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ABSTRACT

The Bard College Clemente Course in the Humanities (Clemente) has little in common
with the markedriven ideology that undergirds most adult learning todagtead, it is built on
the belief that liberal education can offer adult students the possibility of personal change by
fostering critical reflection. Across 31 courses in the US and Puerto Rico, Clemente provides
economically and socially marginalizedudis a free, yearlong, collegeedit bearing course in
the humanities. This project examines student
two main questions: (1) How do students change or develop, if at all, thraigpdtticipation
inClemete?( 2) What is the relationship, i f any, be
engagement as citizens and, where applicable, as parents?

Data for this tweyear ethnography were gathered through: (1) approximately 400 hours
of participant obsevation of two course sites in the midwest and northeast US; (2) interviews
with students, graduates, and staff at those sites; (3) interviews with students, graduates, and staff
atotherUS course sites; and (4) publically available secondary data seolrae websites,
alumni Facebook pages, and student newsletters. In total, 150 interviews (includingufmlow
were conducted with 76 students and 40 staff members.

Four primary themes emerged from students?o
appreciabn for the humanities; (2) personal growth and communal bonding; (3) a sense of self
asdemocratiecitizen; and (4) more deeply engaged parenting. Students came to see value in the
humanities and found a social and intellectual community where theyafeéid/and heard.
Students reported that the humanities -curricu
posing instruction, helped them to think more critically, feel more confident, exercise more

control of their lives, and engage in the econoamd political aspects of their communities.
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Studentparents reported feeling like role models and indicated that the course helped them to
engage more meaningfully with their children. This study adds to our knowledge of how to
better engage disenfranshd adults as democratic citizens and parents and demonstrates how
rigorous educational opportunitynot remedial or compensatory prograinsan spur personal

growth andtransformation.
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CHAPTER 1: Introduction

ANot hing, moving forward in my |ife, i's going
look at it that way and keep it simplg¥es,] can, but what good woul d t
dive in and really flesh things out, the way | was taught andithey t hat | | ear ned,

always just gonna be another thing that passed in front of myé&y&ke humanities allowed
me to be not only a better person but to cont
i Al', 20152016 graduatelatino, age 52

***

Seventeen students sit under gineencast of fluorescent lighting in a cramped, stuffy

conference room I'tds not meant t dRoskwh @b < | taes & ¢ loionmng
philosophytonight,leans against the wall at the front of the room, twirlingaakerwith

his right hand and holding his degred battlescarred copy of he Republidn his left.

Next to him is an easel with a pad of chart paper, rumpled and precariously pérched.

front of students, @pies ofThe Republiaresplayed open andgkling in yellow

highlighter Notebooks haltdrunk cups of coffee, balled up candy wrappers, and phones

dot the tabls.

AAll right. Plato, remember himRllegory of the Cav@d R askssvaving his book

above his head. i L e t How dosve iaterpret theicav@? t he cave
The windows ar e o0 pjeshaceuple ifichesandihe sotindseoy 6 | | go
horns and sirendrown out the persistent hum of the overhead ligkdételletakes a deep

breat h andfamibah @hee e Goaefiehused Beryone seems to let that sink

in. ThenMiaadds Al t 6s an obstacle for th@Mwneduca
cave happened before | was in prison, 0 Ric
and is on paroiffestyeidfiBggaondeidotivalmmdtt| iamd e t
appreciate life. Being away for so long, | had the opportunity to really think about those

shadows. Now | 6m out and enjoying things
street. Being around likeninded intellectual peoplé Rick gestures to the room to
indicate thatv e 6thedkemi nded i ntell ectual people heds

AAnNnd the prisboboer asbiontt hdem&ve Ross asks.

fiTh a u Bvies ay s . Ot hers chime nrnd.:0o AAlTThlee pierorpd et
AOK, 0 Ross says. AOnce youdve been out and
AThis makes me t hionKkTiostAtaH &r3arpneeaf theeybusigpesia n

intheclassil f you can read, you c aohjusb ea nroirgeg d rh.amn
Sheswivels her chair and looks around the roomfi Sor ry f or ,angbee | o

says.i Buytgob ng back t cayindidhadcave sty bdbe&raaise you
an environment doesndt melkomdéyto u ha anrkd ti t hbasv e
goback 0 S immrije¢tssi@nce you | earn something, you
youbrebesbayyag candt go back into that cave

fProfessorl 6 L o,rexasperaedrs rublng hereyesi My br ain hurt s. I

L All names are pseudonyms.



stop thinking about this over the weekerlato never shuts dff@he room fills with
laughter and agreemenfiMm-hmm d ffknow tdhaTlrsoudglhl hthdke di n
sighl1 t 6s a deep, heavy sigh, afmldt ds se® he
complicated 6 s h e vihisasvipoasrseated besideh&rBut | guess t
educalktti @ . ot h aostatgment;shisis thae firshaolldkge clasther d
themhasevertaken Lori is 47 andLuisais nearly 70 i |  k rLugsasays softly as she
puts her hand oborid s h o u | dt this isjustivlhh at we gotta do. 0
(Excerps from field notes)

r c
hat

***

Neoliberal ideology underlies most discourse on adult education today; this discourse is
largely technicat at i onal and focuses on creatiang a Af |l
that is capable of learning anetlearning skills for employment in an era characterized by the
threat of the Aflight of capitald across geog
education, once considered a public good, has been converted to a consumption good, such that
Zwerling( 1992) argues that when we speak about t h
speaking about r eibhconeiadultsingarticulapare intr8aingly targeved for
vocational training and basic education courses, which are often dumoaidgted as pathways
out of poverty and into jobs (Mattson, 2002). In a report on barriers to adult education,
MacKeracher, Suart, and Potter (2006) found that adults who are racial or ethnic minorities,
possess low literacy and foundation skills, hawe incomes, and/or have physical, sensory, or
learning disabilities are the least likely to purpaestsecondargducation altogether.

The Clemente Course in the Humanities (Clementdgsigned to reach precisely those
adults who seepostsecondargducaion but face significant barriers to enrollment and
persistence. As a freeavo-semestr, college credibearing course art and American history,
literature, philosophy, and critical thinking and writing, Clemente has little in commortheith
marketdriven ideology that undergirds most adult learning today. Instead, it espouses the idea

that a liberal education, unlike remedial or compensatory programs, can offer disenfranchised



adults the possibility of personal change by helping them to reflectenitoally (Zwerling,
1992).

Earl Shorris, the founder of the Clemente Course, was awarded a National Humanities
medal in 2000, and the Clemente Course was a rare organizational recipient in 2014. Despite
these prestigious hononsédalists are selectdy the President of the United Statesddespite
the fact that there are numerous courses in operation, there is a dearth of research on the topic of
free humanities courses for lemwcome adults.Researchers studying adult education have
tended to nglect those students in damuing liberal education aneith the exception of a
handful of unpublished dissertations and papers almost all ohvahicCanadian and Australian,
have failed to substantively explore free humanities programs feimloemeadult learners in
the United States (Micari, 2001; 2008Yhile many individual Clemente courses evaluate
themselves, and Bard College recently conducted a pilot natdmevaluation, there is no
systematic data on the American courses and their impacts.

This dissertationa twayear ethnography of Clemente coursex a mi nes student s
experiences in therogram.Through participant obseation of two Clemente course siieghe
midwest(20142015) andhe northeasf20152016)United Statesnd interviews of students,
graduatesdrop-outs,course directorsnstructors, and staff, | explore how lemcome,
historically marginalized adults change and develop through their participation in Clemente, as
well as the underlying programmatic praes that prove most meaningful to participants.
Background on the Clemente Course in the Humanities

Clementewas established in 199%5n Manhat t an 6 shythemawelist, East Si
journalist, and social critic Earl Shorris (193612), whowas inspired to start the course while

writing his book,New American Blues: A Journey Through Poverty to Demodi§7a). As



part of his research on the causes of poverty, Shorris visit&kettferd Hills Correctional
Facility,amaximums e cur ity womenés prison about 50 mil e
| asked a prisoner, Viniece Walker, why she thought people were Niegie €é s ai d
that it was becaudihey dorit have the moral life of dowotvn,0 by which she meant
Manhattan south of Harlem, where she grew up. Thinking she had probably undergone a
religious conversion while in prison, which is not unusual, | asked rather casually what
she meant b¥ithe moral lifed What a surprise when shagaiPlays, museums, concerts,
lectures, you know.| said,iYou mean the humaniti€ésAnd she looked at me as if |
were some kind of cretirfiiYes, Earl, the humanities(O 6 C o n 20@0] nl.p.)
Shorrisinitially believed the way out of poverty was politics, notfiivoral life of downtowrd
To be fApol it {@WO&)Imind wais not sB muxh a matedof voting but rather
engagngi n Aactivity with other peopl eorhacdto¢che er y |
broader community to the city t a p. B2). Hi§ experience at Bedford Hillhowever,
triggered an epiphany of sort§tlhe poorwere to enter the public world, and to practice the
political i f e, it woullrde frleeqoubiCroem vze I(fi f e v2 OKOiOn d n
Niecie had followed the same path that led to the invardfgolitics in ancient Greecé: S h e
had | ear n eSthorris,d997bg. f51).€he humani(iesthesec al | ed fAmor al | i f
d o wnt toeachrefléction. \ocational or remedial courses Shorri s (2000) ar gu
those are precisely the types of courses into which the poor are often funneled:
Whenever the nation becomes interested, for whatever reason, in alleviating the suffering
of thepoor, the method is always the same: training. Some programs also attempt to
teach the poor to wear more appropriate clothing, others to give them the habit of rising

early, and so on. In most such programs, including those suggested by the Welfare



Refam Act of 1996, both promise and punishment have a role. These policies result

from the idea that the poor are different from the rest of the people, either less able or less

deserving or both. (p. 9)

Shorris(2000)argues thato teach onlydiscreteskills is akin tobuilding a house without a

foundation.A purely vocational educatideaves learners vulnerable because they havieaabt

the opportunity taevelop thecritical thinking and reflectiorskills thatcourses in the humanities

foster Theresul , posited Shorris (2000), was that f#fth
economic nor the intellectual resources to take and hold their fair share of power in a democratic
societyo (p. 9).

Shorrisd experi ende dlaathto Befodrdiogrotithetementes al one
Course. As a student at the University of Chicagointhe 19508,0r r i s st udi ed wund e
Plab establ Usihedr iyt yRokert Maysasd Hatohinst whereby the school
eliminated grades and course requiremantireplacedhem with generakducation classes and
a series of comprehensive examifutchins advocated focusing € b a s degrde ofibéral
education, ath leaving specialization for graduate studjutchins also became known for his
emphasis on #iGreat Book® through the evening courses hetaaght withhis student and
friend Mortimer Adler, and his support of the adult groupsatsubsequently proliferated
throughout the country in the 1940$e concepof acanonof iiGreat Booké and a general
education based on interrogating them is the foundafienllege programs and majssch as
classical humanitiegiberal studies, liberal artandhumanitieg Trowbridge, 2009)

Shorrisd idea for the CHuwchediotceful &Lguments e i s a
for egalitarian and antiapitalistpedagogyHutchins, 1956; 1968Hutchinscontendedhat no

collegecould promisethatany programwould lead to a jobandmany programsied students up



in four-year prograrato attaincredentials for a lalvanarket that may or may nekist upon
graduaion (Hutchins, 1943; 1962)Instead, he propode curriculum thatvould prepare

students for a lifetime of reflection and critical thinking through text and diaaghieh is very
muchin the vein of Clement@Hutchins, 1943; 1962Y o this endClemente embracekree of

Hut c hi ns 6Firy, entellectudl skillsare necessary for active participation in a
democracy; second, the humanities tradition lends itself to developm@esefskills; and third,

all students in our society should have an opportunity to obtain these skills (Connell, 2006;
Hutchins, 1936)Believing thent hat t he Aradical charactero
di sadvantaged ovefoomeothendédbudiognbdubdtfnot
oppression, and racism) that disenfranchised them, Shorris (198trethe help of the Roberto
Clemente Family Guidandgenter in lower Manhattan amditers, scholars, and professors who
volunteered theitime, establishedhe firstfree, collegdevel, yearlong course in the humanities
exclusively for lowincome adults, regardless of their prior education (p. 352).

For the first course in 1995horris establishedery few criteria for enroliment
Prospectivestudentg1) werebetweerl8-35 years oldthis upward age limit has since been
removed) (2) lived in a household with an income at or below 150% of the Federal Poverty
Level (for a singleperson household in 2016, that17,655; for two, $2,899, (3) wereable to

read a tabloid newspaper in Englisimd (4) expressed an intent to complete the cqSisarris,

1997a). With the exception of the age cap, the requirements for students remain the same today;

a high school diploma or GED is n@&quired. Studentsn the inaugural classere provided bus
and subway fare and, since the course was held at fogtt,this too remains the same, though
free child care has since been addethany sites

A few days before the inaugural class wabegin, Leon Bottstein, president of Bar

of



Col |l ege, of fered t o pl dacadenticraegis8horisrl@d& punder t h
136) and, since 20QMard has conferresix transferable college credits to course graduates
(Bard, 201%. Today, therare31 coursesn operatioracross the US and Puerto Riemdto
date Bard has offered the class more than 100 times in 14 states and the District of Columbia
(Bard, 2015; personal communication, May 11, 20MQre than 3,000 students have enrolled in
the course, many of whom have earned college credit and continued to further their educations
and many of whom have n(@ard, 2015%.

There are additional Clemenitespired courses which provide free humanities college
courses but award credits througjfferent institutiong for example, the Odyssey Project in
Madison, Wisconsin, which awards students credit through the tditivef Wisconi-
Madison;Venturecourseswhich award credit througthree differenttahuniversities the
Bridge Program, wich operates throughAntioch University in Los Angeles; and ti@&herokee,
Chickasawand Kiowa Nations, which offer college credit to students of their Clerespéaed
courseshrougha few different Oklahoma universities. There are additional cournses i
Australia, Canada, and Puerto Rico. A note about termindloglyis dissertationboth Clemente
and Clementénspired courses go by a variety of name€lemente, of course, but also
Odyssey Project (Chicago and Madison), Free Minds (Austin and Dedigras), Venture
Course (Utah), Humanity in Perspective (Portland, Oregom),Humanities 101 (Canada),
among othersOnl y programs officially affiliated wit
name anaonfercredit from the collegedowever,bpr eser ve t he cour se site
participantsdé anonymity, ACIl eme stissadtationi | | be wu
Key Elements of a Course

There are three key groups associated with any Clemente ¢alireetors, faculty, and,



of couse, studentsAny person who wants to start a Clemente course is free to do so, but several
elements must be in place: funding of approximately $50,000/year; a host organization in the
community, typically a social service agency, that is committed teldpwg the course; a
course director to oversee the program and to teach a class; four additional faculty members; and,
of course, students (B 2015; Mass Humanities, 2018 a r d  dscoet focaibons for
coursesofir ecr ui t 0 cdirecorsaee sihplyrieate individeals who have an
interest in starting a course attya p pr oa c h B a r cdmpeiledo o sb.he gobrsee
director is a key figue in the success of a Clementeise, simultaneously playing the roles of
teacher, administrator, mentor, and advocateourse director atteisénd provide oversight of
all classesselects and coordinates faculty; recruits, interviews, and orients students; establishes
the academicalendar, coordinates assignments, and orders materials; supports students
academically and personallserves as a liaison to the host organization, ensuring that the
classroom is readyndchild careand transportation provisions are made; keeps reanidls
makes reports to Bardnd,if funding allows, attends the annual meeting of course direb&ds
at Bard CollegéBard, 2015).Recruitment of students is largely the responsibility of course
directors who network with social service agencies, fliesachild care centers, and schools to
reach potential students. Weofi mouth is also an important recruitment strategy among
courses with a few years under their belts; potential students often learn of the course through
their coworkers, parishioner friends, and family members who took the course before them.

To a large degree, the success of a course hingésfaaulty. In many cases, faculty are
friends, colleagues, or friends-friends of the course director. Mosttilty at my two field
sites, for example, had either known the course director, known someone at the host organization

or funding agency, or were recommended by colleagues. Academic credentials are obviously



important to the position but personality aedching stylarejust as crucial. As Bard (2015)
states on its Clemente website
Because Clemente Course instructors possess other important qualities besides academic
credentials, the positions are generally n
Hiring Clemente Course faculty is often most efficient and effective when relying on
per sonal referrals from people who under st
faculty members, or humanities center staff at colleges and universities araatte
good position to recommend prospective instructors who would bedtestinterested,
and available(n.p)
Faculty members typically teach one class per acaderardry¢heir area of expertise.orse
schedules vary by site, but each of tve ftlasse$ philosophy, literature, art history, American
history, and critical thinking and writinigtypically mees for 11 twohour sessions during the
academic year (Bard, 2015)here is no trainingnegram for Clemente instructoandno
mandatory professional development. The assumptems to bthat Clemente faculty will
enter the classroom with the skills and experience necessary to succeed and, if not, will likely not
be asked back for subsequent years.
This dissertation examas two courses separated by both time and space. Although they
are both Barehffiliated coursestisdmportant to bear in mind that individual courses operate
with considerable autonomy. Bard approves syllabcourseghat bear the Clemente najbait
individual sitesare responsible for their owacruitmentfunding, budgetsandhiring.
Administrative tasks, of which there are maagd general quality control fall dhe shoulders
of course directorst hough Shorrisd original requirement

younger has long since been remowbd,requirements for entry aoasicallythe same as in



1995. In practicesome courses more closely foll&vh o roriginal intent than others. ocghe
employa more or lessjntensiveinterview/screening processome are more, ¢ess stringent
about income restrictionsome are more, or less, strict in their teaching of the canorsoamel
admitstudents who already have college degré®sexanple

To illustratethis point about course autonomsome courses, such as the Care Center in
Holyoke,Massachusetgs nd t he Womends Veterans Initiative
admit women.SomeClemente coursedike those inllinois andNew Y ork, offer a second year
ABridgeo course for g¢i @rdvaidtyeobreasomsmot theleastofher | o
which is cost do not.Some courses are able to providk meals, classes for childrevhile
their parents are in class, and codingeand social service referralhile, again, others are not.
Chicago offers the only course taughtirelyin a language other than Englishe Spanish
languageEl Proyecto Odised he CherokeeChickasawand Kiowacourseswhich teach Native
humantiies alongside western humanities;orporate language intbeir classesAt a bare
minimum, however, aBardaffiliated Clemente courses provide boaksd courseelated
materials transportation fargndchild carefree of charge to students for the duration of the
academic year (see Appendixfor sample course budgetAnd one can expect to firmeminar
styleclasse®f about 20studentsn session two nights per week from September through May.
This Project

This projectstems from severahteress. | wasinitially interested in explorindgpw-
income urban parentirgs a dissertation topic; | was curious aktbetways in which parents
become engaged i n t hei thatenbagdmdnt mightrmightnoth ool i ng
affectthem as parentsl sat in on a fewClemente classin a large, midwestern cityuringthe

spring of 20130 learn more about the courfisgvhat it looked like in practice, what matenehs

1C



covered, who the students and instructors wewéh the idea that inight explore the
experience of students who were parenfster observinga fewnights including arich
discussionoMa | ¢ o | fithe Radlat or the Bulletin a US history class knew that | had
found my dissertation topia Clemente It was unlike any classroom of adults | had seen
before, or been a part of. The discussion was complex and layered, the texts were challenging,
the teaching was nuanced and thoughtful, and the studergsurious and engagedis | took
notesthatnight str uggl ed twantto enisspanythipg anybne sald/tem b
looked around the room, it seemed to me that nearly everyone was there becawsatidwip
be not because they needed the class to graduate or the cregotéonation While there were
parents, and grandparents, present among the students in that cohort, there were plenty who
werenot, or wh os eTherdngelotstudents awdk by extegsiom Nfen .
experiences that | saw during those initialtgi$o Clementevas striking | determined that
limiting my examination to only parents would leave many stories untofzeningup my
examination to all students would allow me to not only have a larger sample, but also to compare
parent sd abnde xnpoenrpiaernecnetss i n t he cour se

This dissertation also stems from my personal experidég@wn background is in the
humanities art and art history, to be exdcandeducation. As an urban high school teacher, |
taught AP art history, among other subjects, to my students in Brownsville, Brooklyn. Bringing
that course to those teenagers was, far and away, the most rewardingyteggoérience of my
career. The humaties openedheir eyes in a way that otheourses had not still hear from
former studentananyyears later, who find me on Facebook or track down my email address to
tell me how meh the course meanttothem. Ii | | umi nat ed a wuotirthed t hey

and, bysucceeding im rigorous, collegdevel class typicdly o f f er e ¢bitshowedir i c h ki

11



my students that theyerecapable, that the humanitid&l belong to them as much as anyone
else. When | sat in on those Clemente cours815 it reminded me of my experience as both
a student and teacher of the humanijtzasl | wanted to learn more about what, exactly, was
going on in the Clemente classroom and in stu
Were the students themse$van anomaly? What was going on there?
The primary ainof this dissertations to examine the experience of students in the

course. More specifically, this dissertation ansvirsmain questions
1. How do lowincome, historically marginalized adultsange or develop, if at all, through
their participation in Clemente?

a. What is the relationship, if any, between participation in the course and their

engagement as citizens?
b. What is the relationship, if any, between participation in the course and their
parenting?

c. How does patrticipation in Clemente affect other domains of their lives, if at all?
2. What are the underlying programmatic practices or featthat are most meaningful to
participants andéhow do those practices or features opérate
Significance

Answers to these questions are important not only because humanities education for low

income adults is understudied and a notable gap in the adult education literature exists, but also
because better under st analengedpngseld asduenptipns dboue x p e r |
whois andis notcapable of benefitting from a rigorous, intellectual education. Negative
assumptions about the intellectual capacity ofioeome and/or racial minority students have

led large segments of the student population to be excluded from demanding acad&cnia cu

12



from the primary grades onwargurthermore, humanities education is in a state of contraction,
if not completeelimination. This can be seen as a crisis for educatioldemocracy, as liberal
education cultivat es alygant indepemiently aadloiempathize witho t h i
othersi outcomes particularly salient for disenfranchised adults and communities (Nussbaum,
2010; Shorris, 2000).

