aging. One of the studies noted in the
brief involved 72 nursing home patients with a mean age of 78 who were asked
to put together jigsaw puzzles. A third of the patients were given no help, a third
were given a little help, but mostly in the form of encouragement, and the last third become key resources
received extensive help. Performance by the last group was worse even than that of
the group that received no help, and both groups were out-performed by the group ~ fOr older people to
who were given some help, but not much (Rowe, 1998). This group is an example
of the power of efficacy, a sense of mastery through successful learning that Rowe
and his team have found to be a statistically significant predictor in keeping cogni- continue learning.
tive function as one ages. Other statistically significant factors discussed were social
support, especially emotional support, as distinguished from another important
element: instrumental support. Rowe concludes that these factors form a distinct
mind-body connection in successfully aging elders, and our cultural tendency to
coddle and infantilize older adults is highly detrimental to their sense of self-worth
and accomplishment. It’s far better to foster efficacy and social engagement by cre-
ating situations that not only encourage elders to learn and grow, but that honor
who they are and the life experiences they offer.

William Thomas is a geriatrician dedicated to restoring America’s elders to
their rightful position as respected, valued, and productive community members.

His book, published in 2004 and entitled What Are Old People For? How Elders
Will Save The World, traces our species’ competitive advantage to the fact that
females can and often do live 40 to 50 years beyond their fertility, making them
vital and important agents in family survival. These grandmothers largely retain
their nurturing skills and instincts and can take care of older siblings often ignored
by parents distracted with their more vulnerable younger offspring. This factor,
according to Thomas, was key in the physical success of our species, but he does
not stop there. In an article excerpting his book in YES! Magazine, Fall 2005 issue,
Thomas declares that “Homo sapiens generalized the benefits of grandparenthood
by linking old age to the work of social evolution. The development of human cul-
ture—its refinement, storage, and transmission—was woven into the fabric of old
age” (Thomas, 2004). Thomas considers older persons to be guides and “masters
of the school of life,” whose primary responsibility in modern times is to initiate
younger generations in the transition between childhood and adulthood. They are
our “libraries,” the receptacles of all that is of value in our cultural experience,
which they are eager to share in stories, in healing, in spiritual wisdom. The aches
and pains and physical limitations so terrifying to our “eternal youth” culture are,
according to Thomas, the necessary ingredients in a different kind of learning, by
slowing down and taking stock; by forcing the attention and focus inward, towards
peace and wisdom, away from the ego’s preoccupation with position and rank
(Thomas, 2004). This, of course, is not a process valued by a culture that encour-
ages a consumer-driven maelstrom run by stressed-out adults with to-do lists sta-
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stay engaged and to

29



Fall 2007 The LLI Review

Time Banking and Co-
Production: Timely Tools
for Older Adult Learners

30

pled to their foreheads. Without the balance and leavening that elders provide,
Thomas asserts that we become solely preoccupied with “doing, having and getting
that diminishes the value of stewardship in our culture” (Thomas, 2004).
Stewardship, defined by Merriam-Webster, is the careful and responsible manage-
ment of something entrusted to one’s care, like family, neighborhood, and commu-
nity, like the Time Bank’s concept of the Core Economy. According to Thomas, we
have much work to do to repair our cultural relationship with our elders, and we
need to begin that work, “not because it can right wrongs that are visited on older
people (although it can) but because it is the essential precondition for a new cul-
ture committed to a better quality of life for people of all ages” (Thomas, 2004). In
light of the fact that within a century, the population of Americans over the age of
65 has more than tripled, Thomas concludes, “The most elder-rich period of
human history is upon us. How we regard and make use of this windfall of elders
will define the world in which we live” (Thomas, 2004).

Lifelong Learning Potential through Time Banking

A year ago, when | began working for the Portland Time Bank in earnest, |
needed some help in creating a presentation with an unfamiliar computer system.
I put the call out to the membership to see if anyone cared to earn time dollars to
assist me, and the next day a small woman in her seventies walked into my office
offering her computer expertise.

Therese was one of the first members to join the Time Bank in 1996, specifi-
cally to learn about computers. “Learning something like this at my age, maybe it’s
uncommon, but | feel there is no point in stopping one’s learning.” From there, she
learned how to fix her own bicycle, cut people’s hair, and even do oil changes on
cars. “I began to realize a long time ago, that life offers opportunities to learn at
every age.” Therese is a shining example of someone making the most of lifelong
learning opportunities through Time Banking. Partner organizations like Portland
Adult Education and Women Work and Community afford people of all ages class-
es on hundreds of subjects in exchange for time dollars. The network continues to
seek out actively educational opportunities for older members who may not be able
to access programs with steep tuition fees, members like Therese who continue to
demonstrate vibrancy in learning and their value to their communities.

Jeffrey is another member of Time Banks intimately connected with lifelong
learning. A Reiki Master—Reiki defined as a form of healing touch—he has a
vision for a very specific learning program for elders called “EldersBloom,” which
he has begun to offer through the Portland Time Bank. EldersBloom is a program
Jeffrey devised several years ago as a means to get older persons engaged in their
own healing, and teaching others how to do Reiki, described in his literature as cur-
rently “practiced by millions around the world and used in hospitals and medical
settings” (Hotchkiss, 2006). Jeffrey originally began working with elders through
Southern Maine Agency on Aging and by volunteering with a few long-term care
providers. He initially targeted his efforts primarily towards providing relief for eld-
ers in pain, but realized that he was operating on the hidden assumption that “aging
was an affliction.” Something in that assumption made him question his motiva-
tions, and after reading Thomas's Whar Are Old People For? he realized that “We
have it exactly wrong in our culture. Elders need to be our guides and our healers.
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We need to switch our mindset to Elders as a resource and a blessing, not a bur-
den.” The realization came to him that Reiki is relatively easy to learn and teach
others, and that elders could gain much satisfaction from healing themselves and
being healers for others. In addition, Reiki can be performed by people no matter
their degree of mobility, so someone who is in a wheelchair or even bedridden can
still provide this service for others.

Jeffrey knew he was on to something when he began working with a gentle-
man named “Joe,” an Alzheimer’s patient and resident in a long-term care facility.
Initially, Joe had been almost frozen in a defended fetal position common to the
advanced progression this disease. After a few treatments, his body became more maybe it’s uncommon,
relaxed and open, and he began to be able to communicate verbally with Jeffrey and
his other health providers. After a time, Jeffrey began to experiment with whether ~ PUL | feel there is no
his client could learn how to perform Reiki on himself between treatments, and Joe
did not disappoint. He retained the training he had received in his Reiki sessions
and was able to progress noticeably in his physical relaxation and communicative  one’s learning.”
abilities. Jeffrey knew that if Joe could learn and improve his condition, then so
could other older persons.

At this writing, EldersBloom is in its infancy. Jeffrey envisions his primary goal
as the creation of Reiki programs administrated and taught by the residents of long-
term care facilities, healing themselves and teaching others to do the same, thereby
becoming resources for each other as well as their surrounding communities.

“Learning something

like this at my age,

point in stopping

Perceived Social Support and its Impact on Senior Health

Angelo, a retired grocer, and David, a retired machinist, got to know each
other as participating members of Elderplan, a time dollar model of service
exchange launched by Edgar Cahn in 1987 through a grant from the Robert Wood
Johnson Foundation. Through this program, they began doing home repairs
together in their Brooklyn neighborhood, but they have gained much more than
time dollars. “We found out we live half a block from each other,” says Angelo. “All
this time we never even met already—and now we're close friends—it’s amazing!”
(Jones, L., producer (2003) Time Banks in Action {Compilation Video}). David and
Angelo, as members of Elderplan, are encouraged, regardless of their physical con-
dition, to earn time dollars by providing assistance to other elders that would help
keep them independent in their homes. At the time, it was not at all certain
whether this model would work. A multi-phase study was done spanning a two-
year time period from 2000 to 2002. The objectives were both to study the role of
time dollars in Elderplan’s effectiveness and to analyze differences in factors indicat-
ing quality of life between Elderplan members who participated in the time dollar
program and those who did not (Cahn and Gray, 2003). The results clearly indi-
cated that social interaction is linked with improved emotional as well as physical
well-being, and that the time dollar participants fared better than the control
group. Combined data further indicated that the program attracted elders into
service exchange who had not been drawn to traditional volunteer programs, over
30% indicated they had never before volunteered. Many of the participants, over
40%, claimed they did not know how they would manage to keep living independ-
ently had it not been for the member-to-member benefits of their Time Bank. The
program was hailed as a means of “humanizing” healthcare, with positive effects on 31
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elder’s self-perceptions through its social support and ability to make elders feel
needed and valued.

Social support, as defined by Centers for Disease Control, “includes real or
perceived resources provided by others that enable a person to feel cared for, val-
ued, and part of a network of communication and mutual obligation”
(CDC.gov/mmwr/preview Weekly, May 6, 2005/54(17); pg. 1). A telephone sur-
vey was conducted in 2000 through the Missouri Department of Health and
Senior Services on a sample of 3,112 respondents. These respondents varied by sex,
marital status, education, annual household income, self-rated health and limits
around activity. Questions were asked about the number of persons living in the
same house, how often they visited or were visited by people they knew over a 30-
day period of time, and the number of people from whom they felt they could get
emotional support. They were asked to calculate how many days in the prior
month their physical health was impaired, or they felt stressed, depressed, and emo-
tionally fragile, and how many days they felt full of energy, healthy, and engaged.
In the spring 2005 final report, the findings suggested a strong association between
perceived social support and enhanced quality of life. The report categorized social
support as emotional (e.g., three or more friendships, consistent contact with
friends), instrumental (e.g., errands, transportation) and informational (e.g., shar-
ing resources). Interestingly, the study found that living alone did not necessarily
increase levels of depression and loneliness, and that social support promotes health
and well-being in older persons by providing them with “positive experiences,
socially rewarding roles, or improved ability to cope with stressful events” (CDC
Weekly, pg. 2).