This study holds implications for both education and social work,ispdssible that
there ae ways outside of more traditional programs and outreach effarts A e n g-iacpreed | o w
adults as citizens and parents, and Clemente may serve as a potential model of engagement,
support, and transformation for economically disadvantaged adults. Tdysssteks to shed
l ight on what happens when adults from societ
an intellectually rigorous course of stuahth the supports necessary to succeed.

At its inception, social work was deeply committed to primgdsocial and educational
opportunities for marginalized, working class people. Hull House, for example, saw the value in
the humanities for the poor, leading free courses in art, literature, and history and hosting
concerts and lectures on contemporsujects for working class community members, many of
whom were newly arrived immigrantghe very objective of Hull House, as stated in its 1894
charter, echoes aspects of Clcieimaadrsocrllife[ndlo pr ov
to institue and maintaieducationaland philanthropic enterprises [ e mphasi s added]
1912, p. 112). The humanities classes at Hull
regularly and study faithfully, 06 aonadlorr ather t
practicaleducation, Addams (1900) argued:

We would by no means advocate the abandonment of these classes, but rather the

enlargement and progressive development of ti@srainly,the people who are capable
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of sustained mental effort should be fed a
|l ecture, 0 every reading room and AExtensio
Though social work remains committed to educational equity, tlteHaes largely moved away
from usingliberal education as a tool for @én development and engagemd@ittis study,
however, demonstrag¢hat liberal education may act as an effective intervention in the lives of
the disaffected poor.
Outline of the Dissertation
This dissertation lggns with Chapter 2, a literature revigfellowed byChapter 3, which
outlines the research methods usé&te research component of this dissertatian be thought
of in two partsthe first part, Chapters 4 andéxamina what happens in the classroaself.
Chapter 4 looks at the ways in which the context and the conatialimpact participantslt
seeks to explain who the studentsamd what brought them to the courgeir thoughts on the
curriculum andheways in whichthe humanities content is uniquely impactthle dominant
cultural capital students appear to gain as a result of the course, which they see as valuable, not
hegemonic; and the role students see for the humanities in their commubDhagste 5
explores the way community is created in the classroom and what a sense of community means
to students.Dialogic instructionis key to fostering student engagement and community in the
Clementeclassroom, and studerdsscribe their classmateaadstfas Af ami | yo whom t
Al ov etdowhammtdeyf eel cl os &l yi hebendaesd ful fills many
and intellectual community, and they deeply miss it when the course ends.
The second parChapters 6 and 7, explores what happenbé students and how the
course affects them. Chapter 6 examines the relationship between course participation and

st udent s omsevenas @éemaciatic titlzens. Most students report that the course
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bolsters their critical thinking and confidentelps them regain control of their liyesd

motivates them to act in positive wapstheir communitie$ all of which contribute to a

healthy, deliberative democrac@hapter 7 explores the relationship between course
participati omntirgmBd tsht ndaegntosnéaldar and in this st
students are mostly women, many of whom are mothdthersdraw strength from the

classroom community of womemdvalue thechild careprovided by the course. h€é vast

majority of paents,both mothers and fatherfglt that the course helped them to become better

Ar ol e fordaheiechildréenandi ncr eased their engagement i n t
education.Finally, Chapter 8offersconcluding thoughtsa discussion of limitationsncluding

sample sefselection anadourseattrition; suggestiongnd implications for education and social

work.

1t



CHAPTER 2: Literature Review

Adult Education

In studying the growth of American adult education during the Progressive Era, historian
Leon Fink (1997) noted a tension between social contiied desire to create obedient citizéns
and social criticism and transformation. There is a major contradiction atrtnefcadult
education in the US tension between education for the building of democracy and education
for the production of capital. In one of the few books written on the history of American adult
education, Harold Stubblefield (1988) notes that adult educators of the early twestiety
viewed their students as fAcitizenso and saw e
democratic citizenship.

Eduard Lindeman, one of the eanlyentiethcentury thinkers on adult education,
championed the idea of education for dematcrparticipation, as well as the notion of lifelong
learning, similar to that of his friend and colleague, educational philosopher John Dewey
(Brookfield, 1984; Simpson, 1994). T he compl et e objective of adul
wrote in YOSBHnLofizsetohse democr atasatedannd t he | e:
Brookfield, 1984, p.190. He argued that the primary task of adult education was to assist
adults in making informed choices about critical social and political iseureeman believed
that adultsdéd personal, | i ved -impropeenent baitrsltoelds s h o u
also raise awareness of oneds role iithatsnr i chi
acting as a democratic citizen (Fisher & Poth¢st989) Adult education was more than a
pastime or vocationgdursuit.Rachal(2015)argues that adult education was, in fact, an
fiessential ingredient in the preservation and renewal of an idealized, titeougti system of

government (p. 2.
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Perhaps the bestt at ement of Lindemands adulThe educ at
Meaning of Adult Educatiof1926), where he explains that adult education should be a lifelong
activity, nonvocational center teaching around firgnary uati ons
emphasis on |l earnersd experiences (p. 8). Of
degree in adult educationintblss( Br ook f i el d, 1988). However, Li
on thenonvocationalcharacter of adult education,theb i ef t hat fAadult educa
accurately defined begins where voca#ibeducation leaves gifstands today as the most
seemingly radical of his characterizatiq¢ps5). Although much early adult educatiorstudy
circles, town hall meetings, and leaxg groups mi r r or ed Li ndemanés philo
political change ultimately hastened a shift in the goals and practices of adult education
(Courtney, 1994; Fisher & Podeschi, 1989; Ramdeholl, Giordani, Heaney, & Yanow, 2b6&0).
shift away from the progressive ideals of adult education has continued largely unimpeded to the
present day, such that Stubblefield (1988) ar
economic sector now engutgdaction (nteodugtiore mp)e st i nt e
This interest in educatiefor-job-preparation is seen clearly in the Spellings Report on
the state of American higher education, released in 2006 by the US Department of Education,
which focused entirely on educatioor national economic gain. The Report concerned itself
with perceived deficiencies in STEM areas and other knowlatdgasive fields critical to
global competitiveness, national security, and economic prosperity. Its focus was on highly
specialized and glied learninghat can generate profitS Dept of Ed, 2006). Philosopher
Martha Nussbaum (2009) argues that by omitting liberal educ@tosthe arts and humanities
and with them, critical timking and secalled soft skillsthe Report signaled thati t woul d be

perfectly all/l right i f these abilities were a
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disciplineso (n.p.). As soci et ybasedvalueeah si ngl vy
neoliberalism, adult education has shifted its fdcas dialectical discourse and critical
thinking to vocational training (Giroux, 2010; Nussbaum, 2010). While providing economic
stability to adult learners is not without considerable merit, this vocational emphasis limits the
transformative possibilite of | i ber al education and | i kewi se
foster growth and engagement, particularly amongitm®me, marginalized adults (Mattson,
2002).

In a 2008Issue Briefthe National Center for Education Statistics (NCES) used data from
the Adult Education survey (2001 and 2005) to examine the participation of adults efd 16
with low levels of education (i.e., those who did nomplete high school or eaanGED) in
formal (i.e., instructoted) learning activities. Amonagll individuals aged 16 and older in 2005,
44% participated in some form of adult education in the 12 months prior to the survey. Work
related and personal interest courses were the two most common formal learning activities
among all survey respondents, but were #igaactivities in which adults with low levels of
education participated less frequently than more highly educated adults (NCES, 2008). Among
those without a high school credential, participation rates in adult basic education, ESL, and
GED classes werapt surprisingly, highest. The lower the education level adults had attained,
the less frequently they participated in courses, and the fewer courses they took when they did
participate (NCES2008). In short, data indicatieat adults with limited prioeducatiori and,
we might infer, with low incomet were least likely to pursue college courses or classes simply
of personal interest, the domain under which Clemente and Cleimepteed courses would
fall.

The Humanities Indicators, a project of #wmerican Academy of Arts and Sciences
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aimed at providing a fAnonpartisan, ,obpeatlt iyvzved
data from those same NCES Adult Education surveys from 2001 and 20@5i¢an Academy
20169. Perhaps heartening forurses like Clemente, the surveys reveal a small but growing
number ofadults pursuing continuing education in the humanitiggowing from 1% of the
American population over the age of 16 in 2001 to 1.5% in 286%(ican Academy2016. As
is the case wifn Clemente courses, the surveys reveal that those who had taken a humanities
course for personal interest in the year preceding the survey were mostly female (about 53% in
2005), though they skewed younger than the typical Clemente stéddeeti¢an Acadmy,
2016. It should be noted that while this NCES data is the most recent available, it is now over a
decade old, and it is unclear if the trend of adults pursuing humanities education for personal
interest continued upward. Additionally, because aduilts limited education, and by
extension lower incomes, were least likely to pursue courses for personal interest, this data likely
encompasses a more highly educated segment of
Transformative Learning

Critical social theorists proposeatfiquality education is as much about teaching
students the ability to read the world more critically (ideology critique) as it is imagining a better
world that 1s |l ess oppr essi ve.Thesetthegistsasmppoctr i t i
the production and application of theory that underlies a transformative approach to learning and
provides the framework for a form of critical discourse that can change the pedagogical process
from one of knowledge transmissitmknowledge transformation (Althusser, 1976; Leonardo,
2004). Their approach to quality education engages in a language of transcendence, so there is a
capacity to imagine an alternative reality and a hope for éidncand society (Giroux, 1983;

1988; Geene, 1986; Kincheloe, 1993).
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Within the education field, critical social theory is characteristically associated with
Paulo Freire, who articulated a theory of transformative adult learning that he termed
conscientizaga@r consciousnessising. His deas, which originated in his literacy work with
poor Brazilian peasants, have significantly influenced the development of a critical perspective
in adult education (Collins, 1991; Welton, 1995). Critical consciousness refers to a process by
which learnerslevelop the ability to analyze, question, and act in the cultural, economic,
political, and social contexts thaiape their lives. This procedsiown as praxisconsists of
action and reflection in a transactional or dialectical relationship. To Fegiuveation, through
praxis, should foster freedom among learners by enabling them to reflect on their world and
ultimately change it.

Freire (197 was particularly critical of Abanki
considered a gift bestowed by thoskorconsider themselves knowledgeable upon those whom
they consider to know nothingo (p. 72). Thoug
nonr efl ective mode of | earning; students recei)
understanding arritical thought (Jarvis, 1987In Pedagogy of th®ppressedFreire(1970)
outlined 10 hall marks of the fAbankingo met hod

(a) the teacher teaches and the students are tQught;

(b) the teacher knows everything and the students know ndthing;
(c) the teacér thinks and the students are thought akbut;

(d) the teacher talks and the students listereeklyO

(e) the teacher disciplines and the students are disciglined;

(f) the teacher chooses and enforces his choice, the students €@mply;

(9) the teacheacts and the students have the illusion of acting through the action of the
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teachel©

(h) the teacher chooses the program content, and the students (who were not consulted)

adapt to itQ

() the teacher confuses the authority of knowledge with his orvaempoofessional
authority, which she and he sets in opposition to the freedom of the students;
() the teacher is the Subject of the learning process, while the pupils are mere objects. (p.
73)
Freire argues that this model of education is oppressivelamagh ubiquitous, does not inspire
critical consciousness among studehtsontrast to this additive form eflucation stands the
Apr odploemngo met hod, a met hodf ¢ireaelda giadield roenl atoi
which breaks down thgichotomous teachetudent relationship (Freire, 197p. 79). In this
way, education becomes a dynamic practice of liberation where both students and teachers are
jointly responsible for growtHt can be argued thabntraditionaladult learnershrive in
learning environmenthatpromote their activengagemernn the teaching and learning
encounter. Freire argues tlealucatorsnustlisten to students and begin with issues and
figenerative themeghat matter to them. Rereis no onesizefits-all pedagogy but, rather,
educatorsnust beattunedto contextsand historieshat impact students
Outside of the fban, lachersare mdongerseecrmasihgale ducat i
the answers, bre seen agacherstudents. nilarly, students are no longer seerda$icient

but are instead constructedsaisdeniteachers But teachingnontraditionalstudentsd o e s n 0 t

1]

simply entail asking questions engaging in dialogue As PalmerZ007) a r @ood s ,
teaching cannot beduced to technique; good teaching comes fromdinitly and integrity of

the teacher(p. 10).This is where the concept of authenticity come€anton and Carusetta
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(2004) developedaont i nuum of enfnbegi hygi hg aastralatestoaut hen
educators.Instructors with rature authenticityare reflective of their teaching practice aha n 6 t
harbori f r agment b sa Wt pericteyti ons of selfod but ha
s e l(pf 2&L). They see students as individgal al | owi ng Af or the devel o
relationships with students in which the educator makes a difference in their lives and feels a
di fference i n hDasvis@992smdarly sliggeit thatindfvidualsae9 1 ) .
authentic when they choose to actvays thafifoster the growt and development of each
ot sdein®i that is, teacherwhomake a conscious effa helpstudens develop(p. 113).
In other wordsadult educatorandtheir students learn togeththrough dialogue, as Freire
(1972)suggestedThe resul t of au ttdacherdleam and grewctdgethergvith st h
their students(Jarvis, 1992, p. 114).

Jack Mezirow (1981j)leveloped a theory of adult learning grounded in cognitive and
dev el opment al psychology, fAa critical theory o
learning (Dirkx, 1998)Based on his study of American women returning to college after an
extended time awaylezirow (1978 was the first in American adult educatito use the critical
theories of Jigen Habermas and Paulo Frdimgromote critical reflection as central to
transforming oneo6s dolard& lbaw, 191 Wilsoo &Kiedyx2p®B)r i ence (
Transformative | earning theoryds primary inst
transformation, which Mezirow (1990) believed to have important social implications and
potential.As learners develop a greater awareness of themselves and aurekgpstanding of
their own experiences, their aspiration to grow and develop incrézspectives our beliefs,
values, and assumptiondelp us make sense of information in our internal and external

environments but, conversely, can also distofinot how we perceive things or what we
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understand (Dirkx, 1998). Through critical reflection, however, adult learners come to identify,
assess, angvenreformulate the assumptions on which perspectives are based.
Both Mezirow and Freire see critical ledtion as central to transformation. Freire,
however, sees the end goal asistl transformatiorthe more critically aware adult learners
become, the more able they are to transform society and their own reality (Taylor, 2008).
Cunningham (1992) argge t hat @A Mezirow stops short of this
Mezirowds Vvi ew, in and by itself, sufficient.
Freire (conscientization is critica(.18)efl ect i

It is important to note, too, that Mezirow (2000) attacbedditionsnecessary for transformative

|l earning, such as fielements of maturity, educ
emotional intelligenceat (phudddyandespet aee, il
destitute and intimidated people obviously ca

(Groen & HylandRussell, 2010aViezirow, 2003, p. 60). Similarly, Merriam (2004) suggested,
al beit vaguehHiygh tlheavte la difr acddcgemri ti ve functionir
dialogue and introspectiarecessary ttosterperspective transformation (p.;8&roen &
Hyland-Russell, 2010a Groen and HylandRussell (2010a) argue that, according to these
criteria. mostlow-incomenonttraditionalstudentssuch as those enrolled in @lente would be
unjustlyfiexcluded from the possibilibyof transformativeeducational experiences (p. 227)
Current State of Knowledge
Free humanities courses are understudied programs. A September 2016 search of
Articles Plus, a database powered by EBSCOhost that seandre$0,000 interdisciplinary
journals and periodicals f or ACI|I ement e cour 4$aegoagéper t he f ul |

reviewed academic journals garnered just 23 results dating from 2002 to 2015. While some of
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the results were scholarly book reviews of Ea
Clemente and Clementaspired courses. By far, the masted pograms are those in Australia
and Canada. There is a dearth of research on American courses.

Clemente Courses in Australia. Australia Clementéas enrolled more than 500
students aged 180 and expanded across nine sites since its inception in 200Balkus
Catholic University, 2013)Most of the research on Australian Clemente has sought to
understand the individual journeys that participants undertake. Stevenson,-$hahinand
Howard (2007) found thdatomeless students (n=9) reportegberiencig positive personal
changes and some reported concurrent bodily changes (e.g., straightness of back, walking
attitude, deportment, walking with purpose), indicating a relationship between course
participation and sHowadeBotthgrdand Byaf@0l® syathesizedb od i e s .
unpublished papers and conference presentations (Egan et al., 2006; Gervasgré, Smith
Howard, 2010), as well as a few works published in Australian education journals (Howard et
al., 2008; Stevenson, YasHshaw & Howard, 2007). Taken together, the studies indicate that
Clemente has had a Asignificant i mpact on the
identity, their independence and ability to establish control over their personal wellbeing, and
their sense of hoperag d i n g Héward, Butaher, & Egan, 2010p. 99100).

A2012reporby O6 Gor man, H o details d mixednetdodsBes¢ach e r
project carried out over three years (2@8.1) across three Clemente sites to examine how
disadvantaged studentaproved their social inclusion. Data, which were drawn from 18
respondents who completed surveys at three time points (beginning, interim, and end of the
course) and from sensitructured interviews with 12 students, indicate that Clemente students

experignced multiple forms of disadvantage including homelessness, financial hardship, material
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deprivation, and social isolation but also had relatidy levels of personal agenggrhaps
speaking to participant sedklection. Survey data showed that stuseeported positive changes
in four areas: personal learning, personal aspects of life, social connectedness, and quality of life,
demonstrating that the effects of education can go beyond personal learning outcomes
(O6 Gor man, Howard, & Butcher, 2012).

Most recently, Gervasoni, Smith, and Howard (2068)mined the experience of
humanities education for six regional and rural Australl@amen whaosuggest that the course
was -Giviego (p. 262). The studentdgngadenti fied
supportive learning environment and also highlighted the cherished relationships they formed
with one another during the courde sum, the data seem to indicate that Australian Clemente
courses have positive impacts on participahis,ighthe samfes in the aforementioned studies
are particularly small and, as is the case in Clemente courses throughout the weskleststl.
Alt hough it coul d be aimpmpssiblato dtttibate positiverparticipaats e st
outcomes to courgearticipation alongthe important point is that participants themsebtaghe
course affected them positively and, in some cases, had a traasve®ffecton their lives

Free Humanities Courses in Canadarlhere are free humanities coursesight stes
across Canada (Lakehead University, 2015). Unlike most American courses, however, many
Canadian courses are held on university campuses and, also unlike most courses in the US, most
Canadian courses do not grant participants college credit. GrosgmafdRussell (2009)
reported on the findings elicited from segtiuctured interviews with students (n=15) from
Cal gar yd6s Staefronsl®landcandludes that what was most valuable to
participants was t he oWhptesmosuesserttiafis notctheendi t i cal |

product, a particular set of facts, skills, or knowledges. Rathepytioesss most important:
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gaining insight into oneself, learning to open up to dialogue, becoming aware of oneself in
relation to others in societdo  ( ®roen@nd HylandRussell (2010b) also conducted a mixed
methods study of three free humanities programs in Canada. Data were gathered from a
demographic survey instrument for students (n=70), document analysis, and individual
interviews with sudents (n=25), staff (n=21) and committee members (n=9). Data indicated that
despite tremendous socioeconomic challenges, students came to the course eager to learn, and
many spoke about the pivotal role of the instructor in alleviating their fears eaiihgr a
comfortable but dynamic learning space.

In additional studies, the authors drew on and, in some cases, supplemented data from the
aforementionedtudy to examine more closely the experiences of instructors (Groen & Hyland
Russell, 2010a), students (HylaRdJu s s el | & Groen, 2011), the thr.
processes (Groen & HylarfiRlu s s e | | 2012) , and the ways i n wh
invi si bl e boundari es o andRussell&sSmenc20lpi4d.rMole di vi de
recently,Hyland-Russell and Syrnyk (2014) examined the experiences of two cohorts of
Humanities 101 studenisfall (n=31 registrants) and winter (n=30 registranid)e results of
their mixed methods analysis reveal that the courses had a largely positive impact on
participants, though evidence of positive progression was stronger for the fall cohort of students,
while the winter cohort showed little change or, e cases, appeared to regress. The results
suggest that while humanities courses may have a positive impact on participayise dmel
degreeof the impact may varyinally, HylandRussell and Syrnyk (2015¢ported on the first
phase of a larger midinethod longitudinal study aimed at investigating marginalizad
traditionaladult students, their learner identity formatiand their ability to sustain learning

engagemenDat a i ndicated evidence of shif®tdasd i n | ea
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their abilities with a sense of hope for the future, but putting their new perspeitieeractice
wasproblematicfor many students, as they continued to falostaclence thecourse
concluded In total, the evidence from Canada points t@sitpve relationship between course
participato n and s t-contepts.tAs i8 thescask with the Australian studies, thdugh,
sample sizes are relatively small in most cases and, in all caseselsetéd.

Free Humanities Courses in the USAlthough there are more academic publications
focused on Australian and Canadian free humanities courses, there is some data, albeit limited,
on American courses. In the appendix of his first bdy American Blues: A Journey
Through Poverty to DemocrgcClemente founder Earl Shorris (129Teported a preliminary
evaluation completed in large part by the founder of the Roberto Clemente Family Guidance
Center, Dr. Jaime E. Ir@. A little over half of the students completed the course, leaving a
sampeé of 17 for the preand postcourse surveys. Thaurveys assessed four domains (i.e.,
changesinsef i ew, cognitive changes, i nterpersonal
frameworRand results i ndicated si gnioffthefoalewels change
of as s es smeaddadShérrisncll9 97, p. 4-@dFepmandproblehent sd s e
definition and formulation increased significantly (p<.051) from class orientation to the last
course session, while their use of verbal aggrasss a conflict resolution tool decreased
significantly (p<.061). Statistically significant increases were also noted in the values domain,
specifically inbenevolence (p<.051), spirituality (p<.051), and universalisail(ji). Despite
the moderatestats t i cal si gni f i canc eesteemhseotewortbyrbecausee i n
it indicates the possibility of fostering psychological growth and\gliation through
educational interventiorShorris 1994). It is necessaryo state though, that rast of the

changes reported were not statistically significant and, without comparative data from
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individuals who did not participate or who were enrolled in an alternative program, these results
should be viewed a¥rovisionab at best (Katzev, Allen, &eters, 2009. 1979.

Additional, though not particularly stronger, evidence is available from a humanities
class offered t hr oSchpd of Santtnuirfg Studies dneh Rrogram ia Ethicg 6 s
in Societyto groups of 15 to 20 women residing in a drug and alcohol treatment program called
Hope House (Satz & Reich, 2004). Established in 2001, the Clenmspiesd course focuses on
classic texts, with an emphasis on political and social issues, and awdicpaas two units of
transferrable college credit upon completion.
the humanities have to bridge divides of class and race. These women experienced joy and self
confidence by participating inademocecati c o mmuni ty of inquiryo (Sat .
Initial follow-up on participants revealed that approximately 70% of the women remained drug
free and out of jail or prison, a value the a
av er ag éthey ptonde mogneasure, sample size, or time frame, and the sample appears to
have been seBelected (Satz & Reich, 2004, p. 74).

Katzevet al.(2009) examined the effects of a similar colldgeel free humanities course
sponsored by the Oregon Huniizes Council and Reed College, callddmanity in Perspective
(HIP), for disadvantaged adults (n=15) in Portland, Oregon, and for inmates (n-Edstetn
Oregon Correctional Institution (EOCI), a medisecurity correctional facility for men in
Pendleto, Oregon. Preand postsurveys of the students indicatib@t the course exerted
Aconsiderabl e infl uenc e é¢groomconphrisonssindicatee that $IP ( p .
students displayed significant improvement in participation in voluntganaations,
enrollment in college classes, life satisfaction, verbal ability, and analysis of the major course

themes. EOCI students (inmates) improved on their desire to participate in community
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organizations and vote in elections, as welhaseir citical thinking, life satisfaction, and
applcation ofmajor course themes (Katzev et al., 2009). While these results appear to
demonstrate that the humanities can foster a range of positive changes in individuals from low
income communities and prisontsegs, the conclusions should fiempered by the
limitations of selfreported data (especially for the inmates, who could only describe what they
plannedto do once released), the small sample sizes, and the variation between the students and
course seimgs (Katzev et al., 200p. 1983.

Finally, there are two unpublished evaluations that were not returned in the literature
search but are nevertheless important to mention. Mass Humahigéédassachusettsased
affiliate of the National Endowment fthhe Humanities, commissioned a longitudinal (2006
2011) evaluation of its courses in Dorchester, Holyoke, and New Bedford (Rosi, 2011).
Quantitative and qualitative datgere collected from several sourcé#itten surveys were
collected from graduatingudents (n=129), alumni one year after graduation (n=39), and alumni
three or more years pegtaduation (n=15). Interviews were conducted with students at the time
of graduation (n=48), 228 months after graduation (n=27), and three or more years post
graduation (n=10).

Results of the evaluation indicate that the lives of Clemente alumni and their families
were positively affected by Clemente (Rosi, 2011). The stated goals of the course (e.g., facilitate
learning about humanities; provide transferrabéglt;e n hanc e s {esiedne sense 6f s el f
seltefficacy,andselt onf i dence; promote intellectual dev
take control of their lives and help their famili@g@re achieved by most alumni at each of the
three time pmts. Three or more years after graduation, the course continued to positively affect

most st u-cbefidence and Betpddthem foster a connection to the humanities. Most

28



Clemente alumni pursued their own educational and life goals three or msaftea
graduating, and 70% of alumni interviewed had completed college courses at community or four
year <coll eges. Despite a relatively small sam
have been changed by Clemente as the data has indicddtie course begins, at the time of
graduation, 1218 months after they have graduated and three or more years after graduation
from the Clemente courseo (Rosi, 2011, p. ©66)
In 20142015, the Clemente Course in the Humanities commissioned a nailohal p
survey of course participanté\pproximately 160 graduating participaritem 14 of the 24
programs in the US completed surveys administered by local site directors during the spring of
2015. Overall, the findings from the pilot survey indicate benefits to students in terms of skills
and confidence. Significant change was reparted st ud e nt svérbalamo mrittenr t wi t h
communication with people in positions of authority (e.g., supervisors, school personnel, public
officials).
Additionally, the largest reported improvements across the survey wigre domainof
academic rativation, preparation, and confidence, which indicate the course posilively
impactpartici pantsd pursuit of additional educat
reporting they were Aquiteo or chlbgegfterl yo mot i v
completing the course increased from 33% before the course to 83% after the course. Just a
guarter of participants reported feeling confident about their ability to successfully undertake
collegelevel work before the course, butover9084por t ed t hey were fAquite
confident in their abilities after the course. The average increase for this question was the highest
of all survey questions. These findings are supported by participant reports that the course helped

them to develofigherorderacademic and thinking skills amaspired attitudinal changes
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There are a number of limitations to this pilot evaluation, however. Because Clemente
programs are run with a great deal of autonomy, implementation of a national pregtam
evaluation is challenging. @ cannot be certain what language was used to describe the
evaluation to participants (e.g., some sites were more enthusiastic than others), and the degree to
which surveys were administered under uniform circumstances is urkabe@xample, | was in
a classroom where a staff member referred to the surveys as something that the site was being
begr udgadew dopy Clementand commented to students, #fAV
[location where surveys were sent for analysisjkw about ourThestafhiss anyway
member also referred to writing prompts sent
staff member saw the comments as benign, it is quite possible that some shalehts/e
internalized the staff menebr 6 s t houghts and feelings about t
carried oveiinto the timegffort, and truthfulnesthey put into their responses.

Additionally, datafor the pilot evaluationvere not collected from the lone Spanish
language course, lowal in Chicago, because the instruments were written in English. The
survey relied on selfeported data in a retrospective ptigtnpre format and is therefore subject
to limitations:inaccurate memoriesocial desirability biagparticipantsanswer ira way that
will likely be viewed favorably by othe)seffort justification bias(participants may report
i mprovement to justify the dognivedssonanceener gy t h
(participants may report improvemeatv e n i f i to medt their Own expectatiorn that
theyshould havehangef§l Despite these limitations, consistent anecdotalesad coupled
with the survey results point to a relationship between participation in the course and positive
student outcomest should benoted that gthering longitudinal data from Clemente participants

wouldbeidealbut s | ar gel y | mpr éighmolliey bnd thaClemeht® st udent <
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programbés resource | imitations
Despite generally favorable evaluations and consistently poamizedotal evidence
from students and staff, there are criticisms of the Clemente prodgawin Mattson (2002), a
professor of contemporary history at Ohio University and former Clemente history teacher,
argues that the course fails as a poverty intdloei A The damage done by povVv
much more than a small pr ogr &andihstekdecallsfore CIl e me
government programs to addresonomic inequality (p. 83)Ng (2006) takes similar issue with
Clemente as a povertgform measure and takes particular issue with admissions criteria:
It [Clemente] offers relatively little that is new or transformative from the historical
Aunderclasso remedies, save an education i
Clemente Cowse is to benefit the poor, but in reality only a narrowly defined group of
those who suffer from the effects of poverty are eligible. (p. 52)
The admissions criteria today are much the samehas3horrisestablished the course;
prospective students miuse able to read at a very basic level, must livelowaincome
householdand, in most cases, must be 18 or older. With these requirements, it seems only
minors, those exceeding the income requirements, and those who are functionally illiterate would
be excluded from consideration. Indeed, there are applications and interviews one must complete
for admission, but there ardimited number of seats in any given Clemente course and to have
no admission criteria at all would likely do more harm than good
Like Mattson (2002) and Ng (2006), John Marsh, associate professor of English at Penn
State and former director of the Urba@hampaign, lllinois, Odyssey Project, argues that the
course as an fAantipoverty -iptares erdamti swomisst gu i( he

Marsh (2009) sees the course as part of a larger national trend which contends that the problem
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of poverty can be fully solved through education rather than economic policies. Nevertheless,
Marsh supports the course not as an angpty strategy but as a means of equalizing
opportunities for higher education and providing the less tangible benefits of cQliegee
point of Clemente failing as a poverty interventibothMattsonand Marstseems to present the
infamous either/ooptioni eitherwe address poverty structurafly we address it on an
individual | evel. It is unclear why paodverty
why Clemente candét act as one small cog in th

Finally,as ear ch for ACI|I ement e Colanguagedoctoral t he f u
dissertations on ProQuest garnered 20 results dating from 2001 to 2013, just three of which
actually explored the topic of free humanities programs foritmeme adults. A 2013 xed
methods dissertation examined the degree to which a Charleston, South Carolina, Clemente
course increased college access among its graduates (Doyle). -Twentyrent and former
students completed surveys, and 20 faculty and current and formentstugee interviewed.
Results of surveys and interviews indicate th
collegegoi ng rate of the population served, 0 and
esteem and confidence (63.6% of survey takedicated that they achieved both through
Clemente), and about 59% of survey takers believed that their participation led to becoming
more engaged and active citizens (Doyle, 2@ %8§.

A 2011 dissertatiorCreating Spaces for Dialogue: Participatofction Research in
Free Humanities Programs in Canadamployed Participatory Action Research (PAR)
met hodol ogy, whereby directors of Free Humani
reflect on the challenges and rewards of Clemérgpiredp ogr ams i n Canadao (M

2011, p. iii). The directors identified common issues they experiefroed securing sustained
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funding to responding to academic and other student naedsafter roughly a year of dialogue
and reflection with one another, presented collectively (n=5) in a Canadian liberal arts
conference in 2010. While the Clemeimspired programs recognized and to some degree
lessened the economic and social barétbeir students, the program directors themselves
contended with many of the same barriers in their struggle to sustain free humanities courses
(Meredith, 2011).
Models of Adult Education for Liberation and Citizenship

Danish Folk Schools F r e i hinkiny $s evident in various ways within the practice of
adult education, but perhaps most true to his intent is the work of the Highlander School (now
the Highlander Research and Education Center) in New Market, Tennessee, and, more generally,
the Danisholk schools that preceded him. Folkehggskole (folk schools) emerged during a
period of significant cultural, political, an
defeat, Denmark came under German domination during the first partroh#&teenthcentury.
While the Danish upper classes embraced German customs and language and expressed little
interest in preserving the rural peasantry and its cullus&,ong nationalist revolt against the
German domination of Danish culture, language, ahdso | s e mer ged among t he
(Kohl, 1991).

N.F.S. Grundtvig, a Danish scholar, theologian, and central figure in the revolt, observed
the increasing chasm between the urban elite and the rural peasants and took particular issue with
elitistschoad , whi ch he cal | Haenvisisnedadiffdrent sdrt@fredudaioat h . 0
Aischool §thdtwoulddmbrace the ideafotkeliged(l i t er al ly transl ated
wit hin a previdegpah egoitable 2duchtion for peasants armddrs (Kohl, 1991). The

language of the schools would be that of the common people and the curriculum would focus on

34



Danish history, literature, myths, and poems, and students would learn how to discuss cultural,
social, and religious issues. Adams (19&@)ly summarizes the schools:
The schools were free of government control. They were unencumbered with grades,
ranking, examinations, and certifying stud
Those who came supported the schools in whatever ussilpdei work at the school,
food from their farms, money, if they had it. They stayed as long as they were able.
€éThe | ectures were often repeated in the e
lecture halls from the countryside. (p. 501)
Schools baskon these principles, Grundtvig argued, would provide the lower classes with the
education required to actively participate in modern democratic sodiefjhe Meaning of
Adult EducationLindeman (1926) wrote enthusiastically about the study circlasacteristic of
Danish folk schools and proposed the discussi
modern quest for | ifeds meaningo (p. 31). I n
method of learning which confirmed the democratitune of adult education.
Grundtvigian philosophy took root among the common people and spurred the opening of
the first Danish folk school in 1844. Today, there are about 70 folkehojskole across Denmark
open to adults aged 17.5 and older regardless ofétiecational history and, although folk
school curricula have been affected by contemporary cultural, social, and technological
influences, the schoolsaset i | | considered AGrundtvigiano in
enlightenment, ethics, moralityné democracy (Folk high schools, n.doterestingly, and in
stark contrast to American adult educatievery folk school is publicly funded to about 50% of
its operationbcosts on certain conditionamong them, no vocational skills are to be taught, no

marks or grades are to be awarded, and at least half of the syllabus must focus on activities the
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school can defend as nAgener al, | i ber al , mi nd
Danish novement subsequently inspired the development of folk schools in Scandinavia and, to
a more limited degree, America.
Citizenship Schools Citizenship Schools were an adult education program initiated in
1957 with a particular focus on African Americarutiditeracy (Levine, 2004; Rachal, 1998;
Tjerandersen, 1980)n the 1950s, Highlandéfolk School anadult residential school without
formal courses or a planned curriculum, aimed at providing a demoedatation to the
impoverished adults of the fplachian Mountaingdrought together African American and
white southerners in desegregation workshops wherein participants identified problems and
shared dilemmas in their communitiétafe, 2007 Horton,1971/1989).In the hopes of
addressing the probies associated with community literacy educatiothe Sea Islands of
South CarolinaSeptimaClark, a school teacher, and Esau Jenkins, a farmer and bus driver,
attended a workshop at Higimder in 1954Levine, 2004)Voter registration laws in South
Carolina, as in most southern states, required applitaptss diteracy testthus making it
exceptionallydifficult for African Americans to register to vot response to thesconditions,
Clark and Jenkins, withhe support oHighlander soon thereaftgplannedthe first Citizenship
School focused on literacy education
The historic neglect d8lack education on the four Sea Islands near Charleston meant
that wren the School begaa high proportion of adults eded and were enthusiastic to obtain
literacy instruction (Levine, 2004. he f i r st Swahso 03 edpst itneaa,cChlearr k 6 s
Bernice Robinson, a beautician and active member of the NAAG®&based the curriculum on
what the initial 14 adult studentswsnt ed t o | earn: fihow to write t

words of t he South Carolina election | aws é h
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when they were ordering out of a catalog é ho
inHorton 19714989, p. 223) . Robinson saw her student
before in my life seen such anxious people. They really want to learn and are so proud of the
l'ittl e gains t haoyllesy, p.€24mnttresdin theHomIrgritewo and spread

to adjacent islands and, with time, the curriculum expanded to include community development

and teacher training (Tjerandersen, 198y. t he pr oject 6s end in 1970
Americans had taught basic literacy and jediteducation classes to tens of thousands of their
neighbors (Horton19711989; Levine, 2004). In a report to the Board of Directors of

Highlander in 1965, Septima Clark reported that the Citizenship Schools had educated more than
25,000 students to date and were responsible for more than 50,000 re@itdekeaters in the

Sauth (Clark, 1965).

The Citizenship Schools, while a decentralized operation, reflected pedagogical
experimentation and studec¢nteredness (Hortoh9714 989 ; Levine, 2004). T
a program is to work, the people must have the power of mdkicigions about what they want
to doo (Levine, 2004, p. 406) . Underl ying th
students and a belief in their capacity for intellectual growth. Levine (2004) argues that illiteracy
enf or ced a efsda AtckmeAmeripaps;tidenied them participation in civic life
and diminished their selfforth (p. 407). The Schools countered this oppression by focusing on
the strengths and potential of their adult st
strengthsbased approach was not misguided:

Sometimes we underestimate these people and forget that they have something we really

need. There are people who havendét got a <c

education. But anyone able to raise twelvddteni and r ai se dewst heal t hy
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know something good. They were smart enough to plant and to raise the kind of thing the

children need. They raised their own hogs, they raised their cows, they had the milk with

the vitamin D that they need. Sometloése older people thought very deeply. Mother

wit and faith in God helped them to do a lot, and some achieved more than some of the

young people who have been able to go to college. (Card®84,p. 38)
CitizenshipSchoolsultimatelyusedliteracyasatool for communityeducatiorandpolitical
mobilizationsothatall memberof societymightbe ableto fully participateasdemocratic
citizens(Schneider2007).J ust as the Citizenship School s ai
awareness of their oppressi@] e ment e cour ses seek to spur stu
and the world around them.

People & Stories/Gente y CuentasCombining the CitizeshipSc hool s6 emphasi
l'iteracy with CIl eme iistPeoples& Stongs/Gente y Guentos, a pragrame r at u
that for over 40 years has organized groups of disenfranchised adults in community settings to
listen to short stories read aloud. The impetus of the program lies in a 1969 seminar led by Paulo
FrereatHavy ar d Uni versity. It was there that the
acquainted with the idea of conscientization
literary text stimulate the imagination and set in motion a number of linkse private
experiences? And could members of a group who read and discuss a story together transform
these deeply felt r eacil3).omshortiHirschmanworaeratlifal og u e
reading and discussing a short story could have a positpadt on the quality of life of the
disadvantaged (Allen, as cited in Hirschman, 2009). Following a successful pilot project with a
group of Puerto Rican women in Cambridge, Massachusetts, the program expanded into English

and acrosghe US and Latin Améra (Goodnough, 1996, n.p.).
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The program is typically held in neacademic and neliterary venue$ prisons,
shelters, church basements, and rehab ceintehgre a group of up to 20 listen to a short story
read aloud by a trained facilitator (Schwaf@11). After reading the story, theardinator
invites participants to reflect on questions and share their understanding of the text (Hirschman,
2009) . Anndee Hochman (2002), a People & Sto
facility, explains
People & Stories aims to prove wrong the notion that serious literature is only for people
with advanced degrees and disposable income. Facilitators like me bring short stories into
prisons, senior centers, halfway houses, homeless shelters, libradiésaning centers.
The model is simple: Gather a group, read a short story aloud, then pose questions
designed to Iift the storyodés skin and reve
There are very few substantive writings about People & Stories/Gente y Cuentos and no
pud i shed program evaluations exist. According
website, People & Stories served 956 participants across 55 progantisipants completed a
postpr ogr am S ur vperye éa nsdu rav iy ett hr aot edchively assessdtheit hem t ¢
understanding of the prograrResults of the surveys reveal that each of the four major
participant groups (community, youth, seniorsengry/prison) demonstratedareases on every
metric self-esteem, literacy, critical thinking, cultural appreciation/tolerance, personal
expressionsocial participation/responsiveness to others, andlvestig. Howeverstatistical
significance of the increases from pte postprogram are unknown and one mhbear in mind
the inherent weaknesses of selported data, particularly retrospective selforts (People &
Stories, n.d.).

The program is unique among literature discussion programs because it spurs
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conversation among voices that are often silenced.sHc hman (2009) wr i tes t
|l i ked the Gente y Cuentos concept, o0 but some
than he (p. 13). They object to the short stories as being too remote and complex for
disenfranchised groups whose camseare seemingly far removed from literature. The works,
detractorar gue, are creations of a fAhigh culturebo
reflection (Hirschman, 2009; People & Stories, n.d.).