Again, Time Banking provides elders with consistent opportunities to build
friendships and networks, access vital instrumental services, and receive sources of
information interesting to them. Several Time Banking programs in the northeast
focus exclusively on older adults. Partners in Care, located in Fredrick, Maryland,
is geared exclusively toward elders and provides a variety of specific services; Ride
Partners transportation program connects elders who drive with those who need to
do errands, go to the doctor etc.; Repairs with Care home repair services are pro-
vided by seniors adept at home repair; Just in Case provides emergency kits with
three days of water, nutritious food, radios, and other essentials for emergencies
such as power outages, built and distributed by older persons for isolated elders;
and the Boutique, a resale store which not only provides sustainability to the organ-
ization, but also functions as a lively community center, offering the ever-impor-
tant means for older adults to both socialize and access multiple opportunities to
help their community. Partners in Care had a 27% increase in membership in 2004
and expects even higher levels this year. Last year, in a report titled “Seniors Benefit
from Transportation Partnerships,” the U.S. Administration on Aging listed
Partners in Care as one of the country’s 14 “most promising practices,” another tes-
tament to Time Banking in action (U.S. Administration on Aging, 2005).

Edgar, a lifelong learner in his seventies, is clearly invested in making Time
Banking ever more important to older adult learners, who have much to gain
through membership with a Time Bank. The models currently at work and in
development in Time Banking directly align with the requirements and interests of
older adults to encourage the benefits of social engagement, efficacy and learning
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opportunities, regardless of income level. Through the specific programs outlined
here, and many others launched around the world, the Time Banking movement
actively engages older learners to become the best that they can be for themselves,
their families, and their communities.
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Kym Dakin serves as outreach coordinator for the Portland Time Bank, an organ-
ization with which she has been associated for over 10 years as a member, advisor,
and consultant. She develops and implements training programs in Time Banking
on a variety of topics for the New England area. In 2006 Kym received her mas-
ter’s in adult education at the University of Southern Maine. She has worked with
USM’s Center for the Study of Lives and the Maine Creative Economy Institute.
Kym also runs Short Fuse Interactive Inc., developing experiential trainings on a
variety of topics in business and education.
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Two Poems from Suite for Lifelong Learning

Samuel B. K. Chang

Lifelong Learning: Tai Chi

Dieter Runge, honored Sifu,

Class assembled we address you.

As we begin Chi Kung warm up
Clenched fist will meet open palm cupped.
Left foot forward, up right foot springs
Knees slightly bent, both arms now swing.
Forth and back, the cycle we go

Energy through our bodies flow.

Open, Turn, Begin. Lesson starts

As teacher to pupil imparts

The sequence of proper Tai Chi

Moves from beginning until we

Close with both hands turned in and then
Both arms to sides as training ends.
Clenched fist meets open palm as before
Palms down, one circles the other o’er.
Right foot steps back, left foot to match
Heads bent, hands clap, now ends the class.
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Lifelong Learning: Ethnobotany

From Isabella Abbott we

Learned about Hawaiian history,

Regaling us with tales when she

Traversed trails that passed past land and sea.

A youngster she accompanied

An uncle to where the birds did feed.
With gummy substance on the trees
Birds’ feet did stick so that uncle he
Could pluck such feathers he could use
With other ones in amounts profuse

To fashion artistically

A cloak of feathers for all to see.

In other classes we did learn

Of ko, kalo and azolla fern

Of uhi, ulu, mai a, niu

Of gods, Kaneloa, Lono, Ku,

And of Kane most powerful.

Thus did we pass each class hour full
Of rapt attention as she spun

Stories of ancient myth and legend.

Deserved fame limu studies have brought her.

Proud are we, illustrious native daughter.

Samuel B. K. Chang is an avid OLLI student and author of Swuite for Lifelong
Learning, a collection of poems about the University of Hawaii at Manoa OLLI.
Samuel is the retired director of the Legislative Reference Bureau, State of Hawaii,
and holds a B.A. degree in political science from the University of Hawaii at Manoa
and M.B.A. and J.D. degrees from the University of Michigan.
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The Influence of Lifelong Learning on Mood

Patricia M. Simone and Amie Haas

Abstract

Mood state was assessed both before and after four different two-hour classes in the Osher
Lifelong Learning Institute ar Santa Clara University with the self-report Profile of
Mood States-Brief Form (POMS-BEF) developed by McNair, Lorr, and Droppleman
(1992). Sixty-eight students (60% women), ages 49 to 92, filled in the 5-point mood
assessment survey rating how they felt at that moment prior to the start of class and again
two hours later, at the end of class. At the start of class these students reported very low
levels of negative affect (tension, anger, depression, confusion, fatigue). Following the
two-hour Osher class students felt even less angry, less tense, and less depressed than they
were before the class. These results are discussed in relation to mood regulation and the
detrimental impact of negative affect on cognition (e.g., Wilson, Mendes de Leon,
Bennett, Bienias, Evans, 2004).

class? Do Osher classes improve mood? As a director of an Osher Institute,

I would like to be able to tell members and potential members that in addi-
tion to the many reasons to become a member (such as improved cognition), tak-
ing classes can also make you happier. Anecdotally I knew this was true, but | did
not yet have the evidence.

n re students happier after attending an Osher Lifelong Learning Institute

Mood and Cognition

The association of depressive symptoms with cognitive impairment in the eld-
erly is becoming well-established in the literature (e.g., Wilson, Mendes de Leon,
Bennett, Bienias, & Evans, 2004; Paterniti, Verdier-Taillefer, Dufouil, Alperovitch,
2002; Geerlings, Schoevers, Beekman, Jonker, Deeg, Schmand, Ader, Bouter, van
Tilburg, 2000). Although it is difficult to determine the exact relationship between
mood state and cognition (Stewart, 2004), there is mounting evidence which
implicates symptoms of depression as a risk factor for cognitive decline. This is an
important association because depressive symptoms and concerns about cognitive
ability are common in the elderly (e.g., Jorm, Christensen, Henderson, Korten,
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MacKinnon, & Scott, 1994). Therefore, finding ways to alleviate depressive symp-
toms in older adults may be beneficial in maintaining cognitive status.

How common is depression in the elderly? There is some debate over the rela-
tionship between age and mood disorders, with depression most often evaluated.
Some studies report that depression rates decrease with age (e.g., Flint, 1994) and
others report that depression rates increase with age (e.g., Wernicke, Linden,
Gilberg, & Helmchen, 2000). Through a literature review, Djernes (2006) found
that depression is frequent in the elderly with prevalence rates of major depression
ranging from 0.9%-9.4% in community-dwelling aged adults.

In another recent study, Teachman (2006) examined the relationship between
age and symptoms of anxiety and depression. Teachman defined depression as a
collection of symptoms lying along a continuum rather than as a discrete clinical
category of major depression, in part because depressive symptoms that do not
reach threshold for diagnosis in older adults can still be disruptive to daily function-
ing (e.g., Schaub & Linden, 2000) and may lead to clinical depression over time
(e.g., Paterniti et al., 2002). Using self-report data from community-dwelling
adults, Teachman (2006) found that symptoms of negative affect (depression and
anxiety) began to increase in older adulthood (mid-70s).

Improving Mood

People often participate in a variety of activities to improve their mood.
Thayer, Newman, and McClain (1994) asked adults of many ages (18-89) to iden-
tify strategies used to modify their mood and found an overlap between methods
people used to change a bad mood, reduce tension, and increase energy, with exer-
cise being most effective. Engaging in distracting activities, such as doing chores,
spending time on a hobby or fun activity, shopping, reading, and writing, were also
identified as highly successful in changing a bad mood.

Thayer et al. (1994) identified gender and age differences in strategies used to
improve mood. Men tended to seek pleasurable activities and distraction while
women used more passive strategies such as social support. In addition, older adults
tended to rely more on tending to chores and engaging in religious practice to
improve mood than younger adults.

The question this research aims to address is whether taking a university-affil-
iated Osher class can improve mood in men and women over the age of 50. The
instrument used in this study to assess mood states, the Profile of Mood States
(POMS) is a widely accepted measure of psychological distress in several popula-
tions, including aged adults. The brief version of the POMS used in this study
(POMS-BF) asks 30 questions, with five questions measuring each of the follow-
ing six subcategories of mood: tension, depression, anger, fatigue, confusion, and
vigor.

Method

Participants (N = 68, 60% females) consisted of adults between 49 and 92
years of age (M = 68.4, SD = 8.0) enrolled in one of four Osher classes offered at
Santa Clara University in the fall 2006 or winter 2007. Twenty-eight participants
were enrolled in “Historical Jesus,” five in “Genetically Modified Foods,” 17 in

Men tended to seek
pleasurable activities
and distraction while
women used more
passive strategies
such as social sup-
port. In addition,
older adults tended to
rely more on tending
to chores and
engaging in religious
practice to improve
mood than younger

adults.
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“California History,” and 18 in “Armchair Traveler: Destination France.” Pre- and
post-surveys on mood were given on the second or third of five class sessions in
each class.

Materials

Mood state was measured by self report both before and after a two-hour
Osher class using the Profile of Mood States-Brief Form (POMS-BF; McNair, Lorr,
and Droppleman, 1992). The POMS-BF is a brief, standardized, and commonly
used measure of psychological distress in clinical and non-clinical populations. The
self-report survey contains 30 adjectives with five separate questions assessing Six
aspects of mood: tension, depression, anger, vigor, fatigue, and confusion. These
adjectives were rated on a 5-point scale with low scores (0, 1) indicating that the
person was experiencing that feeling not at all or very little, and higher scores (3, 4)
indicating that the person was experiencing those feelings quite a bit or extremely
at that time. Scoring on each dimension involved adding up the scores of each of
the five adjectives in that related mood dimension. Mood dimension scores could
range between 0 and 20, with high numbers reflecting more of that mood and low
numbers indicating less of that mood.

Procedure

A researcher explained the study prior to the start of four separate Osher class-
es at Santa Clara University (Historical Jesus, Genetically Modified Foods,
California History, Armchair Traveler). All students were informed that the nature
of the study was to assess variations in mood over the course of two hours. There
were no risks to participation and no one was compensated in any way for partic-
ipating. Those interested in participating were asked to sign a consent form
approved by the IRB at Santa Clara University. They were then given the POMS-
BF and asked to indicate on a five-point scale how each of the words described how
they felt right now. Low responses (zero and 1) indicated little or no feeling, and
higher responses (3 and 4) indicated more intense feelings (quite a bit or extreme-
ly). A score of 2 reflected having that feeling moderately. Upon completion of the
class two hours later, they were asked to fill out another POMS-BF, again indicat-
ing on this five-point scale how they felt at that moment.

Results

Scores on each dimension of mood (tension, depression, anger, vigor, fatigue,
and confusion) were calculated by adding the number given to each of the five
questions in that dimension, with high scores indicating more of that emotion and
low scores indicating less of that emotion. The highest score of 20 would indicate
a great deal of that emotion. The lowest score of zero would indicate having that
feeling not at all. See Table 1 for a list of all the scores for men and women both
before and after class.

The composite score for each of the six emotion dimensions was subjected to
a one-way repeated measures ANOVA comparing pre- and post-class survey scores.
The between subjects factor was gender.
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Table 1: Mean Post-Pre POMS Scores (SDs)

Total Men Women
Mood Before After Before After Before After
Class Class Class Class Class Class

Tension 1.7 (30) 08 (18" 22(39) 09(L5) 14(30) 08(20)
Anger 09(16) 05(13* 14(L9* 09(18)* 06(L2) 0331
Depression 1.0 (20) 08 (15)* 16(27) 10(21) 06(14) 06 (L0)
Confusion 35 (25) 382(24) 43(@30)* 42@9% 31(19) 26(18)
Fatigue  24(30) 24(29) 30(36) 2627 2025 2331
Vigor 101(47) 84(A7" 100(3) 92(49) 102(44) 7.8 [@46)™

*p<.05 p=.08

Tension: Participants reported very low feelings of tension before class, with a
composite score of 1.7 for the five adjectives (tense, shaky, uneasy, nervous, and
anxious). Nonetheless, while their feelings of tension were low to begin with, feel-
ings of tension were reduced following their class (0.8). This decrease in tension was
significant, F(1, 66) = 6.6, MSE = 4.48, p < .05 and was experienced by both men
and women, F(1, 66) = .86. An examination of Table 1 shows that there was no
difference in tension reported by men and women, F(1, 66) = .74.

Anger: In general men reported significantly more feelings of anger than did
women, F(1, 66) =5.52, MSE = 2.9, p > 05. Before the class, scores on anger-relat-
ed questions (angry, grouchy, annoyed, furious, bad-tempered) were higher for the
men (1.4) than for the women (0.6). Both groups reported reduced feelings of
anger at the end of class, F(1, 66) = 4.46, MSE = 1.16, p < .05, with men drop-
ping to 0.9 and women to 0.3 and this did not interact with gender, F(1, 66) =
0.19.

Depression: Once again men reported more feelings of depression than did
women both before (1.6 for men compared to 0.6 for women) and after class (1.0
compared to 0.6). This difference between men and women approached signifi-
cance, F(1, 66) = 3.1, MSE = 5.4, p = .08. Additionally, the comparison of feelings
of depression (sad, unworthy, discouraged, lonely, gloomy) before and after class
approached significance, F(1,66) = 3.13, MSE = 0.9, p = .08 and because depres-
sive symptoms in both men and women declined across tests, the interaction
between gender and depression was not significant, F(1,66) = 2.6.

Confusion: Men reported more feelings of confusion (confused, muddled,
bewildered, efficient, forgetful) than did women both before (4.3 compared to 3.1)
and after class (4.2 compared to 2.6). This gender difference was significant,
F(1,66) = 6.9, MSE = 8.9, p < .05. Feelings of confusion did not change from
before to after class, F(1, 66) = 1.28 and there was no interaction with gender,
F(1,66) = 0.51.

Fatigue: There was no significant difference in level of fatigue (worn out,
fatigued, exhausted, sluggish, weary) in men and women, F(1,66) = 1.04. Reported
feelings of fatigue before class for men (3.0) and women (2.0) did not change sig-
nificantly after class for either men (2.6) or women (2.3). Therefore were no signif-
icant effects of the class on fatigue, F(1, 66) = 0.09, and there was no interaction
with gender, F(1,66) = 1.11. 39
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Vigor: Men and women reported similar levels of vigor (lively, active, ener-
getic, full of pep, vigorous), F(1,66) = 0.29. Both men and women reported feel-
ing less vigorous after class, F(1,66) = 14.00, MSE = 6.1, p < .05, with average
scores of for men going from 10.0 to 9.2 and 10.2 to 7.8 for women. \Women expe-
rienced a more prominent reduction in vigor following class, an effect that
approached significance, F(1,66) = 3.15, MSE = 6.1, p = .08.

Discussion

In general, Osher students attending these classes were not experiencing a
great amount of the negative feelings of tension, depression, anger, fatigue, and
confusion at the start of class. The highest score possible is 20 on each of these
dimensions and Osher students reported very low feelings of tension (1.7), depres-
sion (1.0), anger (0.9), fatigue (2.4), and confusion (3.5) before the start of class. It
is notable, therefore, that at the end of class two hours later students reported ele-
vated mood. They were less tense (0.8), less angry (0.5), and less depressed (0.8)
than when they started class.

Also interesting were the mood differences in men and women. Men were
more angry, more depressed, and more confused than women in these classes. Even
though both groups were less angry at the end of class, the level of anger in the men
at the end of class (0.9) was still greater than that of the women even at the start of
class (0.6). The same is true for depression. Men reported more depressive feelings
at class end (1.0) than did women at the start of class (0.6). It is noteworthy that
the women in this sample reported virtually no depressive feelings (0.6 on a scale
from 0 to 20). It is perhaps because of this floor effect that the finding of reduced
depression only approached significance.

In addition to being more angry and depressed than the women in the class,
these men also reported more feelings of confusion, a feeling that was not affected
by the class in either men or women. While Osher students did not feel less con-
fused at the end of class, it is important to note that they also did not feel more
confused following the class. Therefore, while the material was likely new and per-
haps challenging for the students, this challenge did not cause them to feel unsure
of themselves.

Benefits of sitting in a two-hour Osher class include feeling less angry, less
tense and, at least for men, less depressed. However, a negative consequence to sit-
ting in an Osher class is that one also feels less energetic as the level of vigor dropped
from 10.1 to 8.4 at the end of class, an effect that was even more pronounced in
the women (10.2—7.8). Since they took the pretest upon arrival to the classroom
after having walked some distance and they filled in the post test after sitting in a
chair for the two-hour class, it is suspected that this decrease in vigor was due to
lack of mobility for the duration of class.

Conclusion

This research has found yet another reason to take Osher classes: they can
improve your mood, and improved mood may make it more likely to continue tak-
ing classes and may even have a positive effect on cognition. While Osher members
were not experiencing high levels of any symptoms of negative affect, the negative
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emotions of tension, anger, and depression were significantly reduced following the
classes. Men, who were more angry and depressed than the women in this sample,
experienced an even greater benefit of mood elevation from attending the classes.
Additionally, students were not more confused at class end, even though it is like-
ly that the material they learned in class was novel and challenging. While level of
vigor was reduced in all students, this effect likely resulted from sitting for two
hours. Further experiments can determine how quickly vigor returns to pre-class
levels and how long lasting the effects of mood elevation following a lifelong learn-
ing class are.

The fountain of youth eluded Ponce De Leon. Even so, thanks to many envi- include feeling less
ronmental and behavioral changes in the last century, Americans born today can
expect to live nearly 30 years longer than Americans born 100 years ago. Yearshave N0y, less tense,
been added to our lives. The challenge remaining is keeping the life in our years.
What does it take to age well? Rowe and Kahn (1998) suggested three keys to suc-
cessful aging: (1) maintain high cognitive and physical functioning, (2) stay  less depressed.
engaged with life, and (3) avoid disease. Taking classes can improve cognition (use
it or lose it) and, we have now demonstrated, classes can also improve mood, two
factors that may make it easier to stay engaged with life.