Hirschman (2009) championed the powerofdir at ur e6s fipoeti cso to

h

i magination, Awhich begins to splinter and re

Schwartz, 2011). The unlocked imagination, then, becomes a strategy for mutual understanding,

particularlpntaot 8fbetweeatgroaps that feel es

surmount distrust, and to deconstruct stereotypes (Schwartz, 2011). Group reading and
di scussion become an experience where A[d]iff
we a k n eirschroan, 2009, p. 88).

Bard Prison Initiative . Since its inception, the Clemente Course has been under the
Aacademic aegiso of Bar d Gtehgthenghe impostanceiofihet i t u't
Il i beral ar t(&horrs,n99g p.b36;iBEI, nld.). Theugh it holds much in common

with People & Stories, Clemente is not purely a literature course. In many ways, it more closely

mirrors Bardés prison education project known

full-time liberal arts education (leading to assodiasnd bacheldr degrees) to prisoners i
medium and maximunmsecurity prisons across New York State (BPI, n.&3tablished as an
official academic program of Bard in 2001, and granting its first degre€X& BPIcurrently
enrolls nearly 275 incarcerated women and men across the six sites. (BPI, n.d.).

There are well over two million people currently incarcerated in the US, but only a few
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dozen programs actually award college degrees to prisoners (Bu00%g Kamenetz, 2014).

BPI is considerably more selective and arguably more rigorous than Clemente and People &

Stories. BPI applicants must have a high school diploma or its equivalent, and the admissions

process involves both a written essay and tengive personal interview (Adler, 2014; BPI,

n.d.). Students must also complete a senior thesis of original research, which is no small feat

given the restrictions of prison (Adler, 2014). Admission to BPI is also more competitive, as

there are typicallyLO applications for each available seat (BPI, n.d.). The courses and

instruction, however, bear a striking resemblance to Clemente. Professors come from Bard, as

well as Columbia, Harvard, MIT, Vassar, and local community colleges, and curriculunmeuns t

gamut from advanced mathematics to literature to social sciences (Adler, 2014; Neyfakh, 2015).
BPI operates in sharp contrast to most prison programs grounded in correction and

behavioral modificatiofi programs that emphasize concepts like individbange and

forgiveness and are often rooted in religious or therapeutic models (Karpowitz, Zb@5yoal

of BPI is not individual rehabilitation, reducing recidivism, or preparing inmates for

employment, although those may begrgducts of the progm. BPI frames its mission in

terms of economic justidet o r est ore higher education to New

liberal education available to those most isolated from the opportunity (Karpowitz, 2005). To

dissenters, a liberal education doeshmave a direct and obvious contribution to the workforce

and is thus seen as superfluous (Page, 2004). Conversely, BPI, like Clemente but unlike most

adult education programs, sees an education in the liberal arts as practical. Max Kenner, the

founder & BPI, notes that the program frequently encounters proponents of vocational, religious,

and therapeutic programs who question the relevance of liberal education to inmates:

People are always saying, AWhy nodnodo voca
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anttvi ol ence programs?o Everyone has a bad
about need. If you believe that society is naiiray people for jobs in the 2century,
that we are producing a mathematically, scientifically pimtbsophically illiterate
population, then you would want to make this kind of education available to as many
people as possibléAdler, 2014, n. p.)
Il n an interview with National Public Radi oods
aBPlalumne who spent 20 years in prison, echoed
liberal education in his pogirison life:
|l dm in a position, because of Bard, to be
shoul d have s e e whatatlibenalartseducat#og an reallyldafor@ s
person such as myself, or anybody who is trying to find their own way in life. (Kamenetz,
2014, n.p.)
A 2013 Rand Corporation report found that, in general, inmates who participated in a prison
education pogram were 43% less likely to recidivate within three years than those who did not
(Davis et al., 2013). Among BPI graduates who have been released from prison, less than 4%
have been rearrested (Adler, 2014; Kamenetz, 2014). However, it should béhaoteEl
statistics are unaudited, most of the 300 inmates who have received Bard degrees since 2001 are
still incarcerated, and those who apply, enroll, and persist in BPI arsesaited for high
motivation (Adler, 2014)Of course, it is not a lack afefutable data that keeps liberal
education programs from pri@rating in American prisons. ike Clemente and People &
Stories participant&/ho arelargely low-income people ofcolopr i soner s are seen
deservingo of e dalibesateduationinpartgdan er al and

Changing Lives Through Literature. A final program bearing ideological similarities
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to Clemente is Changing Lives Through Literature (CLTL), an alternative sentencing program
based on t he i de gpowerhoaransfér liveésdy eaabling cemirtalaoffenders e
to gain insight into their |ives and reassess
an alternative to incarceration in the fall of 1991 by Robert Waxler, literature professor at the
University of Massachusetts Dartmouth (UMD); a judge, Robert Kane; and a probation officer,
Wayne St. Pierre. Concerned about the |l ack of
and affect their patt eraplan(GLTL, nideAs arvalteonativedo t he t
sentencing, participants could voluntarily participate in-av&2k modern American literature
seminar held on the UMD campus. Waxler would lead the seminar and the judge and probation
officer would also attend and participate (QLT.d.; Jablecki, 1998; Traostine, 2007). The
plan to hold the seminar on a college campus was deliberate. Unlike Clemente courses in the
US, People & Stories, and BPI, CLTL meets primarily on college campuses to reinforce the idea
that participants agsrve higher education and belong on campus (CLTL, n.d.)

Together, the group discusses short stories and major works of literature in which
characters wrestle with issues of identity, violence, the role of the individual in society, and
authorityi e.g., HH mi n g Wle Yl Man and the Sea St e i Oi Miee arld Mepand
Mo r r i EheBlugs Eyé@lablecki, 1998). The bar for success is far lower than that for
Clemente and BPI participants. There are no grades and no pass/fail hurdle; if partidipadts at
without absence, they graduate (Stoehr, 2006).

A 1993 evaluation of CLTL in New Bedford, Massachusetts, concluded that it had a
positiveimpacton recidivism (Jarjoura & Krumholz, 1998). Reconviction rates within three
years were lower for the pragmés first 30 participants (18. 75

group of 40 probationers (45%) (Jarjoura & Krumholz, 1998). However, such a limited sample
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size does not permit over wh e landitis igot eaticely Elead e n c e
that the differences can btriéuted to the specific books and stories that were read, to the
experience itself, or to something else entirely (Katzev et al., 2009).

Schutt, Deng, and Stoehr (2013) extended Jarjoura and Krdinhdés ( 1998) st ud
a larger sample, more jurisdictions, and a longer fellpperiod to test the impact of CLTL on
recidivism (Schutt, Deng, & Stoehr, 2013). Schutt et al. (2013) compared rates of recidivism
between probationers who participatedCLTL (n=604) and a random control sample of
potentially eligible probationers in the same jurisdictions and time periods (n#diet)
accounting for characteristics that predicted program involvement, CLTL participation was
associated with areductionn par ti ci pant sd number and sever.
to the control group. The relationship between CLTL patrticipation and lower recidivism was
independent of other individual characteristics that influence criminal inclinations, and lower
recidivism was present in each jurisdiction in which the program was offered, thus suggesting
that the association is likely replicable in other settings. The surprising lack of interaction effects
with offender characteristics suggests that the beneétaat restricted to a particular type of
person, although the participants were selected in part due to their likelihood of reoffending
(Schutt et al., 2013).
Conclusion

Adult educators have |l ong debated 199e ndapp
p . 1). Should the field fAactively promote con
participatory democracy defined as full citizen patrticipation, freedom, equality and social
justiced (Cunningham 1996 ,porgexisting yocia, ecorsomio,ul d ad

and political systems (Baptiste998; Barr 1999; Foley1998)?
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Citizenship Schools clearly involved students in curriculum development and in political
critique, whereas the curricula and literature choices of PeopledeStBPI, CLTL, and
Clementeare established by instructors aswlirse directorsvithout student input, though in the
cases of People & Stories and CLTL, readings are choserelitett o st udent s6 racel/
social location, and/or particular ainmstances. The Citizenship Schools set an important tone
of respect and appreciation for their adult s
the Abankingo idea that the Ateacher knows ev
197Q p. 73). Similarly, anecdotal evidence reveals that many CLTL participants perceive
themselves to be on equal footing with their instructors and peers, and testimonials from People
& Stories participants indicate that they feel comfortable expressingdkas and believe their
ideas are important.

Each program touts critical reflection as an important outcome, though the current state
of research, coupled with participant sedlection, make it difficult to know if the programs do
in factraise studesat6 cr i ti cal consciousness, how much, i
than any of the aforementioned programs, Citizenship Schools aimed to give students the tools
(namely, the ability to read and write) to comprehend the written world around thamsend
their literacy to affect social chandg voting, teaching others, cultivating community
leadership, and so on. Indeed, the Schools reached thousands of disenfranchised African
Americans and likely changed the course of history.

People & Storieswas st abl i shed based purely on Freir:
Shorris, believed that engagement with literature could lead students to more deeply reflect on
their own circumstances and the woreckenl ar ound

participantsurvey results reve@thatall students selfeport increases aall metrics, additional,
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rigorous research is need@keople & Stories2014). Statistical significance of the increases
from pre to postprogram are unknown and one must bear in mindrtherent weaknesses of
seltreported data, particularly retrospective sefforts, when not triangulated with additional
data.

BPI similarly views a liberal education as a tool to spur reflection, but in the absence of
in-depth pre and pos{program evalations, and in light of the fact that most graduates remain
incarcerated, it is again difficult at present to gauge the degree to which BPI engenders critical
thought and sociopolitical action among its students. Meaningful program evaluation is lacking.
Finally, CLTL focuses on recidivism as an outcome measure, and the two program evaluations
reflect that interest. While participants, probation officers, and judgesgage in dialogue,
and while the program emph asataretise fotus efthéit r ans f o
program is less oRreireandeals and far more on individual change, rehabilitation, and
desistence from crime.

Qualitative and anecdotal evidence clearly suggests that these programs have meaningful,
positive impacts omanyparticipants who persist. It is likewise clear that it is futile to think of
any of these programs as povergguction mechanisms when not used in concert with some
ot her intervention or wunl ess t-popwaion Behaps mi ni st
most importantly, hese programs suggest that there are reasons for developing human capital
among the pooother thanreducing materigboverty. This dissertation, which looks specifically

at Clemente courses, explores some of those reasons.
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CHAPTER 3: Methods

Curious about the relationship between stu
change or development they might experience, | spent two academic years attending class two
nights a week at course sites located mdwestern city (20142015) and a northeastern city
(20152016). I immersed myself in teudentexperience and accompanied studentteld
trips to plays, museums, concemsglking tours,andpoetry readingsamongotheractivities |
also volunteered as a writing tufor students, and would frequently come to class early to work
with students on their assignments. This work of participant observation, coupled-degbtim
interviews of students, faculty, and staff, put me at the heart of Clemente activities.
Critical Ethnography

This study is an ethnography, a method that allows the researcher to study a cultural
group or particular phenomenon in a naturalistic setting, using primarily participant
observational data and interviews to gather information ovexmded period of time
(Madison, 2005; PatillavicCoy, 2000; Valenzuela, 1999). The collection of data while
immersed as part of a culture and social system results in thick description of people and their
environment (Heath & Street, 2008; Lindlof & Tay) 2011). A particularly important
advantage of ethnography is that research is fairly flexible and allows the realities of participants
to emerge and evolve in their natural context (Creswell, 2003). Employing ethnographic methods
in this study affordeine access t o Clemente studentsdo natur
and all owed me to observe and interact with p
forced or artificial.

Ethnography, however, seeks merely to describe and explpatHis culture or group,

and this project moves a step beyond thatcritical ethnography (TayloiKermode, &
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Roberts2007). Critical ethnography derives from research approaches that recognize that
society dominates individuals either overtly or atlyeand, rather than simpigdentifyingthe
imbalance, seeks to foster social change (Carspecken, 1996; Denzin & Lincoln, 2011; LeCompte
& Schensul, 1999; Smyth & Holmes, 2005; Thomas, 1993). More specifically, critical
ethnography begins with an ethicabponsibility to address processes of unfairness or injustice
within a particulalivedd o ma i n . Madison (2012) defines thi:
compelling sense of duty and commitment based on moral principles of human freedom and
well-beingpand hence a compassion for the suffering
existence within a particular context are not as tteydbe for specific subjects; as a result, the
researcher feels an obligation to contribute to changing thoskioos toward greater freedom
and equity (Madison, 2012).
Given that adult education is marked by layers of inequalities, from how schools are
staffed and funded to the kinds of courses and resources availableitwtome adult students,
and the kind®f beliefs people hold about their abilities, the analysis and transformation of
inequalities are of particular importance for adult education research. Following Madison (2012),
[, as a student of the humaeii education, and social wofkel a moral bligation to contribute
to changing these adverse conditions toward g
domestication and moves d(Madison @04d @ b; Carspacken, 0 O wh
1996; Denzin, 2001; Noblit, Flores, & Munll 2004; Thomas, 1993). This study not only
illuminates the experiences of Clemente students, but also provides evidemmeratational
nonGED programs like Clemente are valued by manyilowome adult students and fill a void
in their communities Funding for public humanities programs like Clemente is as uncertain as

ever, and this ethnography provides an argument and evidence in favor of such programs. | aim
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fort hi s project to be mor e t h.alhopathattleesultsmamt of s
beusefulin advocacy and fundinfpr the courseo that conditions may continue to shift toward
greater educational equitgr historically marginalized adult learners

Because critical ethnography is a methodology for conducting researchdamus
Atransformation, empower ment, and social just
grounded in a socionstructivist epistemological framework in which knowledge generation is
under st ood as -basedpfioaesstinfluereced the \@lods, digtdries, and practices
of the researcher and of the community in whi
905; Atwater, 1996; Pizarro, 1998). Critical ethnography emerged in the education research
literature in the 1980s as a fusiof critical theory and ethnography in response to conducting
empirical research in an unjust world (Barton, 2001; Nobilt, 1999). At the time, ethnography was
being challenged as overly functional, too apolitical, and overrun with hegemonic practices and
methods (Anderson, 1989; Lather, 1991). Critical theory, on the other hand, was labeled as
overly idealistic and lacking an empirical method (Anderson, 1989; Nobilt, 1999). The merger of
the two allowed ethnography to move into the political realm andalrtheory to develop an
empirical basis. Barton (2001) identifies four major principles of critical ethnography:

(1) Critical ethnography is situated within the belief that all education and research is

fundamentally political and steeped in culturdidfs and values.

(2) Critical ethnography is based on a vis
commit ment to struggle for |iberation and
593).

(3) Research is framed through the agency of the reseacthi¢he researched. All

participants can, and should, act for themselves and others.
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(4) Critical ethnography supports the oppressed in ways that embrace their histories,
cultures, and epistemologies. (pp. 9&/)
At its core, critical ethnography isdused on documenting oppression and empowerment,
ARaccelerating the conscientization of the opp
research community to the implications of res
the case ofttis study, critical ethnography is used to document the oppression and empowerment
of the students and, in many cases, the positives changes students experience and attribute to
Clemente.
Study Design
Data for this project were gathered from several cesir
(1) Approximately 400 hours of participant observation of two urban courseasitesl|
as class trips and related events, tutoring sessions, faculty meatidganual retreats.
(2) Informal conversations and sestructured, irdepthinterviews with students and
graduates (n=10), drop outs (n=2), and staff (n=10) at the course site in the midwest.
Students in the 2012015 cohort were interviewed following graduation, during the
summer of 2015, and again one year later, during thensuraf 2016.
(3) Informal conversations and sestructured, irdepth interviews with students and
graduates (n=24), drop outs (n=3), and staff (n=6) at the course site in the northeast.
Students in the 2018016 cohort were interviewed during the fal®fl5 shortly after
class had begun, again during the summer of 2016, and briefly during the early fall of
2017.
(3) Telephone interviews with students and graduates (n=37) at course sites other than

my two field sites in the midwest and northeast.
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(4) Telephone interviews with staff (n=24) at course sites other than other than my field
sites.
(5) Publically available secondary data sources, such as course websites, newsletters, and
Facebook pages.
In total, | conducted 150 interviews (includifglow-ups with graduates from my field sites in
the midwest and northeast) with 116 individuétgerviews ranged from half an hour to two and
a half hours; interviews averaged a little over an hour.
Selection and Description of the Siteand Participants
The midwest course site was initially chosen as a studygséeo its location, my
familiarity with the neighborhood in which it
American history instructor, who allowed me to observe classes daer2ptl32014 academic
year, and the course coordinator, with whom | met in 2013 and corresponded about my interest
through the summer of 2014. Unfortunately, the midwest course site, whichdmas largely
successful history, suffered from significattrition during the 2012015 year, beginning with
20 (14 women and 6 men) and ending with just six (five women and one man) students.
Concerned about the future of the midwest course and the possibility of another small
sample, | approached the directdra course in the northeast during the spring of 2015 and
visited the course, which at the time was in its second year. The classes | observed had high
attendance and reflected the rigor and enthusiasm | had come to associate with Clemente classes.
The drector and staff at the northeast course site welcomed me as a researcher during-the 2015
2016 year. Both courses took place in commubéged organizations in predominately African
American neighborhoods, in nondescript conferelgpe rooms which wereutfitted with the

basics required to run a cldstables and chairs, chart paper and white boards, and a praéjector

51



but not much more.

Students at both field sites were made aware of my role, my research project, and the fact
that | would be attendintheir classes and observing them throughout the year, on the first day of
class. Both the directors and | spoke to students about my research project, and | reiterated to
students that no one was under any obligation to interact or speak with me ateanplgss
they wanted to, and | made clear that they would not be penalized in the course if they chose not
to participate in my project. | also used that opportunity to let students know that | hoped to
interview everyone at some point, but | would speathem individually, and at a later date,
about scheduling interviews. | told students
be a part of my field notes, to let me know and | would omit them. | also conveyed to the
students that my natevere essentially an open book and, as a sign of transparency, | would be
happy to show anyone my notes or what | was typing or writing at any given point. No students
ever took me up on this offer per se, though there was an instance when asstyfdedine
after class and asked me if | type fHeverythin
notes recounting the exchange:

We had a joint class tonight of the secgmar Bridge class and the fingéar class. It

was the last class beforetheo | i day break, and there was a

Christmas Car ol . 0 pfatkedwith stumentsamrdsnosads theoBridge e | y

students were seated in chairs at the back of the room, while thgefirst were, for the

most part, seated Hie tables. There were Bridge students seated behind me during the

class!| wuswually sit at a table with my back tc

distracting to anyone but that wasndét poss

As class ends, | start packing up mydRehen Vee, a Bridge student who was seated

behind me, comes over and s aywasworiddringdoaw Yy ou

myself, O06Does she type everything we say o

Paula are packing up too, gettinchei r coats on, but | can tel

to Vee that it depends, but 1611 read you

get my i Pad out of my bag and pull up my n

herfrom the screen:

Thereds a cell phone ringing and Profes
and Gloria are reading aloud, switching between Scrooge and Marley. As soon as
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they finish, Rick blurts out, Al found
the students | augh. Il tds al most the end
more or | ess been in pairs Itds also c
6performé rather than following along w
ProfessorMaitn says, fAYes. 0

Rick stands up at his seat, which no one else has done, and reads the passage. It is
a passage with two characters, and he reads them in two different, and very
dramatic, voices. Everyone claps whefinishes, and he sits down again.

Then Tisha and Professor Martin read, each taking a different character.

Gl oria, whobés beside me,thad aydo nda metahicrg
Fabiola whispers to her, AYoudbre a mess
Professor Martin thanks Tisha, continues reading, and finifslbes Chr i st mas
Carol . o
Vee, Gloria, and Paula stand there as | read through the notes, holding the screen so they
can see it. When 1 6m finished -byglaysof | | aug
what happened just t wodsmipnruettetsy pbraisorc.. Il gso
my thoughts | ater. o Vee says, AOh | got vy
is so cool. You are working hard, girl!o

Also with regard to my notes, students would often turn to me if something patticular
poignant, heated, or, more often, funny happe
yougotthati n your notes! o As an example, during a

voting and the following dialogue ensued, as | recordeudy field notes:

Rick: | dondt believe that our opinions re
Winston: Maybe itds not necessary to vote for
are important. Take [New York Governor] Cuomo yesterday and going to
the $15 minimumwagét hat 6 s a bi g t hing. I f 16

wanna smoke a joint, | gottetefor tha.

Rick: |l 6ve never voted, i n my whole |ife |
l dm off parol e.

Luisa: Is thatfor real?

Luisa is posing the question to the cl ass.

AMm-hmm, hedos a f elaoswerber Ri ck doesnbo

Rick: My single vote is not gonna make a difference. | think this whole voting
thing is a bunch of doo doo.