Benefits of sitting in a

two-hour Osher class

and, at least for men,
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Two Poems

Marilyn Brown

Near Mammoth Mountain

Upward step by step

to where the lupine and the sky meet
and discuss which wears the more
vivid blue;

| reel, intoxicated by their conversation.

Haiku

Winter sun—for those
grieving a death come too soon,

sympathy, no warmth.

A Cincinnati transplant to San Diego, Marilyn Brown retired from secondary his-
tory and English teaching after 38 years. Her many loves include her hushand,
whom she met in Yellowstone Park 45 years ago, her standard poodle, Admiral
Nado, nature of all stripes, walking and hiking, reading, and learning, especially
with stimulating minds and hearts willing to share.
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Community Research Team: An Experiment
in Member-Driven Research and Reflection

Vincent Waldron
Ralph Shattuck
Don Zimbrick
Lou-ellen Finter
Phyllis Edwards

Abstract

The Community Research Team (CRT) is a faculty-led research seminar attended by
lifelong learners and traditional university students. Students read and critique research
texts, design a research project with community significance, and write a collective paper
about the results. This report is simultaneously a preliminary product created by CRT
students as well as a reflection on the CRT process. We discuss the instructional

approach, student reactions, the research process, and preliminary research results.

n fall 2006 the Osher Lifelong Learning Institute at Arizona State University

(OLLI ASU) launched the Community Research Team (CRT), a faculty-led

research seminar for lifelong learning students. The CRT provides an opportuni-
ty for seasoned learners to meet with faculty, peers, and traditional university stu-
dents to discuss the research process, read and critique research, learn about univer-
sity research support services, conduct a research project with community signifi-
cance, and publish the results. Prospective students were encouraged to bring their
own research questions and ideas to the group. In short, the CRT invited lifelong
learners to participate in the research mission of the university.

This report is simultaneously a preliminary product created by CRT members
and their instructor during their first semester (Six class sessions over 7 weeks) as
well as a reflection on the CRT process. The team ultimately focused its work on a
research question important to lifelong learning programs across the nation: “Why
do some elders choose not to participate in their local lifelong learning program?”
This brief report has significance for two kinds of audiences: 1) those interested in
the CRT format and its applicability within their own programs, and 2) those
interested in the preliminary results of the CRT’s research project on barriers to par-
ticipation in lifelong learning programs.

Program Design: OLLI ASU

The Osher Lifelong Learning Institute at Arizona State University is a confed-
eration of community-based affiliates, with two of the largest sites located at the
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Research Abstract

A Construction of Twelve Lifelong Learners’
Perspectives: An In-Depth, Naturalistic
Study of Self-Integration of Learning

Marvin L. Hunt

completed my dissertation on lifelong learning at the University of Nebraska-

Lincoln in November 2006. As director of the University of Kansas Osher

Lifelong Learning Institute, 1 have been deeply involved with all aspects of life-
long learning. Thus, a dissertation focused on lifelong learning only seemed natu-
ral. My research focused on understanding people who have chosen to learn
throughout their lives. A broad question guided this research: What is the rich,
lived, lifelong learning experience from the individual’s perspective? This question
allowed each participant ample freedom to explore and define issues he/she consid-
ered important relative to lifelong learning.

Twelve lifelong learners from a wide range of backgrounds, ages, and experi-
ence were serially selected using maximum variation sampling. Most qualitative
research uses « priori questions aimed at a specific topic, limiting participants’ dis-
cussion. In this study, however, grand tour questions prompted each participant to
offer information about lifelong learning experiences. In-depth interviews revealed
16 thought categories including integration of life and learning, learning process,
role, influences, major life changes, benefits, favorite topics, issues, view of self, and
motivation to learn.

This naturalistic and constructivist research allowed each participant freedom
to explore topics during several interviews which were documented by audio
recordings and handwritten notes. Member checks (asking the participant if what
I wrote or thought she/he meant is actually what the participant intended) during
interviews assured the written description matched each participant’s perspective. A
grand member check brought participants together to suggest edits and finalize
approval of their perspectives, as written in the study.

Three outcomes resulted. First and most important, the study compiled 12
learners’ unique and verified perspectives through participant profiles and a case
study narrative. Second, despite sharing common traits with other learners, each
learner integrated lifelong learning in a unique way. Organic descriptors were devel-
oped to illustrate each learner’s self-integration traits. Those descriptors included

seeker, academic entrepreneur, new individualist, pragmatist, holistic thinker, cre-
95
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ative compromiser, nonconforming introvert, detailed internationalist, restless ide-
alist, academic learner, community leader, and involved mentor.

Other learning research has used generic descriptors that apply to large groups
of individuals. For example, Gardner’s (1983) well-known research indicated qual-
ities of individual competence through multiple intelligences including verbal-lin-
guistic, logical-mathematical, or musical-rhythmic intelligences. Gregorc (1982)
discussed four learning styles including concrete-sequential, concrete-random,
abstract-sequential, and abstract-random. Gardner’s and Gregorc's categories help
us consider schemes for understanding universal traits.

Although this study identifies the possibility of common approaches to learn-
ing between one learner and the next in some instances, it does not propose that
commonness exists among all learners, even across four broad learning styles as does
Gregorc’s system. Instead, this study revealed 12 learners’ unique and individual-
ized learning approaches as suggested by the descriptors. Systematized learning
approaches and categories help us envision how people might generally learn or
behave, but each individual’s complexity and uniqueness as a learner dominated
this research and characterized the second outcome.

Third, a theory grounded in the lifelong learners’ common and uncommon
traits was developed. The Inside-Outside Theory of Lifelong Learning Integration
posits that, while there are similarities in learning processes and preferences among
the study’s learners (i.e., inside traits), there are also differences distinguishing learn-
ing processes and preferences for each learner (i.e., outside traits). This study-spe-
cific theory helped facilitate recognizing inside and outside traits among any and all
of the learners. Lifelong learning professionals must become familiar with their
membership’s learning needs and determine how or if this study-specific theory
may apply to their local situation.

I would like to thank my advisor, James O’Hanlon, emeritus dean and profes-
sor, University of Nebraska-Lincoln, for his outstanding help with my dissertation.

To access the complete dissertation free of charge, go to
http://digitalcommons.unl.edu/cehsdiss/5/.
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Research Abstract
Participation in Lifelong Learning Institutes:
What Turns Members On?

Rick Lamb and E. Michael Brady

Lifelong Learning Institute at the University of Southern Maine. Forty-five

experienced members of OLLI were interviewed by way of six focus groups.
The sample consisted of “rank and file” students (e.g., not being on the board of
directors, program faculty, or having another leadership role in the organization)
who had taken courses for six consecutive semesters. The purpose of the research
was to learn what benefits are derived from long-term participation at OLLI. In
other words, what turns members on?

The first theme that emerged from the data was that OLLI provided zntellec-
tual stimulation. People talked about the joy they experience when they learn new
things. In many courses older learners were asked to “stretch” their intellects in ways
that proved to be both challenging and deeply satisfying. One man described his
overall experience as “an aphrodisiac of the mind.”

A second theme was the experience of a supportive community. Members
described how the openness, honesty, and sense of trust, which are regular aspects
of the OLLI experience, serve as a foundation for many of the other benefits that
derive from participation. An especially salient dimension of this community was
the mutuality of learning that occurs between teachers and students.

Thirdly, members developed greater se/festeem. Learners felt that they had
become more knowledgeable and interesting. This finding was especially com-
pelling for women. A number of older women shared stories about how, earlier in
their lives, they had been intimidated or ignored in school. They have discovered a
voice at OLLI. Participation in the lifelong learning institute has also changed peo-
ples’ views about aging itself. One participant expressed her feelings this way: “I feel
validated for who | am.”

The fourth and final overall finding related to spiritual renewal. Due to both
the curriculum at the University of Southern Maine’s OLLI (which focuses, in part,
on religious and spiritual themes) and the overall experience of community, mem-
bers described how they were “filling a need” as searchers or pilgrims. Learners
talked about having been introduced to new religious ideas and doctrines in a non-
threatening manner that did not attempt to evangelize. They grew beyond their 97

Data for this study were collected in the spring of 2004 from the Osher
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own formal religious education and expanded their tolerance for other belief sys-
tems. The quality of discourse on spiritual ideas “was a very rare thing” and took
place on a regular basis “because you trust people.”

Note: A research article based on this research has been published. See Lamb, R. and
Brady, E.M. (2005), Participation in Lifelong Learning Institutes: What turns
members on?, Educational Gerontology, 31(3), 207-224. This article may also be
read in its entirety by going to the OLLI National Resource Center’s Web site—
www.osher.net—and clicking on “research.”

Rick Lamb, a retired social worker, earned his M.S.W. at Columbia University and
a Certificate of Advanced Study in Adult Learning at the University of Southern
Maine. He is an active member of USM’s OLLI and serves as associate editor of
The LLI Review.