Tisha is seated across from me. She turns towards me, smiles, and points to Rick.
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Tisha: Better putthatin your notes!

To recruit interview participants, | approached students and staff at both field sites
individually, wusually before or after c¢class,
speak with them, at their convenience, about their experiences to ithtadpod explained the
confidential nature of the interview. No one declined directly to my face. In fact, everyone |
asked agreed to an interview and shared their contact information with me and/or took mine. In
a couple cases, a student and | were @ntbfind a common time to talk or, more often, |
coul dnét reach them duritnigeitrhep tdme mieg thtaddv ea gk
disconnected, for example, or they forgot about the interview altogether. In those instances, |
would follow up with the stdent before or after class to reschedule a time for the interview.

After three or so failed attempts, though, I
in-classcomraderyand relationshigpuilding by continually asking for an interview,dan I di dn ot
want to make any students feel uncomfortable about declining the interViea happened in

six casesstudents agreed to an interview but did not follow through for whatever reason. In one

of those cases, the student was actively delusiamald | di dndét pursue an in
after my initial inquiry because of his mental instability.

| contacted staff at other course sites via email to explain my project and set up a time to
tal k. Because | had at t gatrebt which bnirggs directorsifeon  Cl1 e m
Clemente and Clementaspired courses across the US together for a weekend at Bard College,
most were already aware of my dissertation and my desire to speak with them. | recruited
students from other sites througdeir directors, who contacted their students and alumni on my
behalf, and interested students subsequently emailed, called, or texted me to let me know they

were operio being interviewed. fAis was a roundabout and far from idealy of recruiting
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students from other sites, but there is no national database of Clemente students and alumni from

which | could draw, and I did not have access

in the classes | had been a part of. éwkse recruited students from other sites, as well as

graduates of my field sites, via coursesd Fac

who | was and that | was interested in interviewing students. Students would likewise contact me

through FRacebook to express their interest and set up a time to speak. In short, | was able to

recruit students at the midwest and northeast course sitetftae, which was relatively easy

since we were in class together and had developed a rapport, bughtivaly dependent upon

course directors and social media to put me in touch with students from other course sites.
Interviewees were given gift cards upon completion of their interview. Students of the

northeast course site were given a $10 gift canth facretailer of their choice for the first

interviews. Similarly, | mailed students from other sites a $10 gift card at the conclusion of our

phone interview.Midwestand northeast students were interviewed following graduation, and

because tbse intervews were typically longer and more involved, they were given $20 gift

cards as a token of appreciation for their time. While the idea behind the gift cards was obviously

to incentivize talking with me, numerous interviewees stated that they wanted saztsesoite

have their giftcarct o fipay ,0i torf arhvaar &« hey just HAwanted to

wrapping up phone interviews with graduates of other US course sites, the following exchanges

took place between the interviewee and myselfaerk recorded in the interview transcripts:

Charity: Il know itdés not much, but | have a s
who patrticipate in interviews a $10 gift card.

Khadijah No, no, you know what you can do for me? | am all about paying it

forward. So, the next one [interviewee] you talk to that has young children
you hear in the background, offer her a $20 one.

*k%k
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Charity: So, |l can send you a $10 gift card,

your time. Is there a particularplacewy6 d | i ke me t o get it
Jennie: Honestly, thereds no need. Il just wa
Charity:. Are you sure?
Jennie: Oh yeah, 1 6m fine
*k%
Charity: OK, well, those were all my questions. Is there anything you feel like |
missed or anythingelseouéd | i ke to add?
Tim: No. | know that you said that you provide a gift card for this. All | want to
say is that i f youdre gonna send one
director] and just say, AdListekn, t hi
you for the course, o you know? fAYou
students who could probably use it a
This right here, this conversation, could happen with or without the gift
card.
*k%
Charity: Everybody who does an interview, Il 6 m
Bruce: Wel |, if you could send it to Rebecc
that would need it more than me. | 6v

Clemente and she could usgsibmeone could use it more than me.
Charity: OK, do you want me to tell her that it came from you?

Bruce: Well, you can, you can just say | O0ve
to do that, but there are people that caellly use it way moréhan me.

Nearly all of the Clemente students and graduates | interviewed were racial minorities
and nearly all of the staff were white, both of which are mirrored in Clemente nationwide. Most
Clemente students across the country are women, which nhiigbrsr education generally, and
my sample reflects that. AbodR%of the students | interviewed were women, and the sample
was 72.4% Black, 11.8% Latina/o, and 15.8% ot

40 being the average. Of the stafpb&e with, 72.5% were white, 12.5 Latina/o, 2.5% Black,
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and 12.5% other. Most (67.5%) staff members | spoke with were women, though there are more
male instructors across Clemente sites nationally. As a national Clemente staff person told me,
A A c r o sosntry, theefaculty is more male and more white than the studeingsnatically
S 0 pers@nal communication, May 15, 2015).

Student recruitment varies across sites, with some sites haviogeaifficult time than
othersih Recr ui t i ng iddficudt pawaty,sO tohnee ndohsrother énd ofthes ai d .
continuum a director commented, 0aWell itdos fu
and it amazes me that any place would have trouble getting students because they [potential
studentt j ust knew about it her-ef-mouthfista&eguenthe f i r st
recruiting strategy, as the latter director suggests, and both of the classes | was a part of had
students who had learned of the course from someone else. But tloé tin@lkecruiting burden
falls on directorsé shoulders, who post flyer
service agencies, libraries, and child care centers; and place ads on radio and television, for
example. As directors said:

Alegra: We go to all different social services agencies and leave information.
Word-of-mouth is another way that we do our recruitment.

*k%

Heather: We worked with shelters, we worked with lemcome programs through
€ recovery cent erreferrald. Gharthesvalscsanda | ot o
thatodos generally how we got students

for example, in the want ads where a lot of people without internet access
look for jobs, the absence of internet access sort of being another indicator
of, potentially, of income levels.

*k%k

Rebecca: | think part of that [recruitment] is word of mouth because a lot of the
people who apply have a relative or a friend or a neighbor in the program.
Wedve had good media covegdffgrenti n ter
things like that, where people hear about it. Then, also, | put applications
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out at places like the Salvation Army, the Y, sending material home with

parents and Head Starts, and | think
library.
*k%k
Tina: We try to contact all of the ngorofits in our ared any that we can think

of, everything from preschool Head Start trying to reach out to those

parents who come for community services, folks that would use the food

bank, anything like that. Sohlave a list of all those neprofits in the

area, and | make a visit each summer and send letters and emails.

There is no one 0t yhpeehbokduf DeCldratiomBamitlle Allesnt ud e nt

(2014), a professor of government at Harvard who tamgitemente for a decade, recalls that
her classes were filled with a range of students with a host of life experiences and hardships:
A[ Students] were without | oifesdpadtimejpmsmwhkiée ng t wo
nearly always also jugglingici | dr ends school schedules, undepe
and a snarl ed c i Similarly,particisastsn this stuelyhad varied 3 1) .
backgrounds and motivations for pursupwstsecondargducation through Clemente. For
instancea gr andmot her , not rmassiam forocctlidaeyarts and areativéd 0, wi t
writingdo who fiwants to open pastry shop é and
share her |l ove of reading and musaeative,and t hink
musically talentedo father of four daughters
nervouso t o expaeneblduiets pensigeahigmschoal graduate Wi wants to
try out collegelevel courses without the burden of taitj a thirtysomething woman
recommended to the program from a-pdcement program; a misventies mother of three
boys who works as a mail carrier and has amassed many college credits from a variety of

institutions but has never declared a majorandisn sur e what to pursue; a

woman who attended one semester of college several years ago and wastartdes
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education; an unmarried woman with no children who has worked for 24 years as a kindergarten
assistant and whose colleagheught she might be interested in the course; an openly gay man

in his early forties who sees fAlearning [ as]
formerly incarcerated man who is selhployed as a caterer and whose formal education

stopped at@und age 13 when his mother died; a single father of two sons, who loves being
enriched by new thingsi That 6 s w haR22ykaroid cdilege student whose mother
completed the course |l ast year and ougoonassant |l

do i t?0 wunt il and applieda matred of four irr herltheties wdhalfound it

Ahypocritical to tell my kids to go to colleg
because they inspire mebo,; abasinedhusaandwdaver adevatieo r e c
and is Astarting a fresh Iife. Everything 1is

Participants come to Clemente through a variety of channels: as the result of seeing a

flyer, through wordof-mouth from colleagues,ifrends, and family (e. g.,
handed me the flyer and said, Ol think you wi
agenci es. Whrepbried backgrodrelsindisade thatéhkeyfmay be more

organizationally and sociglconnected than their neighbdrarticipants routinely reference
church, their workplaces, their childrends sc
so oni their education levels vary. Some did not graduate high school or earn atBEI3,

attended a fouyear or community college and dropped out (a path typical among several
participants), and geryselect few have earned a feygar college degree. For some

participants, their educational trajectories were interrupted by incicrgraomelessness, and

familial responsibilities, and, for many participants, defaulted student loans prevented them from

re-enrolling in college because until their loans are rehabilitated, they are ineligible for federal
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financial aid.
Data Collection

A hallmark of ethnographic research is the use of multiple data sources, a strategy that
also enhances data credibility (Patton, 2002; Yin, 20@&ed multiple strategies to gather data
in an attempt to strengthen the trustworthiness and credibilityy afanclusions.

Participant Observation. Participant observation is in some ways both the most natural
and the most challenging of qualitative data collection methods. It connects the researcher to the
most basic of human experiences, discovering thraomghé r si on and participat
and whys of human behavior in a particular <co
Participant observation is natural in that all of us have done it throughout our lives, navigating
membership in our own fanmls, cultures, work groups, and personal circles. The challenge of
participant observation is that when we are participant observers in a more formal sense, we must
systematize and organize a fundamentally fluid process. This means not only being en@layer
particular social milieu but also filling the role of researchewatching and listening carefully,
taking notes, and asking questions that are designed to uncover the meaning behind behaviors.

Participant observation is of great significancehie project. Immersion in the Clemente
setting allowed me to hear, see, and expegerality as the students do.itléut immersion, |
would be otherwise unaware of the nuances of
year. | often tended moteward observer when in the classroom because | did not want to
manipulate, unintentionally or not, the course of the lesson or discussion. However, before and
after class, during Halass group activities, and on field trips, my role was more of an active
participant. Although students were repeatedly made aware of my role as researcher, there were

many instances where some would interact with me as if | were purely another classmate. A few
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instances recorded in my field notes reflect this:

Luisa asks ithey should rea@edipusat home so we can discuss it here? Professor
Martin s a@waysr@@ld pedlore so we can discuss
saying itdéos not in their packets. Thereds
and mumbhg going on. Professor Martin goes to ask Pilar, the administrator. He comes
back in and says thatl& gave it to everyone already, which | know is true. I think the
students just have too many paperstoand don
me and asks, AWhatodés due? |1 6m confused. Ca
yes but immediately wonder if | should have.

*k%

This was my first night back after a week
youu 0 Jalisa Ilsvamafk da9n dden cdsassr oom. AYOoOuUuOT e
comes apart!o

*k%k

l'tds the | ast cl ass -Marieardtdlkeg apaibassigmmerds G| or i
before class. They were already talking when | came iter ffeeting one another, |
say, AOh you guys were talking about assig

Gl oria says she spent the weekend typing,
got everything handed in. AriMia r i e s a 'y sorkiaghom liesphilestoghy paperw

She has five kids, so she can only write o
us, ABut 1 6dm going to get it done. Ther e
to finisheverything o | knoe khie wilh jest to hake sure everything is in by

graduation. ThenAnMar i e says, fAWhat about you? Did
confused really confused but | say, @Al donét do the worl
student i n tstares laeghirg srsl then s&cdoes Aaa | e . She says

you right, you right! I was just talking to you like you was a student like us. | get so used
to you sitting with us and being with us a

Classes were held twice weekly, and wihiie classes themselves were two hours, |
would typically arrive an hour or so early and stay late. Outside events were sometimes
scheduled during formal class time but, more often than not, were on other weeknights or
weekends. | also acted as a writtagpr for both course sites; sessions were scheduled at the
studentsdé discretion and we would meet either
assignments over the phone. | volunteered to act as a tutor because | wanted to develop

relationshig with the students and to become more comfortable in the culture of adult education
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(Kozol, 1985; Morse, 2007). As a tutor and regular attendee of classes and related activities, |
committed to a Aprolonged per i cndwockédtoe ngage men
establish trust and rapport with the students and instructors (Merriam & Simpson, 2000).

Assuming the role of a participant observer in this research was a natural fit and helped me to
arrive at deeper i nsi ghetcaursaanthay meveéduhdoegh thesygar.e x p e
Although it was a natural fit, participant observation was not without challenges. | had to

regularly remind students that | was a researcher, not simply a classmate, and | had to constantly
negotiate my role ithe classrooml wanted to be accepted as a member of the class, which
meant participating to some degreéfering my opinionsand perspective on various topics, and
soonbutldi dndét want t theclassd bal tp maintain b balnce @t
participant and observefor examplean instructor had a difficult class where a majority of
students had not completed tesignhedeading and, by his own admission, lost his temper with
the clasghat eveningand gave them a very stern, very tesatentered lecture on what was
expected of them. He emailed me a couple days later about the episode and asked my
perspective on itdis email, in part, read:
Lastly, given the range of teacher responses to this kind of situation, how would you
categorze my response? Do you think | was too stern? It is always hard to gauge the
proper response, and | usually produce a blend of stern admonition with adiqllofv
understanding (the difficulty of the texts, etc.). Bawp, then goodop. But does it

work?

Any experiences that you feel comfortable sharing, from you observations of Clemente
classesas t o what wo rtknl beamost appréceted. d o e s n 6

Of course | had lots of thoughbout the clasand had several ideas about ways he might
tweakhis pedagogy. | struggled with what to write batlough If I gavehim my suggestions,
would I beinfluencing the course of the clas¥®ould | be manipulating my research somehow

by offering my ideas on how to better engage the students? Is it ethical to know teaching
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strategies which might benefit the classantis har e t hem? | fsrtii gndwwedd on 6t
to those questions. | ultimately replied with my assessment oflwbatl o bnghatr v e d
classroom and elsewhér@ c ade mi ge d sd i pipag t handwhaththoaght mont h
might work to engage studer{esg.,more inclass writing exersies related to the readingd)
explainedmy conflicted position asareseare r who di dndét want to undu
| was there to observe but also reiterated my position as an educator interested in seeing
programs like Clemente succeed. The professor was grateful for the feedback and appreciated
my positionwhichre compared to a fAjournalisto covering
Thanks so much for the feedback, that is SO helpful. You are in a unique position insofar
as having observed so many Clemente classes, and | do not want to compromise your
position, because you are right, yane in the position of a journalist not wanting to
impact the story you are covering. Nevertheless, | appreciate the feedback.
In the course of participant observation, | washaps most surprised by how genuinely
warm and welcoming the students andfsaaboth sites were, particularly my field site in the
northeast.l was included on student and staff emails, invited to all faculty meetmgystudent
trips, andmore or less treatdike a natural part of the progranMany students invited me to
their birthday parties and karaoke, asked to meet for coffee before class, and tefdad stidl
do) on every major holidayThough navigating the invisible boundaries between researcher and
friend was at times challenginganpicularly in the beginning, | was fortunate to have been a part
of two course sites that welcomed me and supported this project.
SemiStructured In -Depth Interviews. Combined with participant observation,
interviews helped me to understand the meanings that the Clemente experiences held for
students. lrdepth interviews tend to be relatively long in duration, which allows for extensive

exploration of operended topicsk. f ocused my questions on studer

histories; how and why students enrolled in the course; their experiences in the course, with
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various subjects, their peers, and instructors; their perceptions of their engagement as democratic
citizens; and how experiences in the course shaped parenting practices, among other queries (See
Appendiced-O for interview protocols). To further elucidate development or transformation
that students may have experienced, | conducted faljpwtervievs of themidwestand
northeasstudents Time constraints of the dissertatiamiting process permitted extensive
follow-ups, but | felt posgraduation interviews were important because students may be apt to
initially report transformation, for example, but may fall into-@emente patterrasnd
behaviors with the passage of time.

To summarizemidweststudents were interviewed pagiaduation (summer 2015) and
one year later (summer 2016). Northeast students were interviewed during the fall of 2015, post
graduation (summer 2016), and absmtmonths later (fall 2016)Midwestandnortheast
graduates from previous cohorts and students and graduates from other sites were interviewed
once, and those interviews began during the fall of 2015 and continued through the summer of
2016. Additiondly, | interviewed course directors, instructors, and related staff (such as
program administrators and social workers) fromrtii@west northeastand other US course
sites (see Table 1). These interviews offered the perspective-gstuaents who were
immersed in the course and who saw the students and their experiences from a different vantage

point than the students themselves.
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Table 1
Data Collection

MIDWEST COURSE SITE

Technique Time Frame Population Interview
N
Participant 20142015 Students, families, staff, etc. n/a
observation
Interviews Summer 2015 | Graduates of 2012015 cohort 5
Interviews Summer 2016 | Graduates of 2012015 cohort 5
(follow-up)
Interviews Summer 2015 | Course directors, instructors, staff 10
Interviews Summer2015 Drop-outs of 20142015 cohort 2
Interviews Fall 2015Spring | Graduates of previous cohorts 5
2016
NORTHEAST COURSE SITE
Technique Time Frame Population Interview
N
Participant 20152016 Students, families, staff, etc. n/a
observation
Interviews Fall 2015 Current students of 2022016 cohort | 18
Interviews Summer 2016 | Graduates of 2012016 cohort 17
(follow-up)
Interviews Early fall 2017 | Graduates of 2012016 cohort 12
(follow-up)
Interviews Fall 2015Spring | Drop-outs of 20152016 cohort 3
2016
Interviews Fall 2015Spring | Graduates of previous cohorts 6
2016
Interviews Summer 2016 | Course directors, instructors, staff 6
ADDITIONAL COURSE SITES
Technique Time Frame Population Interview
N
Interviews Fall2015Spring | Current students and graduates of 200 37
2016 2016 cohorts
Interviews Fall 2015Spring | Course directors, instructors, staff 24
2016
150total
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Informal, Ethnographic Interviews. Ethnographic interviewing is a specialized form of
interm ewi ng meant ot anewiledgeniamsli gdat her cul tur al
2006). Such interviews were ongoing, as there were many opportunities to speak with students
and instructors before and after class, during breaks arldsa activies, and at outside events
and tubring sessions. Thisapproaghhi ch | t houghtsadfi omeme tdsa ni ¢ m
persewas especially wuseful in eliciting partici|
time (Marshall & Rossman, 2006).

Secondary Data. | also analyzed publically available secondary data related to Clemente
(e.g., course syllabi, websites, newsletters, and Facebook padasy of these sources featured
student writing, interviews, and profiles as well as staff patipes on various courses, their
content, and events. | explored these secondary data sources in an effort to further triangulate the
information | had gathered through participant observation and interviews (Stake, 2006).
Data Analysis

This naturalistic study involves fian insep
dat a anal y sHagi® Skipher, & Alleand993) p. 114). The processes of data
collection and analysis were interactive, which led to adjustments inieweguestions and
observational strategies as new information emerged. Curry and Wells (2004) offer guidance for
researchers, such as myself, who analyze interviews and field notes through a transformative
l earning |l ens; they astki gdtHioovn hapernt doateed oipm ct loi
what kind of transformation did this person experience; and how did this experience change how
this person interacted with their world?0 (p.
me to bear in imd as | analyzed the data.

|l used NVivo for data analysis and foll owe
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That is, I: (1) Organized and prepared the raw data. Digital recordings were transcribed verbatim

by a transcription service per IRB sgg@ations regarding confidentiality. To protect each

participantoés identity and still differentiat

a pseudonym and each recording was given adhamtifying numbered descriptor before

analysis; (2Cl1 osely reviewed all transcripts, field

information into meaningful categories in order to allow for the examination and interpretation

of the data; (4) Described the physical setting(s), the people involved, the e ntok place,

and the experience as a whole; (5) Created narration, allowing the researcher to make meaning of

the data through the discovery of emergent themes and patterns. Data were synthesized to make

it a fAreal 0 exper i eterpeted &nd drewtcdnelusions.ader ; and ( 6
Codingis a process for both categorizing qualitative data and for describing the

implications and details of these categor@sding followed the techniques outlined by Strauss

and Corbinds (199 0a3anaysisopenabding, focuses orrsglectifeacodingl a t

and axial coding.Initially, | did open or lineby-line coding, considering the data in detail while

dewelopingsome preliminary categorigsater, Imoved to morselective codingit he pr ocess

selecting the central or core category, systematically relating it to other categories, validating

those relationships, and filling in categories that need furthe e f i nement anthd deve

coded with respecttocoreconcepte . g. , st udent s ankpargnissgpersopaht a s

transformation, salient aspects of the program, and s(stnauss & Corbin, 1990, p. 116)

created selective codes by connecting and consolidating axial codes and abstracting from the

evidence contained in the data. Themes became apparent from analysis of interviews and

observations and were continually refined until a generalized pattdineoftst udent s exp

was established.
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Validity

Although there is no truly neutral research, and critical ethnography suggests we need not
apologize for using research to criticize and change the status quo, data credibility checks to
protectresearchgai nst what Barton (2001) terms- Aour
reflexive social science. A potential weakness of all qualitative research is that the researcher can
never be absolutely cert ai avelbenacturaglginterpreted.p ant s
This is because communication is inherently imperfect, but also because 1, as the researcher, can
never fully escape my own subjectivity and biases. Although | have had the good fortune of
being integrated into Clemente as atwind had the support of coordinators, instructors, and
staff, | can never fully escape my outsider status; there is the very visible difference of my race
(white) and social location (doctoral student at the University of Chicago), which invariably send
nonverbal messages. As a result, reactivity and researcher bias pose threats to validity. My
presence in the classroom may hauvléieditomf |l uenced
alleviate potential reactivity by explaining my background as a foteagher and current
doctoral candidate, my role as a participant observer and tutor, and my sincere interest in
studentsd6 experience in the course. When exp
reiterated that participation was voluntary and afdd@as confidential and used only to inform
my dissertation. Although | got the sense that students grew accustomed to my presence and
perceived me as a member of the class to some degree, | remain aware that race, gender, and
perceived social locationwee r t hel ess act as a fApowerful and
(Hammersley & Atkinson, 1995, p. 109).

Researcher bias is an additional threat to validity. As a former educator wieft far

political and social beliefs, | am committed to education for edudatoon s a k e , not f or
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creatingamore efficient or specialized workforce, and as a former teacher ahtovme,

historically marginalized students, | believe in the power of education to foster personal and
intellectual growth. To mitigate this pantial bias, | reflected on any preconceived ideas and
assumptions | might have, as well as any attitudes, feelings, and perceptions that arose during

data collection. | also actively sought negative cases. This study was originally designed to
examinestudents and staff in two cohorts of students. However, in an attempt to find negative

cases, | deliberately expanded the sample, amt macessary IRB amendments, to include

students and staff at course sites across the US, as well as drop outs pomtfiather (2003)
argues, Alt is essential that the research de
data are to be credibledo (p. 191).

Descriptive validity refers to the accuracy of data reported by the researcher (Johnson, 1997). To
strengthen descriptive validity, | employed triangulation, the method of utilizing several data
gathering techniques (e.g., participant observations, ethnographic intervielepiin

interviews, secondary dataalysis) (Denzin & Lincoln, 2001 Trianguldion allows for

enriched data, potentially thick descriptions, and the examination of a phenomenon from more

than one vantage poinfiriangulationof different data sources was employed in the collection

and examination of dactaa itoon ofi fuwirl d hae ccoah eergeorrti e
(Creswell, 2003, p. 196). Triangulation, however, does not mean that all data sources necessarily
converge to reveal the Atruth. o Hammersl ey an
that triangulation will prodce a more complete picture is naive. They argue that differences
emerging from data are i mportant in that they
triangulation is not just a matter of checking whether inferences are valid, but of discovering

whichi nf erences are more valido (Hammersley & At
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There is a direct link between data triangulation and data saturation; triangulation works
to ensure saturation (Fusch & Ness, 2015). Clear guidelines for determining saturation are nearly
nonexistent in the qualitative methodology literature (Bowen, 2008). Data saturation entails
bringing new participants into a study until the data becomes redundant. In other words,
saturation is reached when the researcher gathers data to the pamngafiding returns, when
not hing new is being added nbBbwenme2008)yeathe
study. | noticed data beginning to replicate
northeastern course site, but, rathenthasuming | had reached saturation, | expanded the
sample in search of negative cases. | did not find any divergent cases, and data moved closer
toward redundancy as the number of interviews progressed. | nevertheless interviewed everyone
who availed temselves to me through the early summer of 2016. Data saturation is said to be
reached when there iIis enough informa3ion to r
Walker, 2012), when the ability to obtain additional new information has been att&inest
Bunce, & Johnson2006), and when further codimng no longer feasible (Guest, Bin &
Johnson2006). | am confident that this study meets these criterion.

|l nterpretive validity can be obtained to t
and experiences are accurately understood and reported by the researcher. Member checks allow
participants to fAcorrect e@&rfMamd]oft of adth eor aaerd
informationd (Guba & Lincoln, 1989, p. 239).
analysis. | reviewed my interpretations and tentative conclusions with participants who availed
themselves and in the event of a disagreeregt interpretation, | asked the participant to
clarify their perspective. Reason and Rowan (1981) argue that member checks need to become a

standard part of emancipatory -alemt@genddithedesi gn
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spectrum ... godsack to the subject with the tentative results, and refines them in the light of the
Ssubjectsd reactionso (p. 248). l ndeed, I felt
subsample of the research participants to elicit their thoughts on my donslus sum, | paid
close attention to the credibility of the data and used both constructive (during the process) and
evaluative (post hoc) procedures to ensure the trustworthiness of the research and provide quality
assurancé that is, | employed triagulation, member checks, and negative case analysis.
Managing My Role as Researcher

The inherent power imbalance between the researcher and the researched, and the ethical
concerns related to this imbalance, are often dwelled upon in qualitative regeeatire.
Attention is often paid to the asymmetric roles between the researcher and the researched.
However, the |literature also stresses that qu
epistemological ground: the researcher determination to minimizistaace and separateness
ofresearchepar t i ci pant r e iMdlér,iSoier,& Pespashp2000,. 279 i1 e | i
Indeed, | worked to minimize the social distance between the students and myself whenever
possible.

In many ways, | waslearly an outsiler. | am an educated, middtdass, white woman
studying lowincome, adults of color whose educations have been interrupted and who, for the
most part, have been unable to fulfill their educational goals. What perhaps was less obvious was
that | grew upn rural povertycome from a family with little formal education, and know all too
well how poverty so often derails even the best laid plans. Too, | have only ever worked in the
education field, and in poor urban areas, so both field sites were faDéspite my familiarity
and comfort with my research sites, my outsider status was always present in some form or

another. For example, it was made clear when a student, Rick, wanted to walk me to the train
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after class because he thought it was dangdooswhite woman to walk alone. He mentioned

this in an interview:
| tell you, when | first learned that you were walkiégby yourself, | said, | said to
myself, and | even said to my mom, |l said

little lady, this little white lady, walkingg by her sel f at 9 o0dé6cl ock
canot have her walking down there by hers

her . o0 | said, flJustitbatprojective pktofopey s twO&,aliod ,0 i
got to come and step in.o And see, thatoés
before [prison], was | always like that? No.
Rick, another student named John, and | often walked to the train together, and | used that
opportunity to talk with them about the night
Indeed, developing rapport was crucial to the success of this prbjetie beginning, | gave
careful thought to how | could reduce social distance between the participants and myself. 1, like
most researchers, wanted to be accepted. Rather quickly, |1 developed friendly relationships with
nearly all the students; | madepoint of not asking pointed, intervieike questions and simply
engaged in small talk with them before and after class. We talked about children and jobs, TV
shows and pets; we joked and laughed. With time, students shared more personal information
with me, which | think is due largely to the fact that | acted as a nonjudgmental listener. In short,
| used that time to get to know the students on a personal level, and by the time | was ready to
conduct an interview, a friendly, collegial relationshipl lsdready been established between
most of us.
My embeddedness with the Clemente classes led me to reflect many times on the
relationships between the research participants and myself. There were times that | contemplated
the invisible boundaries betwethe researcher and researchedr éxample, | once

complimented a participant on a necklace she was wearing, and she took it off, pressed it into my

hand, and smiled, telling me it was an African tradition to give away the item one is
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complimented onWas it ethical for me to take the necklace? Another participant bought me a

coffee from Starbucks and brought it to class as surprise. Was it ethical for me to accept it?

During graduation, the students presented me with a plaque and a potted lily] lwieahthey

had poold their money together to buy. a4/ it ethical to accept those items? | thought deeply

about instances like these, instances which happened moré¢haiteranticipated. There were

other times when boundaries were much clearer. Gnminally ill student texted me during

a weekend

to ask if he could talk with me abo

knowing | was iltequipped to offer heakh e | at ed advi ce, referred him

worker. Another time, atudent, Tisha, disclosed to me that she had been sexually abused as a

child and, knowing | had a social work degree, asked if | could counsel her. Similarly, | told her

no, referred her to the appropriate sources, and she subsequently began priygteSherkter

mentioned this instance in an interview. The following excerpt demonstrates how we navigated

boundaries but also shows that Tisha came to see me as not just a researcher but also a friend:

Tisha:
Charity:

Tisha

Charity:

Tisha

Remember how | wanted you to counsel meyarmdu  coul dnoét ?

Right.

| 6m gl ad you kept sitli k@0 %dwi tsh eme a&s
werbe tal king about, but | definitely
file as one of my clients because it would kind of interfere i

[ research] . o You know what |1 6m sayi

And you understood that?

Yeah, and | respected that because a
mi ssion, and you wouldndét want to co
somet hi ng Tivonkatire pelopdetwould dave to be in that
situation in order for it to really work because if you and | had fell out

because of that, it probably woul dno6
pl ace. You know what | 6m sadgeandg? So
one thing falls out of the bridge and the whole bridge goes bad, it means

the bridge wasnodét built to |l ast in t
understood.
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| realized that maintaining a rigid researcher role would alienate me from the students,
andl did not want to experience the depersonalization that can accompany a mechanical
approach to qualitative research (Daly, 1997; Oakley, 1981). With time, | was able to define my
role as a qualitative researcher as | came to understand the importdamee ofg r i nci pl es of
exchangeo and minimizing the power different.i

(Daly, 1992a1992b).
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CHAPTER 4: Humanities

Al didndédt even fully understand O6humanities, 6
understanding it and then just studying it, we studied, like, Shakespeare, Henry David Thoreau,
and Gandhi, and, you know, Martin Luther King. We studiedraad these things and just read
about life, you know, philosophy. It just opens your mind in a different way and opens your
eyes. When you study that and when you think
todayodos sociilawayscanepelk itad lyace because for me |
about. |l 6m a Bl ack man and thatdés just, you Kk
So, when | study humanities and see how it opens my eyes, it helps me to see things a lot
differently nowthadr mi ght have before. o

i Cody, 2006 graduate, African American, age 38

ACl emente wil/ forever be in my heart. I t O

where, 60h, |l 6m just not going to botmer [ w

there is so much more out there. It taught me a different way of thinking. It challenged me,

encouraged me, enlightened me. e I f I could
T Adelaide, 2016 graduate, West Indian, age 55

S
It

*k%k

While the contenbf a Clemente course @@mparable to most any colletgvel
humanities survey clastor most ofC | e m e studen§like Cody and Adelaidehe content is
unfamiliar and a world away from theb training programand basic educatioroarsego
which t heyo6ve (@unonghmam,deddHylandRussel& Groen, 20)10ver
the course of two academic year s, |l sat in CI
infectious enthusiasm for theimanities and spoke to graduatessyme of whom wera decade
or more posClementewho routinely and wholeheartedly praised the course. Through class
nights and conversations, | couldnodét help but
Would | see and hear this same enthusidsmi t had been, say, a biol o
unlikely to ever know the answer to the latter, | did ask students, graduates, and staff the former.
This chapter focuses first aforemost on Clemente studentgho they are and what drew them
tothecousebut it also examines the programds curri

humanities education firmly rooted in the Western canon.
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Who Are Clemente Students?

Clemente students are al | admrdditiond edaramer s a
imprecise term used to describe a large, heterogeneous population of adult learners whose
myriad life circumstances can interfere with their ability to access and persist in postsecondary
education.While definitions vary, thil\CES(2015)definesnontraditional students as meeting
one of seven characteristics: delayed enrollment in postsecondary education; attends college
parttime; works fulttime; is financially independent for financial aid purposes; has dependents
other than a spouse; is a single parentjags not have laigh school diplomaMost Clemente
students meet several of those characteristics. Withindhéraditionalcohort, of course, is a
large number of adult studeritsa pool often defined as 25 or oldeand that represents the vast
majarity of Clemente students.

For many of the students in the sample, the course represents the first positive
educational exper i e nhererecoumtedyedjayingesechepirtichbedyd , whi | e
reading,as a child but were derailed along the w&yoss (1981gmphasized hat st udent s o
difficulty starting or finishing education increases with the number of barriers they experience, a
finding also supported by Bowl (2001): AUni ve
disjunctionwhichisitnsi fi ed i f -thadiltiaomalkdiisnomome t ha
Financial, institutional and clagsmsed barriers impede the progress ofnana di t i onal st u
(p. 157). The educational trajectories of nearly all Clemente students in the progtadied
were interrupted at some point by various life circumstances: physical and mental iliness;
familial obligations, most often caring for a sick or elderly family member; pregnancy and

subsequent childrearing; substance abuse; incarceration; iedatdebtand transcript holds

! See Griffith (2016) for commentary on lemwcome students and transcript holds.
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poverty; indecision; and academic failure. Numerous Clemente students recounted how they had
enrolled in vocational courses, community colleges, and, in rarer casege&owniversities,

only to drop out and then enrdditer somewhere elsewhere in another program entirely. This
pattern is exemplified by AnMarie, a 2016 course graduate and mother of five in her early 40s,
whose educational history was marked by interruption, uncertainty about what field to pursue,

familial obligations, and an inadequate support system:

|l dondét remember what year | graduated hig
| went straight into the secretarial arts course. It was more like a trade school. It was a
two-year degree. lidd nét finish there, and then | wen
[ for early childhood education], |l dondét r
l eft to complete. Il just never went back,
anymore.That was also a twgear degree. That was me trying to better myself, but the
pressure of the family, going to school. W
and the only support that | had was the counselor at the school for guidance. He did as
much as he could but, apart from hakdat, | ]

Rick, a 2016 graduate who spent 25 years in prison immediately prior to enrolling in Clemente,
recalled an unstable childhood in group homes and special edudaseas and an educational
path that was ultimately interrupted by incarceration:
| got my GED, and prior to that, my educational background was | completed the eighth
grade, maybe. Most of my education was-salight, you know? | acquired a lot of

educdion, | guess street education. But from an academic standpoint, | was just picking
things up as | went along. Inside the penitentiary, | went in in 1996. In 1995, they took

the coll ege programs out. So, even though
college courses unless | was paying for it. | was always told | was a good kid in class. |
never really saw that, but | was always to

the time | always remember being, | was never in mainstream classes.\vags ia
Special Ed. | grew up from group homes to group homes, so of course there was some

behavi or al i ssues that | was dealing with.
seriously. | never really took it seriously, especially when it makesegwafcertain kind
ofwayiyoudre deemed different and | ooked at

[eighth grade] because | got in trouble. | ended up going to a [juvenile correctional]
facility, and then from there | just never stepped foot in esobasn again.

Clemente was the first educati bavexBOyearsper i ence

The inability to qualify for and | ater pay
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unfulfilled educational goals. Darnell, a-§dar old studenin 2014 who ultimately did not

complete the course due to work conflicts, ex
decades prior because fAimy | oan SelectveSerecai ed bec
when | turned 1&50y e@irmioll alr ICYy e méme reylst udent , e
gualify for financial aid until a |l oan she ha

years old then and didndét know anything about
$8,000 loan, and I wanna go to scheolbadr i ght now. o Finally, Meliss
her early thirties, followed a more traditional path when she enrolled in college directly after
high school, but her plans were derailed by a lack of understaofiimyv financial aidvorked
and, later, by pregnancy:

| went to vocational high school, got my diploma. From there, | tried to go to college, but

no one in my family had gone to college. | had one uncle who was doing, like, one night

class at a time. Sotdok out a small loan, registered, paid tuition for the first semester,
paid for my fees, paid for my books, and then | ran out of money. So, by the time | got to

the second semester, I couldnét register b
supposed to go take out another | oan, so |
registered for the second semester. So, I

Probably about six or seven years later, | tried to go back to community college. |
enrolled in two courses. | finished one, started the next one, got pregnant, stopped going,
dropped out. So, | got credits for the first course, but | got a failure for the second
because | didndét wunenr ol-dreditcouesgitasgretty way .
rigorous. ..ot | di dndét get any degree credit for
Since graduating from Clemente, though, she enrolled in draditional college program
where she is studying for a bachelords degree
While the educatinal paths of most Clemente students vieterrupted or postponed at
some point, there is no one At ypeansome though e ment
some Clementispired courses do not verify incomes. Nationally, Clemente students are

mostly racial minority women with an average age of about 40 and the vast majority of students

fall u notheaditiomab e hédadi ng, but any given Clemente
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races and ethnicities, abilities, educational histories, antvaions. Natasha, a 2016 Clemente

graduate in her early 20s, learned about Clemente from her mother who had graduated from the
course the year prior. Natasha somewhat | oki
who fApressurechrioéed .ddughldteer dtead t o sign up pu
my mom, 0 she said. AThereds really no other r
explained that she entered the course with a

| mean, truthfully, | had this kind of negative outlook on it [Clemente] at first and was

|l i ke, 1 6m gonna see a bunch of, |like, outc
bad to think that way, but | was like this is a bunch of random peopleaddigts, and
what ever who didnét do anything in I|ife. J
a free programl! | get a free bus pass, and
ends up being so much mor e ofhastheirtovanastory, ¢é |
Sso you canodét really |l ook at people and jus
that . o

Natasha entered the course assuming that it a

some degree, as Clemente students bétea been pushed out of or excluded from a variety of
institutions, but her conclusion that Aeveryo
description of Clementebds students and unders
classroom.
Humanities i Does It Matter to Students?

The public discourse around the humanities has tended to focus on its alleged state of
A c r ii that 5,@ decline in interest and productivity. According to the Humanities Indicators, a
project of the American Asdemy of Arts and Scienc#sat provides information on the state of
the humanities he number and shares of students earni
and masterods | evels has decr easedAmercanr t i me,
Academy 2016. While it is true that the number of students majoring in the humanities in the

US is down from its peak in the 1960s, the fc
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not in the last decade, and that drop was from an unpreceduesti@mical high. Since then,

enroliments have been fundamentally stable (Meranze, 2015). Despite this relative stability,

American colleges and universities have closed and revamped humanities departments and cut
faculty positions for the past several y&aropelled by politicians who question humanities
programs on the grounds that theyodére i1 mpract.i
politicians on the issue of humanitieso utili

AWelders make more money than philosophers. Véel meore welders than
phil os 0pldidaBenatod Marco Rubio

Alf 1 dm going to take money from a citizen
that money to create jobs. So, | want that money to go to degrees where people can get
jobsinthisst at e. ls it a vital i nterest of the s

t hi n K Flaida.Governor Rick Scott

Al f you want to take gender studies thatos
dondét want to sulgoiidigze ot gat i feafmenmidcimted @ npotb
Carolina Governor Pat McCrory

fAs an English major your options are, uh, you better go to graduate school, all right?
And find a | formerMassachudetts SovernooMitt Romney

Al promise you, folks can make a | ot more,
trad t han t hey mi gHh Presidéent Barack Obama (daschik, st or y
2014)

While the health, future, and utility of the humanities have been a édponversation for some

time in higher education and political circles, Clemente students are largely unaware of the

discourse. Most students enter the course with little to no understanding of what the term
Ahumani ti eso means hraughdvortl & eouth or byfreatinga flyerorur s e t
poster at a social service agency or library. When | asked students what they thought when they
first saw or heard the term Ahumanities, o0 res
the firstcampver e t hose who didndt know what the Ahurt

to the course because of its content:
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Tim: At that ti me, no, I didndt know what
confused, because at first, you know
humanitie® o

*k%k

Ann-Marie: I didndét have a clue, and it didnot
*k%k

Alejandra: | , honest | y, knbvavbat that [huenanities]dnieahtn Tthe only

thing that made sense to me, that attracted me to the program, was the
college credits and the supports that | would be getting to finish the
courses and thatoés pretty much it.

*k%k

Rick: No, i t dandyntohti mge atno me . I dondot reall
that word from a college perspective. | always looked at it for what it was,
you know, humanities, you know, peo
humanities é or anyt hi tnptted ltwasjust or t
about being in the circle of these
really mattered.

Y
h
h

The second camp consisted of those who were unsure but could make an educated guess as to
what WAhumanitieso meanued and were sufficient
Inez: No, it didndédt [matter], to be honest
had to take a wild guess at it that it meant dealing with human issues.

Yeah, just the word itself, | just t
becaus e toréevéasthegnoer pags of us.

*k%k

Tameka: It made me curious. It made me very curious. | went to find out what it
[humanities] was about and why do they call it that. That was one of the
first classes, the orientation class was totally awedmoausdhey
cleared everything up for me, and it made me want to come back. It made
me want to come back.

And in the third camp were a minority of students who were familiar with the humanities based
on some prior experience, whether smlication or high schoor collegelevel courses, and

were attracted to the course precisely because of its content:
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Chadwick:  Well, it was great because | actually had took Humanities 101 back in the
early 0680s. € | didndét get a whol e |
art and | could tell it was, how you could put it, kind of a worldly craft, a
worldly opportunity for me.