E. Michael Brady, Ph.D., is professor of adult education and senior research fel-
low at the Osher Lifelong Learning Institute, University of Southern Maine. He is
editor of The LLI Review.
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Studies on Aging for the Older Adult

Rhoada Wald

Abstract

This paper presents the background, ideas, and issues emanating from a series of pro-
grammatic directions and study groups on aging studies for an older adult population.
The topic is analyzed in the context of recent trends in higher and continuing education
Jor the older adult. The Harvard Institute for Learning in Retirement, connected to
Harvard’s Division of Continuing Education, represents this trend. The essay begins
with a description of the concept, the constituency, and the setting. The article continues
with examples of the programmatic developments at this Institute through a series of
conversations about aging. Issues for further research and development conclude the arti-

cle.

Introduction

“It has been too much the custom to think of education as an affair of youth, and even
of the earlier years of youth; but it really should be the work of the whole of life.”

—Charles W. Eliot, President, Harvard University, 1869-1909

learning and curriculum design for the older adult. The roots of my approach

are derived from a basic philosophy about lifelong education: that each stage
of life has it own possibilities and transitions; and that learning and renewal involve
intellectual as well as personal dimensions throughout the life cycle. Although there
are many programs for older adults, courses and other learning activities related to
the issues and transitions of the later stages are generally not available.

Strategies for integrating aging studies can help us find answers to the follow-
ing questions: How can we define this stage of life? What are the commonalities,
what are the individual differences? What is inevitable? How can an individual cope
with transitions? What are the personal and societal moral imperatives? What are
the existential dilemmas? Finally, how can we help people perceive the range of real-
istic possibilities and, at the same time, transcend the clichés, myths, and stereo-
types about this stage of life? 99

The purpose of this article is to articulate a series of ideas regarding lifelong
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At Empire State College, the nontraditional unit of the State University of
New York, | taught various topics related to adult development to an adult student
population (the average age was 36). In individualized and small seminar modes |
taught courses on the adult experience, issues in aging, moral development, life
cycle theory, and death and dying. Student responses were overwhelmingly posi-
tive; students reported that these courses were stimulating, provocative, and mean-
ingful and provided serious applications to their personal and professional lives.
The satisfaction | received from teaching these courses exceeded my expectations.
The students were open, reflective, and scholarly.

In 2000, | taught a course, “Life and Death, Affirmation and Meaning,” at the
Osher Lifelong Learning Institute at Brandeis University. Although | had taught
this course at Empire State College, 1 had some apprehension about teaching this
subject to a population of people in their sixties and seventies, a group for whom
the topics were timely but, perhaps, painful. This experience also turned out to be
positive for me and for the participants. The participants welcomed the opportu-
nity to explore various theories related to life and death from a cross-cultural per-
spective that had relevance for their lives. Exploring loss and crisis was life-affirm-
ing and beneficial.

This experience was the impetus for me to think about how, when, and where
these subjects could be taught on a wider basis to older adults who were actually
facing these issues. The impact of studying theories relevant to their current expe-
rience which explored issues and directions for personal growth, change, and mean-
ing was intriguing but also complex. As an older retired adult, this development
mirrored my own experiences and consciousness, questions, and unresolved issues.

In this article, a beginning strategy addressing this concern is offered. The
background and setting are presented in the next sections followed by an analysis
of current activities. Ideas for future directions conclude the discussion.

The Background

Significant changes in life style patterns of the older adult after retirement are
gaining widespread attention. Theorists and practitioners focusing on this popula-
tion are evolving new ideas about this stage of life.

Previous theories about aging have included the concept of decline or loss, the
myth of the American dream relating to leisure and recreation, and life cycle theo-
ry (Erikson, 1975, p. 247-274).

Each of these concepts has a place in a holistic depiction of the later stages of
life. However, collectively or individually, they do not tell the whole story. As we
move into unprecedented demographic changes in the United States, more and
more people 65 and over are not only living longer, but living healthier, vital lives
with a thirst for intellectual stimulation. Often these individuals are seeking new
models and settings for learning.

Many people are responding to these interests through memberships in life-
long learning institutes. The Harvard Institute for Learning in Retirement (HILR),
an arm of Harvard University’s Division of Continuing Education, is an example
of one of these settings. For purposes of this article HILR illustrates an intellectual
setting for analyzing curriculum and program development regarding studies in
aging for people in their sixties, seventies, and older.
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The Setting

The Harvard Institute for Learning in Retirement, one of the pioneering edu-
cational experiments for older adults, opened in 1977. The model is an impressive
example of peer learning and teaching. Presently, there are approximately 500
members. Many of the members lead study groups as well as participate in them.
During the fall semester 2006, there were 65 study groups led by members either
individually or in teams of two. The educational model is a seminar format within
a broad range of topics representing the range of disciplines and interdisciplinary
topics that can be found on any liberal arts college campus. In addition to the study
groups, there are extra-curricular offerings by scholars outside the Institute and
informal poetry, memoir writing, and philosophy dialogue groups led by members.

Administration consists of a paid director and assistant. There is an elected
council of members to make policy decisions. Members participate in a range of
committees related to policy, administration, admissions, technology, finance,
teaching and learning, curriculum, and long-range planning. There is an admission
process and usually there are more candidates than openings, illustrating the inter-
est of the older adult in continued learning.

The curriculum is rich, vigorous, and varied. Literature, history, and contem-
porary societal issues are particularly in great demand. Some members lead study
groups in the areas in which they had professional expertise. Others prefer new
areas of personal interest. For example, a physician might be teaching medical
ethics, philosophy of Islam, or the oil crisis. Most study group leaders do not choose
to lead the same study group more than once or twice, illustrating again their thirst
for new adventures in learning.

However, study groups on aging have not been common. There has been a
conscious reticence about courses and discussions on aging. The general attitude
was that people were not interested in these topics. Recently that concept has
changed dramatically at HILR. The remainder of this article presents the process
that led to the change with its implications for curriculum and other programmat-
ic directions and areas for future study.

How We Began: Conversations about Aging

In the spring of 2005, Hyman Kempler, a colleague at HILR, and | co-led a
study group, “The Aging Challenge: A Multidisciplinary Colloquium.” The goal
was to explore positive images of getting older and various sessions focused on life
cycle theory, cognition, philosophy, literature, and spirituality. We also presented a
lecture, “The Aging Challenge,” for the entire membership.

A sample of the responses to these activities from both the study group and
the lecture provide a portrait of the relevance of these themes. “It is satisfying to be
surrounded by people who are aging well.” “It is validating to know that other peo-
ple are struggling with the same issues.” “Looking back at my own life cycle in the
context of a theory gave me a sense of where | had placed my priorities and what |
want to do with the rest of my life. Facing the past and the present makes each
more fulfilling.” “I have changed my self-image.” And finally, “I was not really
aware how ageism is portrayed in the various media.”

However, study
groups on aging have
not been common.
There has been a
conscious reticence
about courses and
discussions on aging.
The general attitude
was that people were
not interested in these
topics. Recently that
concept has changed

dramatically at HILR.
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One of the original planners of this study group was our colleague, Robert
Stein. He became ill before the course began and wrote to the two of us, “I'm try-
ing to imagine what the aging challenge is for me. Clearly dealing with limited life
and having a notion of what I'd like to achieve, still, leaving some kind of legacy
and trying to move on. | have to accept realities regarding memory, energy, and
resilience. And I still have attachment to the idea of a soul and faith.” (Bob Stein
died in September 2005 of cancer.)

These comments still resonate with me. They are a powerful commentary
about this stage of life and, in the context of lifelong learning, urge us to think
about educational strategies for exploring these issues. What does aging well mean
in today’s world? What does it mean for retired people in their 60s, 70s and older
who are facing the expected issues of this stage of life? Should we think about these
questions at HILR and, if so, how? Are these crucial questions for all lifelong learn-
ing institutes? What are the possible strategies for exploring them?

In the fall of 2005, the curriculum committee at HILR initiated a series of
open discussions for the entire membership regarding the various disciplines that
constitute the HILR curriculum. These meetings were designed to (a) enable all
members to provide ideas regarding future groups, and (b) encourage both new and
experienced study group leaders to develop programs in the context of long-range
planning. We expanded the dialogue groups to include Studies on Aging.

Our goal was to initiate a conversation about aging that might suggest direc-
tions to pursue and eventually pose questions about the role of the older adult in
the 21st century. The ideas that surfaced during that meeting were: traditional and
nontraditional views of wisdom, elderhood as expressed in the arts and literature,
social class and economic issues, ethnic and gender differences, the biology of
aging, theories about aging, humor and optimism, and issues of aging—isolation,
illness, and successful aging.

The response was enthusiastic and open and the people who attended request-
ed we meet on a regular basis. Since that time the Studies on Aging group has
moved in several directions, without any preconceived ideas about where and how
the next steps would be. At subsequent meetings, four subgroups were formed
which met several times during the spring semester and summer: 1) Roundtable:
Exploring Aging through Literature and Film, 2) Roundtable: Aging Minds, 3)
Roundtable: Self-study through Personal Narratives, 4) Roundtable: Political
Action and Advocacy. Each of these roundtables was facilitated by a coordinator.

Some questions which emerged from these groups related to issues about
learning for the entire life cycle. There are no data regarding learning styles of this
age group. What can we learn about senior learning in general? There are no mon-
etary rewards, no tenure, just the satisfaction of doing it. What stimulates and
motivates the older adult to continue learning and teaching? What keeps us so
involved at this stage of life?

Leadership of the studies in aging was an evolving process as well. 1 took on
the coordination for the group and we now have a mailing list of about fifty mem-
bers. The substance is rich and complex but the structure is ambiguous because it
did not fit into the current curriculum model. Although there were members who
were, and still are, wary about this development, the administration and standing
committees were supportive.



The LLIReview Fall 2007

Implications for Curriculum

In designing both formal and informal activities around studies on aging, sev-
eral important issues are apparent. The first is the socialization of culture and strate-
gies for educating people to explore concepts that lead to dignity, respect, and pos-
itive self-image (Gullette, 2004). A second concern is one of meaning. There is a
mystery to this stage of life. The activities we envision should be geared to counter- ~ \What does aging well
acting skepticism and depersonalization and nurturing imagination. Third, the )
challenge is to design study groups that lead to intellectual paradigms for thinking ~ Mean in today’s
abput attitudes, yalues, self-ima'ge, cultural iSSL.JeS and discrimination (Gilleard & world? What does it
Higgs, 2000). Finally, death, sickness and pain cannot be ignored; they are on
everyone’s minds. mean for retired peo-
Examples of future study groups we have discussed are:
« History. How has the concept of aging changed in our society and how does the ~ Ple in their 60s, 70s
past inform the present and the future?
e Social Sciences. What are the economic, sociological, and political issues?
* Literature. How can literature add clarification for this stage of life through devel-  facing the expected
opment of character and negating of stereotypes?
o Science and Psychology. What is biological and what is psychological? What disci- ~ issues of this stage
plinary perspectives help clarify perspectives and provide quality and meaning? .
* Cross Cultural Studies. \What are the ethnic, religious, and national differences? of life?
The challenge is to perceive life as a continuous journey of change at all stages
of life rather than compartmentalized separate age categories. There is a strong
mandate to respond to longevity with satisfying learning and work potentials. As
with any self-selected program, there are many people who are not interested, but
there are many who embrace the idea.

and older who are

Conclusions and Further Research

Our experience this year suggests some interesting and intriguing directions.
A strong voice regarding aging studies now exists at HILR. A substantial propor-
tion of older adults are hungry for creative settings to discuss the intellectual and
personal dimensions of this stage of life. At HILR we have been going forward as
grass roots interests have emerged and are presently exploring new study groups in
this area. The special interest roundtables will continue and our expectations are
that these groups will present their strategies and findings to the entire membership
though informal bag lunches, lectures, and/or forums. Several of them might lead
to concepts for study groups. Our basic goal is to maintain conversations about
aging in a variety of contexts to provide choices for our membership.

The impetus for further development in this area is based on several ideas that
need to be emphasized and reinforced by all segments of society including educa-
tional, political, and social policy resources. First, the demographic trends indicate
that the older adult will comprise a larger and larger proportion of the American
population. The population 65 and over will increase from 35 million in 2000 to
40 million in 2010 (a 15% increase) and then to 55 million in 2020 (a 36%
increase for that decade). In 2005, 12.4% of the population was 65; by the year
2015 that number will increase to 19% (U.S. Dept. of Health and Human
Services, 2005). 103
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Second, the LLI’s across the country have the population and resources to fur-
ther investigate important dimensions of lifelong learning. Third, the issues should
not be avoided any longer. People are thirsty for settings to explore these issues.
Fourth, these ideas need to be viewed in relation to our culture, how our culture
limits or strengthens the meaning and satisfactions of this stage of life.

Evidence from recent research studies indicate that higher levels of education
correlate with the maintenance of cognitive and emotional functions (Cohen,
2005; Goldberg, 2005). Future studies might examine the results of continued
learning on these capacities and strategies for reinforcing these possibilities among
all social groups and levels of education. In the context of learning for older adults
and new models of education for people after retirement, research regarding how
people examine the issues and meaning of this life stage is almost uncharted terri-
tory. The central issue is to begin.
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Planning

Sally Love Saunders

Stitch Stitch Stitch

so many stitches to hold
my life together.

Basting

Pinning—re-setting

fittings.

Daydreaming; turning slowly
around in front of mirror.

| think of sewing machines
that can stitch so fast.

And | think of embroidery
with patient, calm women

where time is not the issue.

My life—

combining colors

seams

so it will fit

so it will be smooth.

| remember as a child

making doll clothes.

The pleasure was in the making

not in looking at the finished product.

Sally Love Saunders is a writer, lecturer, workshop leader, and author of many
books of poetry. Her work has appeared in literary and scholarly journals as well as
in The New York Times, The London Times, and The Christian Science Monitor.
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Learning Resources

The Mature Mind:
The Positive Power of the Aging Brain

by Gene D. Cohen
Basic Books, 2005
ISBN: 0465012035
Cloth, 232 pages, $25

Reviewed by Michelle Sierpina

n this well-researched, finely articulated, groundbreaking book, Gene D. Cohen,

M.D., Ph.D., director of the Center on Aging, Health, and Humanities at

George Washington University, sets out to change the way the world looks at
aging. In approximately 200 pages he persuasively offers a hopeful view of aging as
a time in life when one can improve developmentally rather than decline; a time
when there is promise of positive growth rather than acceptance of inevitable
decline.

The author engages the reader, whether lay or professional. Peppered with
wise, humorous, and philosophical quotes, the book is enriched by captivating per-
sonal vignettes of real people, facing real world aging experiences. Using data col-
lected from over 3,000 interviews, Cohen has identified four phases of develop-
ment late in life. He defines the phases then insists that they must be somewhat
fluid because of wide variation in late life development among individuals. His four
phases: midlife reevaluation, liberation, summing up, and encore, are universal, but
not experienced universally in the same ways or even the same sequences. Cohen
believes there is an “increasing bilateral involvement of the right and left brain
hemispheres that is associated with the maturing brain” in realms of both creativi-
ty and intelligence (p. 97). Citing recent research, he describes numerous examples
of expanded use of both brain hemispheres by older persons. “Our brains,” he
asserts, “never lose the ability to learn by forming new synapses, dendrites, and even
entirely new brain cells” (p. 101). It is in the second half of life that the brain max-
imizes coordination, integration, and synthesis among its many modules and hemi-
spheres.

For those who value reminiscence, life review, and lifestory work during life’s
later years, Cohen breaks exciting new ground. He asserts that using both sides of
the brain is part of an “autobiographical urge.” Occurring late in life, this princi-
pally physiological phenomenon compels the storyteller to utilize both sides of the
brain. This bicameral approach results in “optimum expression of the full range of
factual emotional elements in a person’ life story” (p. 76). Engaging both sides of
the brain makes recollections richer, more vibrant, a more joyful experience, “like
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chocolate to the brain in later life—a sumptuous activity” (p. 77).

Cohen’s Retirement Readiness Quotient provides readers with practical guide-
lines for assessing retirement readiness while helping to shape the boundaries and
parameters of how one’s retirement might evolve. What follows this self-scoring
tool is a “Top Ten” list of techniques to enhance retirement, keep the mind sharp,
and improve one’s health. Technique number four recommends enrolling in a
course about an unfamiliar topic, exactly the sort of activity a retiree encounters in
lifelong learning programs. Number ten encourages the retiree to write a family his-
tory or personal memoir, also acommon opportunity in lifelong learning institutes.

Valuable appendices, an unexpected bonus in the book, offer comprehensive
resources for lay and professional readers including agencies, Internet sources, and
carefully chosen books on aging. Cohen directs readers to an innovative, annotat-
ed Web site listing 91 books which portray, “aging realistically and positively for
children from pre-kindergarten through sixth grade” (p. 223). Accompanying that
list is a thoughtful essay, supported by data, about the way young people look at
aging individuals both within their own families and in the larger society.

The author has skillfully crafted a scholarly book which demonstrates a rare
balance of remaining equally readable by gerontological professionals and by the It 1s in the second half
general public. Cohen quotes Ellen Glasgow, a quote which sums up a key prem-
ise of the book’s view of the aging experience. About those over 60, Glasgow says,
“One can then begin to live, not simply with the intense part of oneself, but with maximizes coordina-
one’s entire being.” In the final chapter, the author summarizes research on the pos-
itive impact of a community-based arts program. “We can, if we want to, learn,  tion, integration, and
grow, love, and experience profound happiness in our later years.” He goes on, “We
need not succumb to difficulties, nor need we accept the myths that still exist about
growing older” (p. 182). 7he Mature Mind makes a powerful case for abolishing  many modules and
those myths and for seeing aging through a solidly, scientifically supported, posi-
tive, and hopeful lens. hemispheres.

of life that the brain

synthesis among its

Michelle Sierpina, Ph.D., directs the Osher Lifelong Learning Institute at the
University of Texas Medical Branch in Galveston.
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Living in the Shadow of the Freud Family

by Sophie Freud

Praeger, 2007

ISBN 978-0275-99415-0
Cloth, 472 pages, $35

Reviewed by Adele Baruch-Runyon

write a book that told her mother’s story, largely through her mother’s jour-

als and letters, and adding the voices of her mother’s family through their

journals, letters, and reflections. This layering of perspectives conveys not only dif-

ferent views of one person (Esti Freud) but also conveys different views of the rela-

tionships and events that touched and often shadowed Esti’s life. (I refer to first

names in this review, not because 1 am referring to mostly women, but because
there are references to many different Freuds.)