*k%

Janelle: All the components of a humanities program are the things that | was
interested in. | mean, my major initially was British literatired ve done a
semester in Cambridge, Engl and. | 6v

and just world history, that sort of thing, so it just felt right.

***

Carla: It was so attractive to me. | mean it was one of my favorite things in
school. | had a humdies class in high school that | loved. Everything
t hat 0 s Taall thedifféerentocategorieisare so interesting to me.
ltds just | i ke an indulgence, a thin
yeah, it really appealed to me.
While a minoity of students were attracted to Clemente because it was a humanities course,
most applied for different reasons. When | asked students and graduates why they decided to
apply, they routinely talked about beimgi a At r a n saipadint io thedr livesevheredhey,
wanted to fibettero themselves and/ or the |ive
thatshe ppl i ed b e c au sendjob and gomg through a #ot oflitlkirgsin my life. So,
| figured that it wouldbe a breath of fresh air, you knowglaange ¢ -Karie, the recent
graduate referenced earlier, was similar to Debbie in that she wanted to change the direction of
her life. | should note here that interviewees often became emotional during our ciionvgrsa
recounting mistakes they6éd made, plans that h
that had disrupted their lives. Adtarie was one such interviewee, and she grew emotional as
she described why she felt compelled to apply to Clemente:
AnnMarie: Basicall vy, | 6m on a journey of redis
the years | have redesigned my life to accommodate my family. | had

twins when | was young. | fell in love and | had my children, you know,
young. | had to put certaithings on the back burner to make sure that
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they were OK. So, oh gosh, | 6m getti
pause]

Charity: It s OK.
Ann-Marie: Yes, so | had to redesign me to fit my family, to accommodate my family.

Now | & m act uydfredscoeernnganMare and dogg
those things thahnn-Marie like to do.

Ot hers applied because they want eduisa,o do s
a68year old 2016 graduate, said she faad t | i ke
useful . I wanted to exercise my mind because

regular basis. | go to work, | come home, go to work, come home. | needed to do something
besides that. o This senti ments asweeasbychoed by m
immigrants without legal authorization to work in the US. As one recent immigrant from South
America told me, Altds just something for me
| 6m not in school . | pjaussst mmye etdi ende , s cammedt hli ndge cti od
feasible, | can do it. It occupies my time, it gives me something else to do, and at the same time |
can earn some credits. oo

Many students expressed that they had long wanted to pursue traditional college
edwation but chose not to because of the cost, time commitmenty émeifgqerceived
incompetence. Mnystudents and graduates recalled both being labeled by others and thinking
of themselves as fistupid, 0 fAdaokphu,sd armod, samwardn
to the Clemente experience. Carol, ay@ar old African American woman aa®006 graduate,
spoke movingly about having been told decades
that she carried with her throughout her &feshe navigated motherhood, addiction, and
homelessness. Carol learned of Clemente through a flyer at her local library:

Il had a counselor in high school that told
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always had bothered me. Yeah, so, | alwaysdradching inside of my heart to go to
school. When | seen that [advertisement for the Clemente course], it was like a light bulb,
and then things went@amcdl|fl eaghed nha twearsi dli.kae , | fv
but, you know, | was going torsk, swim, or dog paddle til | got there!
Ot hers, particularly women, anticipated CIl eme
their education.Khadijah a 2015 graduate in her fortitgso |l d me t hat because s
graduate high school amehs insecure about her writing ability, it was important that she be
surrounded by Asupportivedo classmates and ins
around people who were |i ke me and supportive
[on the Clemente course flyer], and there was so many women of color that looked like my age
mates, and Wowéaé PHaeeingi khbe €6l emente flyer wa:
Khadijahapplying to the course, though for different reasons. FaslQareminded her of her
desire to further her education and stopped her negativiabelfForKhadijah the flyer
depicted women who looked like her and would likely be supportive of her as a classmate.
An oftenrepeated reason for applyimgs als@erhas the simplest:tadents said they
applied simply because they wanteadtonpletesomething. With lives marked by numerous

false starts and premature stops, seeing the course through from start to finish was an important

goal for many students, andely expressed this sentimeritiwsurprisingly high frequency:

Jimena: | wanted to get into something and complete it.
*k%k
Adelaide: | really want to finish. | just want to finish.
*%k%k
Luisa: If I start something, | would like to finish ¥Vhether the finished part is
going to be what | expected it to be
So, thatodés part of the reason why |

know, unless something happens that actually really can keep me from
continuing to go on, | plan to finish.
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*k%k

Rick: So, that s what Il 6m | ooking to get f
to start something and finish it.

*k*

Al: First and foremost, | want to graduate with flying colors. | really want to
complde this, | want to.

The Curriculum

So, what, exactly, are students so determined to finish? An analysis of syllabi from
Clemente and Clementaspired courses across the US, as well as discussions with course
directors, faculty, and graduates, reveht@ad range of material covered, with Baffiliated
Clemente courses covering the most seemitrgditional humanities textsThough Bard
approves syllabi for its courses, there is no uniform curriculum, and there is considerable debate
among course directors and faculty as to what should be taughoeriidshould be taught.

Clemente students study a variety of texts, afidts differ by course site. By way of
exampl e, in a literature $omaspdCeBuedddne s o mi gh
Quixote D a n tindeing D i ¢ k éreat &xpectationdH o me Thé Gdysse\H u r s {Theein 0 s
Eyes Were Watching Godafka 6Tee MetamorphosiS h a k e s Macbeth8 6 phoc | es 6
Oedipus the KingandV o | t a&andigedSsidents might read shorter worlkde plays, poems,
and short stories in their entirety and read excerpts of longer works lik&heagdyssey.
Studentsvorking to receive credit might be asked to write two formal pafeegs,a response
paper and a more analytic papas)well axompletein-class exercises.

Phil osophy <curri cul Nichomacheah thicjhavet i Asdbst ot |
Meditations Bergera n d L u ¢ Khe8acial Ganstruction of Realiipe Be adheoi r 6 s

Second SekE p i ¢ tHandhoskb a n oBhaéksSkin, White Maskbkl o b blewsathanKa nt 6 s
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Groundwork of the Metaphysics of Moraisi n beftes from Birmingham JaiMarx and
E n g eMarifesto of the Communist PargndP | a Repdbkc Students might be asked to
write a paper about variousdéd philosophersoé id
US history might begin with an exploration of what history actually is and then move
through coquests, the making of colonial America, the American Revolution, slavery, westward
expansion, immigration, the Depression and New Deal, World War I, civil rights, and current
i ssues. Students mighA Beophksesdg HidbsSatebp o f | i |
but would also be assigned a range of primary
letter to Queen Isabella, tieclaration of Independence J e f Netas snahe &tate of
Virginia, and the Plessy v. Ferguson case brief.
Art history is typically a survey and covers ancient Egyptian, Greek, Romanesque, and
Gothic art and architecture; the Italian Renaissance; some Africanrateentrandtwentieth
century art, photography, and architecture; and contemporary art and arohit&tiudents
might be asked to write weekly journals related to formal analysis as well as a final paper. Some
sites use classic art DbArtShrooghtheAgés wwax1 ebboke, s
others rely entirely on PowerPoints and hartslou
Critical Thinking and Writing oftenheprovid
Transformation of Silence into Language and ActonDavi d Foster Wall ace6s
addr ess, 0AThNewvYorlsTimdeditogals Stoderssmmaght gdore different forms
of writing such as articles and editorials, letters to the editor, research papers, and fiction as well
asexplorethe nuts and bolts of writing an academic paper for ¢lassbrainstorming,
outlining, crafting a thesis, supporgion e 6 s | deas, and Chassoigildalsog pl ag

include presentations of studentsdéd writing as
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Each year, Bard College hosts Clemente and Clemiesi@ed course directofand a

few faculty and individualinterested in starting coursés)m across the US and Canada for a

weekend to discuss their courses, including best practices, challenges, and so on. My field notes

from an annual meeting reveal the discussion that often takes place among the dibectiotise

canon and its place in Clemente courses:

Suzanne,alongi me academic director, makes the st
texts withnontraditionalt e xt s i s fantast i c-timedreBarbndr t , wh
whods been dootebioong Bhl hmerning, |l eoks wup
Western texts to go with canonical texts, lBedipus 6 he says. Valerie,
the few women of color in the room and with a shorter Clemente history than many

ot her s, s ay epbachk &d look at eud biases assatademics: How much have

we inherited what we think is important? Why is it we privilege certain knowledge over
others? Itdéds a dangerous |ine to say [to s
site, wedmeael iaabtewnt questioning the canon. ¢
completely outside the canon, but | canot .
its university affiliation, and thus its ability to award students college credit, if she were

to abandn the Western canon entirely.

Robert has stopped drawing but still holds his pen in his hand, and it punctuates each

word he says, fAThe end in mind isndét that
theyoll be mwel ® to question
Annie,ad i r ect or of a course that i's not affili

fall in love with GilgameshThe Odysseyand St. Augustine. | question the canon and |

wi sh we had more time to question the cano
Suzane, who earlier made the statement that pairing canonical and noncanonical texts is
Afantastic, 0 agprideies : kiGwiune nt sedeewonrmks. ¢é
what people at Bard know. 60

Valerie is still trypenhgpsthareiggkeowledgeefnamthgroi nt a
cultures where students can still think critically, ask questions, where students can see
themselves. 0 Therebds nodding and agreement
AThi s makes me Meditatiorls 00 fA nlhe sec avatgesdelts wadn e o f
I n an abusive relationship, and she just k
a thinking being. | am a thinking being. o
texts that we see as outdated can impact them in ways weevou6t guess. 0

One of the pedagogical concernsofana noni sm i s marginalized stud

themselves (Casement, 1996). According to this position, students from marginalized groups

should be given the opportunity to develop-selfareness and personal identity, which means

confrontingtheiroppr essed status and working through it
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Western canon, however, mar ginalized students
diversity e but they are denied an opportunit
55). Anticanonists argue that students from marginalized groeed a curriculunthat
emphasizes ficountercultural, that is, counter
(Casement, 1996, p. 55). Reform canonism rejectscantin extremes but suggls that works
by women, racial minorities, and other historically marginalized groups should be subject to
possibleinclusion (Casemeni996. Most Clemente faculty and course directors seemed to
embrace a sodf revised version of the candeachingclassical Western texts as well as some
works fromother traditions and culturelsut those with Baréffiliated course$requently
emphasized the importance of teaching a core group of canonical texts.
As one longtime director told me:

Everybody shouldead the Allegory of the Cave. | think they need to read some

Shakespearéntigone theDeclaration of Independengcketter from Birmingham Jail
you know? Those are the kinds of things that | think should be part of any Clemente

cour se. Beadh the dedd white guysdeconstruct them, either. | mean, that
can be part of it, but I just think itds i
where these ideas came from. é | think ito

[Clemente] sbuld keep having it, and I think that we will always insist that some

exampl es of t he uoderstandtheaconeernt bait ignd of see i as |

both-and noteither-or.
Similarly, a |iterature pr of e sasfawryeaw éxpldined b e e n
that he was still wrestling with what to teasdich year He began by teachingxts exclusively
from the Western canon but, for the second year, amended his syllabus to include more Black
writers. A graduate of that second yearwever, approached the professdren she learned that
the previous class had reddeOdyssey perhaps no better example of a canonicaliteoit

her class, with a reading list geared toward writers of the Harlem Renaissance, hiackinet

two years sice, the professor hastriedtostrikeer e of a bal anceanbet ween
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noncanonical works:

The first year, | was a strict purist. | wanted to teach classes that covered Dante and
Shakespeare €€ and | veered nswagmdstly he next
African American, so the curriculum was tbpavy with African American readings.

Essie [Bridge student] heard this class [first year] was reddie@dysseynd asked,

O6How come we didnét get t o rsscadndatherat ? 6 Th
thhought the students would embrace. Ther e
out. They should read something from Ancient Greece TlileOdysseyr Oedipus

some of Danteds cantos, s omeClémemegCodrsemm Sha
theHumanities so we definitely need to teabhhmanitiegexts, but also some
contemporary stuff. I tried to blend some

The question of what to teactidenGwasmsont eds h
raised by Manuel, an executive director of an organization responsible for financial and
administrative support for its statebds Clemen
started their cour sesowglhlt awdro &Eaddc &Sheorag «,0
the classicso but, fairly quickly, found @l ot

At one point | remember when we just started the course | went to meet with folks at a

local university, and they we not interestedtallb e cause t hey didndot |
of the classics. They very much believed that people should be reading contemporary
literature because contemporary literature had more diversity in terms of representation

than Shakespeare or a Greek tragedy. Ifa,t 6 s been t he sort of po
that have happened ever since our course s
had recently was do we want to continue to be so stringent about the literature class

always starting with the Greeksdathen doing Shakespeare? Do we want the philosophy
class to always start with Plato? é The st
go to the community and partner with them
want 20 and elpsh&pe whhteven it i that \we create. The question of how you

go about doing that with the Clemente cour
are sort of relying on us to expose themt

Though Manuel and &istaff had thought of asking alumni about their perspectives on the
curriculum, he acknowledged that they dAstil]l
staff member who was not an instructor, expressed sentiments more extreme than Manuel. She

fet conflicted working with Cl e-wobnid gatfdind cause s

very 0 From her perspective, Clemente seems to
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we think is really great and divepeopliethatodisftheé ev e
| anguage to be able to inter ac perpetmtinghiseilsee ci r c
oppressivehing? Are we just totally repeating thecycleddi i s i s what 6s good a
and right8é E v e n thdt any popukatéion you are serving, just asking them what they
want out of it, I dondt see that a | ot. o
One relatively new course director, however, spoke about plans to implement an alumni
group dedicatedte x pl ori ng t he courseds content:
One of tle things we are trying to work towards is, like, having an Alumni Advisory
Council who really help shape what the program is doing. | mean, a lot of our students
want to read Plato and thatods fine. | dono
or students who have never read anything b
and want to. So, | think the Advisory Council is going to be really helpful in just, like,
letting them know, these are the parameters that we have to work within, so abw wh
can you do within this and what are your suggestions?
The Advisory Counci l aimed to work from the b
suggested, though the Council is so new it is difficult to speculate what impact it may have on
the course and its curriculum.
Clemente takes an undeniably #pwn approach to syllabi construction, as most
university courses do. Brazilian educationalist Paulo Freire saw society controlled by a
dominant elite which foists its culture and valuesohe mas ses. I n schoolin
standard is conveyed through syllabi, mandate
educational practice based on standardization, on what is laid down in advance, on routines in
which everything is predermined, is bureaucratizing and atite mocr at i co ( Freir e
1989, p. 41). For Freire, curriculum controlled from above imposes dominant culture on students.

Traditional education invents its themes, language, and materials from thevtoprathethan

from the bottorrup, just as Rachel argued.
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Il ra Shor (1993) argues that i n curriculum,
Books, or as a Great Tradition of literature, music, painting, etc., or as the correct usage of the
upperclassear as the information and experience f at
and | anguage, Shor says, are fAalieno to the |
students remar ked that takingatgkee® a@onur sieowwad o
example, reading Shakespeare for the first ti
contends that Astudents become dependent on t
and ideas, to teach them how to speak, think, aniikadhe dominant elite, whose ways of
doing these things are the only onesShaareept ab
truetosome degres;t udent s have no real say in Clemente
and i de a sdghtareVvesr yndch the ptoduat of the dominant elite. But, as literary and
soci al critic lIlrving Howe (1991) argues, nAIl I
not clear how the human race coul doseurvive if
generation to the nexto (n.p.).

| was curious how students and graduates felt albeutainge of material covered.idht
seem diverse to them? Did they feel that they saw themselves in the material? Did any of the
concerns raised by faculty and ceeidirectors matter to them? Did students feel imposed upon?

Is the canon necessarily less liberating than the more diverse curricula? After all, questions about

the canon have plagued the humanities for decafes.r i ng t he fAcul ture wars
1990s, prominent conservatives held a traditionalist vision of the humanities. For instance,

William Bennett, who served in the Reagan administration as chair of the National Endowment

for the Humanities and then as Secretary of Education, argued thaeskern canonywhat he

defined as fAthe best t hat has been said, t hou
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human experienc@ s houl d be the foundation of Ameri can

1987 n.p) . ABecause our society is the product an
Bennet(1984)c | ai med, WA American students need an und
development, from its ras in antiquity to the presemt p . 9) . H &he ore ofthe nu e d: A

American college curriculum should be the civiizaan of t B®. West o ( p.

Others took a more critical stance toward the canon, which they saw as Eurocentric and
maledominated. In 1986, Stanford students, led by the president of the BlatdnSUnion,
formally complained that that the core reading list was strucen@ehdii an out dat ed
philosophy of the West being Greece, Europe, and-Bumoe r i ca, 0 whi ch was HAwr
hurtful to students fAmentally maedogmotedaa( Hyl
2015p.22§ . Stanforddos academic senate approved s
media portrayed the revisions as an end to the Western chlieovsweekanastoryt i t | ed A Say
Goodbye Socr at es gophlasapher AlanBiodmy(198/fvhose thaok he
Closing of the American Minthade a case for a humanities education firmly rooted in the
Western canon, argued that the Stanford revis
present and abandonmentioé quest for standards with which to judge it are the very definition
ofthecbsi ng of the .229er i cBlnoomdgd oarngument howeve
sympathy from liberals, as he dismissed works by women, racial minorities, aiWlesterners
as lacking merit (Hartman, 2015).

Any controversyelated to curriculum and the canon delssemed lost on Clemente
students and graduates | studied. In interviews, students and graduates never used the term
Acanond and, with v ehedgiverbity of thematerapcoveredrindhe pr ai s e

cour se. Obviously, it was more difficult for
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taken years ago, though their recollections were that the curriculum covered a diverse array of
authors, philosophis, and artists. Students and more recent graduates were able to provide more
detailed responses about the course content.
in one of three ways: In the first group were those who argued that the couesed a

sufficiently diverse range of authors, artists, and philosophers, but it was the content, not the

race, ethnicity, gender, or backgnolof its creator that mattered:

Al: |l thought it was diverse. We covered
Charity: Yeah, Cervantes?
Al: Right, yeah. Hebdés Spanish. They [ Cl e

X, we covered Martin Luther King, and we covered Charles Dickens.
Youbve got the rainbow of ethnicitie
ikewewee t oo heavy to one ethnicity or
about the story and the content, and | could care less about who wrote it. It

was all about what are we studying, why are we studying it, and how is it

going to inspire mé that was my perspewgt on the whole thing.

*k%k

Tisha: Looking at the material, I feel i ke
going to read it if 16&dm understandin
what 6s chosen [by the professors] or
sug ect i s not because somet Imstiked was w

in it, and it really gives the nitty gritty of philosophy. | kind of feel like

that s what speaks more to me than B
think a per s owndsangdo nsnaay ,s IfioMa idto, t hi s
someondslack 0 é It doesndt matter to me.
t hat were being covered [in Clemente
who presented this material, they presented it in a way where people

understand what happened, why it hap

*k%k

Duke: | feel that enough was brought in so
was being excluded or slighted. €& |
to get people up tepeed on what has gone on, what has passed, what has
happened in the past, how it relates

that might affect the future. é Ther
in. But what the class did for me in particular was it maeekind of
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hungry for mor e, so I 6m |l ooking for
just that for someone, then it would

Alongt i me Cl emente | iterature professor echoed

explainedthatsheel t strongly that Awhat makes somet hi

conversation or significant is not because it

What she found teaching Clemente students for nine years meshed with what | had seen in

the classroom and heard in interviews: AWhato

classroom, students €& ar e | Amdngtmewdstmajartyefr est ed

students | observed and interviewed, the canonvscantnd e bat e wasndét of par

Studentsver endt necessarily interesggedtdonowhebdbhebl

rather, were interested in works that somehow spoke to them, thabthelydhallenging,

entertaining, othatpiqued theircuriosity. The distinction of whether a work was a classic, or by

a Black writeror by a womanfor examplew a s asdntportant to students as the content itself.

In the second group were students who were under the impression that the Clemente

coursewas designed to mirror the college experience, and they believed that the material that

was presented to them was what would also be presented to an undergraduate. This was a point

that many students took prideiinthat they were taking eollegecoursei and their responses

indicated that because the subject matter was, presumably, also taught to traditional college

students tat it was appropriate and valid:

Rick: | saw it as: This is college and this is what college teaches. This is what

collegeist hese are the curriculum that <co
|l ong as the person [student] comes t
into it with, fASee, theyodre talking

You gotta look at it from a perspective tlyau perhaps had no idea about,
you know, who Socrates was or is or who Plato was or who is Kant. You

canét come into it saying, Al want t
Harriet Tubman and Martin Luther Kin
withthatmi ndset, then youdre not going t
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Luciana:

Charity:

Luciana:

Charity:

Luciana:

Roger:

*k%k

You know, the thing

give us the opportunit t o | ear n

I's that a
graduate, she kind of told me the concept of Clemente and that it was to
t hredeachimgiatrthg s
universities around the country. And so now what | heard is thairéhey

trying to see if they can teach this to pretty much anyone, especially low

friend

t hat

t

a

i ncome people that dondédt have access
ANow wkdsassign African American phi
whatever it is, that kind of takes
and expose us to, you know what | me
give us the same education that a university studetimg, then the
material was appropriate. | f weoldre ¢
then it wouldndot be the same educat.

understand what | mean?