In the book’s introduction the author speaks of the ways her own perspective
of her mother is changing, as Sophie ages and develops a view that is leavened with
empathy, curiosity, and admiration. While Esti’s life is marked by numerous per-
sonal and historical traumas, Sophie resists the temptation to psychologize, at
almost every turn. Indeed, she lets the many perspectives speak for themselves, ulti-
mately suggesting a paradox in relation to memory. While memories of one person,
such as Esti Freud, may differ significantly, the consideration of multiple memories
may convey a closer, while less certain, approximation of that person. Sophie, at
one point, described her mother as establishing a “protective presence” for her chil-
dren, while Walter, Sophie’s brother, described his parents as either ignoring or ridi-
culing his suggestions and wishes. Esti’s letters to her children, throughout years of
development, estrangement, and dislocation, present a third, still more complex
view of her presence in her children’s lives.

The writing of this book clearly provided new opportunities for building
dimension and relationship between mother and daughter. Sophie poignantly
describes the way in which the writing of this book “gave meaning to my sudden-
ly senseless life” (at early retirement). The author articulates the many differences,
in life course and personality, between her and her mother, but she also identifies
multiple strands of kinship and connection. The reader soon comes to appreciate a
common strand of unflinching lack of sentimentality, present in the journals and
letters of both women.

n t the threshold of her retirement from teaching, Sophie Freud chose to
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It is with an unsentimental yet admiring eye that Sophie presents Esti’s life, a
life lived not only in the shadow of the Freud family, but a life survived in many
shadows, including the Holocaust, dislocation, and the deeply embedded patriar-
chal traditions of Jewish and 19th-century Viennese culture.

One wonders, as one reads of Esti’s nearly complete rejection by the Freud
family she married into (most notably, by her husband, Martin, son of Sigmund
Freud), how much of it was engendered by simply being a plucky, imaginative
woman, entering into a family where men were given enormous creative and intel-
lectual freedom while women were expected to have meals prepared at exactly the
same time each day. Sophie does not speculate whether Esti was provoked into
moods that were alternatingly dour, self-absorbed, and explosive by this complete
rejection, or whether she brought substantial character deficits into the marriage.
She simply notes that the Freud family’s view of Esti appeared to confirm her own
fears that she was unlovable.

Sophie notes that the mixture of harsh life circumstance and personal inclina-
tion led to an interpersonal approach that was highly critical, a characteristic Sophie
sees as shared by herself, and most of her immediate family. Yet Esti also seemed to
be able to take considerable solace from areas of her life, about which she had little
to complain, including, interestingly enough, her children’s spouses and their off-
spring.

The journal entries and letters present contradictory portraits of a woman
brave and focused enough to carry out an escape with a young daughter by bicycle
from advancing German troops in France and one given to swoons and fits when
entering into an argument about finances with her husband. Sophie accepts these
contradictions, without attempting to analyze them, while providing a richly
drawn context so that readers might better understand them.

The parallel text to the growth and development of Esti’s life is the increasing
generativity of Sophie’s life. In the beginning of the book it is particularly moving
to trace the development of her older adult years by reading of an initial sense of
dislocation described in early retirement. Sophie’s current life story (published in
this issue of The LLI Review) describes an active reengagement with teaching, this
time predominantly with older adults. Repositioning and engagement, after
immense dislocation, is a theme that comes across with great light and clarity in the
stories of both Esti’s and Sophie’s lives.

Adele Baruch-Runyon is assistant professor of counselor education at the

University of Southern Maine with an interest in the ways systemic factors and cre-
ativity influence life choices.
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Learning Later

By Brian Findsen
Krieger, 2005

ISBN 1-57524-218-4
Cloth, 168 pages, $36

Reviewed by Rick Lamb

long learning institutes (LLIs), Brian Findsen's Learning Later raises concerns

that deserve serious consideration. Findsen, with over 20 years' experience as
an adult educator in New Zealand, the United States, and Great Britain, brings a
cross-cultural and cross-disciplinary perspective to his assessment of the current sta-
tus of educational opportunities for older adults. The conclusions of this analysis
are more critical than many of us might have expected or wished for. Findsen argues
that societal attitudes and policies related to ageing [sic] continue to be determined
by economic considerations that work to the detriment of older adults, and that the
gerontological professions, by their failure to give sufficient weight to the social
context of older learning, put the continuing expansion of “learning later” oppor-
tunities at risk.

Findsen argues that despite their public rhetoric, governmental and private
institutions still operate largely to encourage older adults to withdraw gracefully
from more active roles in society, and let the younger generations assume the bur-
dens and responsibilities commensurate with their greater capacity and productiv-
ity. Behind this seemingly benign policy, Findsen says, is the motivation to mini-
mize the consumption of resources and services by an older population perceived
as needy and irrelevant. And, as the author points out, to the extent that society
limits the opportunities of its older members their resulting dependence becomes
a self-fulfilling prophesy.

While much of Findsen’s book is devoted to how the dynamics of prevailing
economic forces influence and limit educational opportunities for older adults, he
also acknowledges another societal dynamic that acts as a constraint on older learn-
ing, namely the perception that older persons have neither the capacity nor the
need to continue learning. So pervasive is this attitude that Findsen sees it as affect-
ing the self-image of older persons themselves, thereby contributing to their rela-
tively low rate of participation in formal educational activities.

In a remarkably concise volume Findsen builds his case with a comprehensive
and well-balanced review of the key trends and issues in the overlapping but not

For those of us swept up in our enthusiasm for the growth and vitality of life-



The LLIReview Fall 2007

always complementary fields of adult learning, educational gerontology, and edu-
cational and geriatric sociology. This review provides a context for the central argu-
ment of the book—that economic determinism is a far more important force in
determining the nature of older adult education than is recognized by most practi-
tioners and theorists.. He especially faults educational gerontology in this regard,
claiming that the field tends to address the educational needs of the elderly “in iso-
lation of social context.”(p. 1)

Some elements of his analysis are likely to generate controversy among read-
ers, especially in the United States, where Findsens essentially neo-Marxist
approach has limited acceptance. However, his presentation gains credibility by a
general lack of doctrinaire rigidity that disparages the legitimacy of other views. He
is not an absolutist in these matters. He acknowledges the significance of individ-
ual as well as sociological determinants in shaping the role and status of older per-
sons. Even though Findsen seems to single out the field of educational gerontology
for criticism, his comments are modulated by his acknowledgement of the com-
plexity of the relationship between learning and living, and the need to maintain a
balance between psychological, sociological, and cultural explanations of aging. He
also seems particularly partial to the humanistic orientation provided by such lumi-
naries as Erik Erikson, Abraham Maslow, and Harry (Rick) Moody.

Findsen is generous in his praise of institutes for learning in retirement
(although he does not seem aware of the more current terminology of “lifelong
learning institutes”) found in Noorth America and universities of the 3rd age (U3A)
operating in Europe and elsewhere around the world. He notes their common
attributes of low fees, absence of entry requirements, student empowerment,
absence of tests and grades, extensive use of peer teaching, and focus on intellectu-
al stimulation. He sees these student-centered models as close to ideal, while recog-
nizing the limitation that they tend to only attract predominately white, middle-
class, and well-educated adults. But at the same time he indicates considerable
skepticism about the general willingness of traditional institutions of higher educa-
tion to accommodate the needs and priorities of older adult students. Findsen’s
doubts extend to the relationship between LLIs and their affiliated universities, cit-
ing what he sees as “their ambiguous existence at the margins of the academy” (p.
94), restricted resources and limited contact with other students, or input into uni-
versity affairs. He expresses a preference for the British model in which the U3As
are small and totally independent institutions.

It may well be that Findsen’s failure to acknowledge the diversity of operational
models within the spectrum of university affiliated LLI’s is simply the result of a
lack of up-to-date information about their development and growth. Indeed my
only significant disappointment with the book was the lack of a more extensive
analysis, even if critical, of this truly radical educational development. Nonetheless,
Findsen’s lack of currency about LLI’s should come as no surprise. One does not
have to live more than 8,000 miles away to miss out on the LLI story. Those of us
who know about these programs are constantly confounded by otherwise active
and intellectually curious older adult friends and associates who are unaware of the
existence or availability of LLIs. The question does arise, however, as to what are
the implications of the development of these programs despite apparent public

indifference and the lack of clear-cut economic incentives. If, as Findsen suggests, 111
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support for creative late-life learning initiatives could be undermined by more pow-
erful sociological and demographic forces, we ignore this potential at our peril.

In his effort to present a comprehensive sociology of older adult learning Brian
Findsen has undertaken a daunting task in acknowledging and exploring the many
dynamic variables that are making an impact on aging. The result is not without its
contradictions and ambiguities. However, these gaps should be seen not so much
as deficiencies but opportunities for further study and thought. We still have much
to learn about learning later, and Findsen’s book can serve as a useful guide in the
process.

Rick Lamb is an active member of the OLLI at the University of Southern Maine
and serves as associate editor of 7he LLI Review.
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Navigating Life After Fifty

By William A. Sadler and James H. Kreft
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ISBN-10 0-9793510-5-7

Paperback, 260 pages, $19

Reviewed by E. Michael Brady

ile this book can be easily read and enjoyed on its own, it is sequel to
Whe Third Age: Six Principles for Growth and Renewal After Fifty writ-
ten in 2000 by one of its co-authors (William Sadler). In Changing

Course: Navigating Life After Fify Sadler, who teaches sociology and business at
Holy Names University in California, is joined in authorship by the president of
The Center for Third Age Leadership who is also a consultant and executive coach.

The primary message in Changing Course is the need for people to re-think
retirement. The book’s title infers that the later years, much like early stages in the
human life course, may be depicted as a voyage and therefore require careful
thought and planning. This book serves as a navigational chart of sorts to help mid-
dle aged individuals explore the myriad possibilities for growth and success in their
60s, 70s, and beyond.

A significant aspect of re-thinking the later years is to re-invent a language for
retirement. Instead of the well-worn “D words” that are often used to describe life
after leaving full-time employment—difficulty, decline, deterioration, disease, dis-
engagement, dependency—Sadler and Kreft offer a refreshing set of “R words:”
renewal, reinvention, regeneration, rediscovery, rejuvenation. In other words, they
advocate for a fresh look at aging.

The term “third age” is explained. It is a phrase commonly used in Europe,
Canada, and Australia and one which is now catching on in America. Generally
speaking “third age” has less negative baggage associated with it than “late middle
age” or “early retirement years.” According to Sadler and Kreft, because the term is
so new in the United States it generates questions and that can be a starting point
for opening minds. The third age is the period between one’s mainstream working
years (“second age”) and the oftentimes more frail elderly years (“fourth age”). For
many of us this means two or more decades during which we can normally expect
to have good health, ample financial resources, and substantial energy for under-
taking new, creative, and challenging activities.

While not a “workbook™ Changing Course offers the reader opportunities for
interaction. For example, in a chapter entitled “Principles of Third Age Growth and

113



Fall 2007 The LLI Review

Changing Course:
Navigating Life After Fifty

114

Renewal,” the authors list a series of questions that invite the reader to take stock
of their own lives: What do | value most? What should 1 let go of and what do |
want to keep? What is my passion? What kind of person do | want to become?
How can | find new ways to nurture both others and myself? What difference will
my life make? As the late poet John Ciardi once remarked, good questions are infi-
nitely generative. The questions asked in this chapter and other places in this book
can, indeed, go a long way to inspire careful thought and planning for the aging
individual who wishes to have a productive and happy third age.

One of the most important aspects of this book is its stories. The authors have
spent many years talking with successful third-agers and have developed a series of
detailed case studies that they liberally share. The reader gets to know details and
nuances about the lives of people who have successfully navigated the sometimes
difficult and dangerous waters of late middle age and beyond. Stories can often be
among the best of educational tools and Sadler and Kreft use the personal stories
of their research interviewees effectively to elucidate the principles they aim to
teach.

Two key ideas stressed in this book are the challenge of re-balancing work and
leisure and the development of what the authors call a “Third Age Portfolio.” Many
happy and successful older persons nowadays have learned to blend the continua-
tion of work (part or full-time) with creative leisure activity. This is a dynamic that
allows people to redefine their retirement years to fit more closely with the individ-
ual they wish to become. In the words of Sadler and Kreft, “retirement is not a fixed
stage but an emerging process of renewal. Not a finish line, but a new set of start-
ing blocks.”

The third age portfolio was a key theme in Sadler’s aforementioned earlier
book, and Changing Course further develops this notion by providing examples
from the lives of successful third-agers. One of numerous examples is a 68-year-old
woman whose third age portfolio consists of an assortment of activities. These
include intellectual pursuits (e.g., personal reading and graduate school), movies,
physical activities such as biking and canoeing, participation in women’s circles,
writing poetry, travel, quality time spent with friends and family, and an active spir-
itual life involving daily prayer, meditation, and reflection. This wide-ranging and
robust portfolio helped “Susan” to overcome numerous challenges in her 60s
including a bout with cancer.

My criticisms of Changing Course are minor. As a reader who often likes to
pursue ideas and sources that are mentioned in a book by researching and reading
more about them, | was surprised by the casual approach the authors take to refer-
encing. When a study is mentioned in the body of the manuscript that supports a
point the authors are making, it is not accompanied by a footnote or reference.
Perhaps Sadler and Kreft did not want to burden readers with details that would
interrupt the flow of the narrative. That said, at the end of the book | was pleasant-
ly surprised to discover a section of “Notes” which point the more scholarly reader
in the direction of selected studies mentioned earlier.

A second concern has to do with voice. While the cover and title page clearly
denote that Changing Course has two authors, and the book mostly reads like it was
indeed written by a team, there are places where only one author speaks. For exam-
ple, early in the book we read “Jim and | feel as encouraged by recent discoveries”
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and, a few pages later, “how to develop what I've called ‘second growth'... “ The
reader is forewarned in the introduction that two of the chapters were written indi-
vidually. Nonetheless, this switching of voice was noticeable and slightly irksome
although it does not detract in any substantial way from the overall value of the
book.

In summary | found Changing Course: Navigating Life After Fifiy 10 be a
superb read. It is intelligent and provocative. The authors effectively balance ideas
and theory with examples and concrete applications. | believe the already inquisi-
tive and active members of lifelong learning institutes who are re-thinking and
planning their third and even fourth ages will benefit from reading this book.

E. Michael Brady is professor of adult education and senior research fellow at the
Osher Lifelong Learning Institute at the University of Southern Maine. He is edi-
tor of The LLI Review.

Many happy and
successful older
persons nowadays
have learned to blend
the continuation of
work (part or full-time)
with creative leisure
activity. This is a
dynamic that allows
people to redefine
their retirement years
to fit more closely with
the individual they

wish to become.
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The LLIReview
The Annual Journal of the Osher Lifelong Learning
Institutes

2008 Call for Papers

The LLI Review is an annual publication of the Osher Lifelong Learning Institutes’
National Resource Center. The mission of this peer-reviewed journal is to present
original research and provide thoughtful and engaging commentary on issues relat-
ed to learning among persons over the age of fifty. To accomplish this goal the
review publishes work by members of the OLLI national network as well as by
gerontologists and educators working and conducting research in the field of older
adult education.

The following submissions are welcome:

« Articles describing a completed empirical research study (maximum length =
5,000 words)

 Research briefs/abstracts (500 words)

« Essays that involve a critical review of literature and/or original thought on an
issue that is salient to mature learners but which is not necessarily based on
empirical data collection (5,000 words)

 Book reviews (750 words)

« Articles that describe “best practice” in curriculum design and/or teaching in
LLI’s. (2,500 words)

e “WOW! Programs” These are detailed descriptions of especially creative or suc-
cessful courses or programs. What took place? Why was it so successful? (2,500
words)

* A personal story/memoir related to participation in a lifelong learning institute
or other learning experiences in later life (2,500 words)

« Brief fiction related to teaching and/or learning in later age (2,500 words)

« Poetry (no maximum length, but brief is preferred)

Manuscripts should be prepared in Microsoft Word, double-spaced, and use 14-
point font. Four hard copies should be mailed to the editor along with an electron-
ic version of the manuscript e-mailed as an attachment.

All submissions will be read and evaluated by a panel of reviewers knowledgeable
in the areas treated in the manuscript. References, citations, and the general style of
manuscripts should follow APA style (as outlined in the latest edition of the
Publication Manual of the American Psychological Association). Only manuscripts
that have not been published elsewhere will be considered for publication in 7%e
LLI Review.

Submission Deadline: January 15, 2008
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Submit manuscripts to:  E. Michael Brady, Ph.D.
Professor and Senior Research Fellow,
Osher Lifelong Learning Institute
University of Southern Maine
Bailey Hall 400-B
Gorham, ME. 04038
mbrady@usm.maine.edu

To discuss a manuscript idea beforehand and/or to otherwise communicate with the editor, please send an e-mail to
the above address or call (207) 780-5312.
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Osher Lifelong Learning Institutes

The first Osher Lifelong Learning Institute (OLLI)
OSHER was started as Senior College at the University of
LIFELONG Southern Maine (USM), in Portland, Maing, in

LEARNING
INSTITUTE 1997. In 2001 it was renamed after the Bernard

Osher Foundation made a generous gift that

enabled the program to expand its peer-taught courses and other activ-
ities for adult learners, ages 50 and over. The Osher Foundation has
now funded more than 90 Osher Lifelong Learning Institutes on cam-
puses of colleges and universities from Maine to Hawaii. No two insti-
tutes are alike; each provides a distinctive array of courses and activities
for seasoned adults interested in learning for the joy of learning.

In 2004, the Osher Foundation designated the Osher Institute at USM
as the National Resource Center for Osher Lifelong Learning Institutes.
The national center facilitates the exchange of information, solutions, and
experiences among institutes throughout the country. It publishes this
journal, plans an annual conference, and provides a number of ways that
the OLLIs in the network can connect with one another.
www.osher.net

The Bernard Osher Foundation

The Bernard Osher Foundation was founded in 1977 by Bernard
Osher, a respected businessman and community leader. The
Foundation seeks to improve quality of life through the support of
post-secondary scholarships, lifelong learning institutes, integrative
medicine programs, and—in the San Francisco Bay area and the state
of Maine—arts, cultural, and educational institutions. The Honorable
Barbro Osher, Consul General of Sweden in San Francisco, chairs the
Foundation's Board of Directors.
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