Yep, mmhmm.

So, at the end of the day, if peegéel like we need a more diverse
curriculum then we need to develop another program. For this program,
the curriculum is appropriate. What | know humanities to be is the study
of philosophy and all of that. | did feel like this was it, this is what le&eam

to learn. €é But this is what philoso
change it? é We came to | earn philos
Philosophy is all of these, you know, white, old men, you know what |
mean?
Yeah.
ldon6t know, are there any Black aut hc
American or, you know what | mean, other races?

*%k%
We | | |, I think it was very diverse. é
i tds not about Af r i tainos, whateveri cans, Hi

nationality you are, but the fact is these were the people [whites] who
he world and how
pl e whoove

started to create t
There have been peo
made some changestoj but f or

t he

mo st

come a
part i

had no issue with any of the information in the stuff that they were giving
't uswually
tdhaThdyavree afni totpii m

us. I't was fun for
in it [Clemente] &
just critiquing and
who are actually sitting in the classrooms.
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Their responses, in different ways, bring up the issue of race. Each ofgibedests is
a racial minority;Rick and Roger are AfricaAmerican and Luciana is Latinand each pushed
their own racial identity to the background when talking about the content of the course. Rick
argues that Black students shouldnodotforenter CI
example, and Roger seems to,sdlpeit erroneouslythat the reason why there were fewer
African Americans and Latinos in the curriculum was not because of choices made by the
professors, but because nehites simply played a lesser role in worlgdtbry. And Luciana,
after explaining that she understood philosophy to actbaliywh i t e, ol d men, 0 en.
response by asking me if there are, in fact, any African American philosophers. These responses
show disenfranchised adults who have been soedtiz believe that white scholarslsipould
be more prominent in syllabi and that racial minority students should not necessarily expect to
see themselves in humanities curricula. Two of the three respondents had taken some
community college courses yeamsor to Clemente, but otherwise the respondents had no frame
of reference as to what might be taught in college. It is also possible that respondents were
hesitant to criticize the curriculum because I, the person asking the questions, am white. | was
aware of this possibility in raising the question and, in addition to assuring them that the
interview was confidential, | pushed and probed interviewees to explicate and develop their
responses.

There were just two exceptions, and they came from twckBieomen in their early
twenties, who were also sisters. Both graduated from Clemente in 201%ad some college
education. @e was simultaneously taking the Clemente course and attending community

college and the other was taking a semestdrafi alocal fouryear college:
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Maya: Once again, back to the fact that 16
Contemporary Black Writers course. So, for me, | felt like | had a balance.
But | can totally understand how if | was solely gaining knowledge from
Clemente | woul doéve felt |Iike, AO0Oh my g:¢
Alice Walker or TonMor ri son or Langston Hughes
would have felt that way.

*k%k

Natasha: Well, | know we had some Malcolm X for a little bit and we also were
talking about Bldwin,S o0 n n y 6.8ut B the ensst part, | think that

we did do old white men and | think
mai nly because for so |l ong in the wo
know, old white men have contributed to the world, ne else not

wo men, not Black peopl e, not anyone

that kind of subconscious way of thinking may have kind of structured

some of what we learned without [the professors] even really thinking

about it. Because | feel likbére are probably a lot of other types of

people, genders, other people who have made great contributions as

opposed to the great, like, Aristotle, Socrates, obviously Descartes, all
these great peopl e. But |1 d6m sure the
that it just has to be another choice for consciousness. Because | feel like

the default is so often like white male, you know, especially if you go into

a beauty store or something. 1tds |
nude for likewhitepeope, notforBlackp e opl e! 60 [ | aughi ng]
|l i ke a default setting where itbés ju

|l tds possible that the womenbés ages and recen
college setting better prepared them to make comparisbnsdrethe Clemente content and
content theydédd covered el sewhere, however oth
experiencds ome of whom had ear ned bydhetnmelitervieweda nd m.
them)did not take issue with the material covered in Clemente. In an earlier conversation with
one of the sisters, she remarked that race wa
to believe that the women were primed to speak critically aboetaiad perhaps more likely to
notice disparities in the curricula.

ltds worthementtoojinghat in two yearso6 wor

Clemente, the notion of a ficanond came up exa
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than about 10 minutes and, from my perspectiyv
with a substantive understanding of the term, how it related to the course, or in what ways
canon might be controversiaspecially if it were being taught to a classroom of historically
marginalized adults.

In one instance, an art history instructor agiéed to explain the term as it related to art
but was derailed by otopic students and uncooperative technology. In another instance, a
student initiated a discussion about what <con
more on genres ameferences and far less on the meaning of the canon. During the discussion,

a student held up her copy of the book they were reading in class at thevhicle wasa

noncanonicalworkk nd asked the instructor, AWwtuld this
waiting for a response, a classmate, who assumed thasit onsi dered | i terature
ist hat considered | iterature, because thatodés ||
just a compilation of nddadkrtvh etwsi.to Warse liintsd rrait
craftedit he | ines, the people she [the author] ch
l i nes. |l e6® MWhkéeat ©ald odaegs nadrt g Leatpll ya i tnr uveh,y iotn e
consideredi| i t er atureo but another might not, or wkt

interrogate over the course of the year, but others were not.

Perhaps more important is that students find relevamthe work presented to them,
whether canonicalnoffT i me and again, students referred tc
insomewayi Ever yt hing about t hat c¢ ¢madet all releeasttor el e v a
us, 0 or Al could relate what was IForleaapleni ng t
Al, a 2016 graduate, remarked on how his philosophy professor made the réeelatgbl® b y

making connections between the texts and contemporargtiteAl was absequently able to
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connect the readings to logvn life experiences

Heprofessor] really dug in deep and made it
thing about it, it was almost as if a lot of the things that | did in life started to make sense
when we started reading the philosophies. Because then it sort of sasnfedu know

what? 1 6m not the flidorns tnootn et hteo fg ot stbhsroobuegehh o

eye opening and at the same time it allowed me to view my life in many different ways.

€ He made it incredibly relevant, you know
Similarlyy, Roger , al so a 2016 graduate, felt that dna

precisely because the content could be related to the present day:
All of it was impactful because it dealt with like, a lot of the topics had to do with a lot of
things tha are going on in society now which made it very relevant, and it gave people
the opportunity to have an opinion about something because what goes on nowadays
affects everybody.

Shalisa, a 2015 graduated no interest in history unteking the US histry portion of

Clemente, whre the professonade clear associations between history and contemporary life:

| 6ve never really thought of myself as bei
just made everything sound so, he made it so that | ¢ate tastory to my life today and
kind of see how history.is shaping the wor

Dominant Cultural Capital

So is Clemente a colonizing force? Does Clemente colonize students into elite culture?
Traditionally, courses in the humanities hopedntroduce students to texts in which they could
appreciate Ahigh culturedo and participate in
Without explicitly using the term, students and graduates consistently referenced the concept of
domirant cutural capitall high status cultural attributes, codes, and siginaisd the ways in
which they had acquired and activated cultural capital through Clemente (Carter, 2003). Cultural
capital was popularized by Pierre Bourdiathoargued that individualsom different social
positionsare socialized differently (Lareau, 2015). Socializagores usa sense of what is

comfortableand seeminglyjormal whi ch he ter med habitus. The
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system of lasting, transposable dispositions which . . . functions at every moment as a matrix of
perceptions, appreciations, and actions ( Bour di e u83; itdi® ih the original).The8 2

amount and forms of capitéle., economic, social, culturathe inherits and draws upon in the
social world are dependent up@ourdienn8ePasseroamac kgr o
1977; Lareau, 2015}t follows, then, that genfranchised adultsften lack access to capital that

might suppartheiraspiratonsAs Prudence L. Carter Cator&l3) suc:
capital provides individuals with an mnmbility
powerbrokers in our societdp. 138).

Cul tural capital exists in three forms. Th
longl asting disposi ti oBowdieon,fl99Iphe. Ting secdndésamd b ody o
objectified form such as Abooks, works of art
cul tur al a IBwaltz, 1997p. §6). the thid s andnstitutionalized state that refers to
educational qualificationsThere is considerable debate about the applicability of cultural
capital, however. As Carter (2003) argues, ma
capital to thecharacteristicef the white, upper classes (DiMaggio, 1982; DiMaggio & Mohr,

1985; DiMaggio & Ostrowe 1980; Lamont & Lareau, 1988)u@ural capitalappears to hinge

on the dispositions arekperences of the dominant class. Though some scholars draw attention
tothec onc é@pt @ & o c edtheauliural capitaleokondominant groupss typically
discounted odisregardecntirely Carter, 2003, p. 13'Erikson, 1996; Hall, 1992; Swartz,

1997).

ltds clear that dominant cultural capital
degree, and while studentsd |ife experiences

paid to the nordominant cultural capital that they possess. nEs@ the students seem to
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overwhelmingly value the dominant cultural capital that is transferred to them through the
classical knowledge and seemingly elite cultural experiences of Clemente, rather than feeling
that they are being dominated or unwittinghposed upon. Through Clemente, students are
exposed to saalled high culture. They study the classics, and are afforded the opportunity to
participate in cultural spaces that before seeaflimits to many students. Hey are given free
tickets to pays, operas, symphonies, poetry readings, lectures, museums, and galleries, among
ot her events. When | taught high school , my
to know this stuff?0 or fiWhen am\eleromoedidl goi ng
hear those sorts of things from a Clemente student, and, as a participant observer in the class, |
was privy to many whispers, grumblings, and sages. Even when students mentioned not
enjoying or connecting witvarious aspects of tlwdurse, likeAbstract Expressionism, for
exampl e, oNichofacheant Ethicsheg Beser denigrated it or suggested that it was
oppressive.

Numerous students and graduates spoke abou
cultural activities util Clemente. Rick, in his late 40s, was so nervous about attending his first
play that he raised his hand at the end of class on a Thursday to ask what he should wear to the
pl ay on Saturday. After class, khreowsk@m gdnm:
have questions, like what time should | get there Saturday? Are my shoes gori&@kbe OA n d
indeed he did text me several timegst notably when he arrived nearly an hour early and
wondered if it was OK to wait in the lobby. After thatyladwatched students as they
congratulated some of the actors and took countless pictures of themselves in the theatre. They
were exuberant and smiling, talking about the plot, the actors, and the fact thatdeestood

the Shakespearean dialogua.short, they were visibly proud and happy to be there. At another
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point, | attendedRomeo and Julietith a group of students and towards the end of play, when
Romeo kills himself, | could hear a student sniffling behind me. | grabbed a little pack of
Kleenex out of my purse and turned around to see teaessatmi ng down tile woman
canbét stop crying, o0 she mouthed to me as | ha
|l ights came up, I turned ar dunod sthoe hseari da g aiTnh.i
someone well past middEge who would not have attended the play if not for Clemente but was
moved to tears. In both cases, the audiences were almost entirely white with the exception of the
Clemente students. Were they being caediinto dominant culture? Was that a bad thing?

Students had similar experiences at art museums. Jason, an art history professor,
explained thathevantst o transfer dominant cul tur al capit e
to walk into a museum and feel like they belong there, to walk into a gallery or walk into an
artistdéds studio and kind of thinkughatheibtd bhae
teaching in Clemente for only a couple year s,
[ students] say, 6This is the first time |6ve
0This is the fir s twalkthrooghthe doars and Hawe sombteingtosay b | e t
about t he ar t-wnmecokrse dideotorgbrwdifferent siteg similarly recounted

studentsd6 experiences at art museums:

Isabella: | remember | had a woman before who told me after ounfisgitat the
art museum, [she said] AOh, |1 sabella
years, and this is the first time 180
go to the museum every Thursday night for free, and many other
museums. |t ;aaofselegkecilu,s ijonst pkeiopl e t hi
what would | do at the museum?0 or #fA
realize that you dondét have to be an

appreciate it, and not be afraid to express your opinion and mayba rea
little bit about it and not be so quick to judge.

*k%k
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Laura:

She [a course graduate] ran into the art history teacher at the museum on
an evening that i1t was open | ate. Th
here?0 and she sacduaihtpdswi tameyt p
because she had to write a paper [for an assignment in Clemente] about a
painting, and so shedédd spent a | ot o
herebs this woman who had never been

probably, youhk ow, didnét really think it wa

ownsthe painting, you know? So feeling like they belong at the theatre or
at the museum, that they have a right to understand things, that they can
engage with educated people.

Priscilla, a 2015 aduate who had started the course the year prior, quit for employment reasons,

and then completed it the next year, said something similar:

| 6ve passed by the art museum | dondt know
in and stop and explain everytm g é |l tds not as i ntimidatin
background scenery, you know? Iltodés part of
you to it.

Brenda, a 2014 graduate aged 61, valued all of the cultural experiences, including eating

Vietnamesdood for the first time. Her class went on a walking tour of their city and ended their

day with a meal at a Viethamese restaurant chosen by Clemente staff.

Brenda:

Charity:

Brenda:

Going to the art museum with Professor Joseph, that was phenomenal.
My family and | came to this city in 1957. | was two years blthd never
been to that museume got to see great plays and the symphony. | had
never been there. | had never beenghgot front row seats.

Really?

Yes. And | told one of the musicians | loved her shoes because | was right
there! [l aughing] ... I had never ea
history behind the bridge. | just learned so muahas like a little girl,

Charity.

Many students also reported that having knowledge of the humanities, particularly philosophy,

opened up opportunities for conversation and helped students understand cultural references they

di

dnot

Luciana:

understand before.

Sometimes people make references to things and now you understand
where these references are coming from, you know what | mean? So for
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me it just It makes me feel really s
youbre talking amecands oThab&s owhNathl|
makes you feel smarter. It cultures you.

*k%k

Tisha: ltds crazy how | watched an episode
end of each show she [the main character] would have a quote or
something that she saggnificant. She actually mentioned Plato, and |

feel |l i ke that would have went over
that made me go, Al know what sheos
would be, I was in math class [at community college] and tmesgarl had

wrote a paper on all of philosophy.
Socrates. She even sent her papers,
good point,o and | was able to, i ke

learned it in Clemente.

*k%k

Priscilla: My church that | was attending, my pastor also, like, majored in
philosophy and he has his doctorate in philosophy. So, it was really, it
was | i ke marrying some things for me
Ni et zsche, Reallyd ol 6 m.| iSkoe,gofing to cl as
able to keep up in church! So I loved it because | was able to initiate
conversations with other people in church and even in my family because
It just, it brings about a ntenes per sp
| 6ve referenced, |i ke, Plato! So, I

Similarly, a history professor recalled how two Clemente graduates who worked at a nursing

home were able to speak with thecoursesi dents ab
| remember two women, they work as CNAs, Certified Nursing Assistants, in like a
nursing home or something. The TV was on i
was mentioned. And they were | i kdkesom®!|l at o?
little keys to society at large have kind of been opened to them.

Clemente provides all course books to students nramerous graduates, some of whom were a

decade posgraduations ai d t hings | ike, fl stiltl heraee omyantl

AEven like right now, to this day, I still have my books sitting right by my bed and every now

and then | stildl open them up, and 10611 read

more understanding, and | also pass the inédion on to others as welld T h & cubtwab k s
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capital in an objectified staiewere meaningful to the students, and it was clear from our

conversations that they were proud to have them in their homes. Rick recalled with pride how a

Clemente professo gave him her per s o hevidthaostudeptsreadd T h o mas

photocopied excerpts and were not given copies of the book for class). Reading, or even just

holding, course books while riding public transportation sparked conversation:

Rick:

Charity:

Rick:

Eventhe book that she [professor] handed over to me, she let me have the
Leviathan Then someone had saw that book. | was on the train, | was
reading, and then t htetp Waadpdpr @eOfouyo
doing?0 And it opened. up a door for

On the train?

You know, on the train, just like [previously] | was on the train and
reading Plato, and someone said, HfAHe
Where are you going?0 So, the mater.
strengthened my confidence. It gave rame more confidence. It made

me want to read the material, i ke,
you read this thing? What is this ab
Il had the opportunity to rméndedl someon
about different things, and she wenttwilc| ege. €é and | fi nd

intriguing and smart. So, when | sit to have a conversation with her, |
automatically think of Clemente, and I think of the professors and | think

of the political theory, even some of the philosophy because we, bitlieve

or not, we sit and have conversations about these things. | was like, wow,

i ke, i f I wouldbve never experience
about in political theory the system, Roussead woul déve never
able to engage in those conversas.

These excerpts highlight the cultural capital that is transmitted to students, as well as the pride

they take in going to museums, having books, catching elite cultural references, and participating

as equals in intellectual conversations. Theirds®uggest that being exposed to new food,

places, language, etc., encourages them to more fully patiéipsociety. 8 many things, as

Pr i

SCi

a

said, are no |l onger Abackground sce

In Inside Higher Educiaon, Peter Powers, dean of the school of humanities at

Pennsyl vani ads MepsssibleeohseqUende Idiacgleating studénts doaa
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seemingly foreigt ul t ur e : creating conflict for them in
acqurng cul tural capital to us, o0 Powers argues,
di ssonance for them within their home communi
recounted how, at various times, students had left relationships, quiajmbsyen left churches

(and religion altogether) after the Clemente course, and the students in such cases had attributed

the course to their life changes. Aurora, a 2005 graduate, speculated that many relationships

become fraught when omeember triesd better herselfand that might contribute to attrition

(more on attrition in Chapter 8). I n Auror ads
A | ot of times too youdbre already in a rel
significant other. They knew you when you were just Ygut. now your eyes are wide
open and you are becoming educated, and yo
youodre talking about, you know, the All ego

these great things, and, you know, Plato. All of thosevarkening. You begin to speak

about those things and then the person tha
know, that theydre going to be | eft behind
hurt them, and becausaend hweeyddwee bbeeeenn tiong eotuhre
before this happened, you pretty much bow out, gracefully bow out.

In fact, my field notes reveal an instance where an active and vibrant student, Tonya,
described wanting to talk about the course withbdwsfriend,who was unreceptive:
Tonya tells the class that she tries to share readings, the art, and the music from the

concert at the art museum with her boyfriend. She shows him the books and handouts.
AHe thinks I d6m a modern daythipgpi aedsTehyh

cave.o She makes a gesture to suHppgiest a c
i's interesting. |l s that because he thinks
she Athinks diff e@reéntwhitcthan sherarfiagel Ogr,own
Bl ack, to begin with. AHe woul dndét really
my mot her does. She | i kes when | read to
What 6s i nteresting ab ou thusiasm fa theecowrse angd activé s t hat

participation, Tonya dropped out shortly thereafter without explanation.
The Value of the Humanities to Lowlncome Communities

The vast majority of students and graduates, however, reported talking to their family
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members, friends, colleagues, and church communities about the course and did not report
experiencing isolati on o rlwaysoagassatilyibade s\ahe ssonanc
would expectthough,some were more receptive to the idea of the cohese dthers.Every
student, including dreputs, wholeheartedly recommended the course, and one graduate made a
point to show me the rumpled Clemente flyers he carries in his backpack to give to people he
thinks might make good candidates for the courbeyTeel like the course affords them
something valuable, and they think the course has something to offer others of similar
circumstances and backgrounds.
Students believed that the course could play an important role imémme
communities in particak. They articulated a variety of ways in which the course could be
useful todisenfranchised individuals. ®#8t commonly, they said that Clemente can help to
Aempower , 0 Aenlighten, 0 and Ainspireo others
in his early twenties, said, fAlt motivates peo
his response:
Ronald: One thing | respect and | do believe is that education is an empowerment
and when youodre educated yowuseemke mo
things in a different perspective.

and by creating better people, they can impact our communities, and it
makes for a better community and then it grows from there.

*k%

Estelle: Theyol | [ Cl e noetosee that where lam aow is ynot where
|l have to be. ¢é It gives you the con
those questions that pertain to you. You get to where you need to be. It
makes you hungry for more.
Estell ebs bel i efsstudénts to agzk themsalveswguestiens was a cappmon
refrain. Others believed that the Clemente experience would be beneficial because it exposes

students to new perspectives. As Chadwick, a



personuptoallkids of ot her avenues. 0 Brenda and Duke

respectively, similarly expressed that the course provides students with new perspectives, which

they would otherwise not be exposed to in their home communities.

Brenda:

Charity:

Brenda:

Duke:

What |love about Clemente is for the urban community, this is an
opportunity that without Clemente, p

Do you think that this kind of course can have an impact in urban
communities or lonsincome communities?

Yes, absolutely, because people, | think people, we want stuff, we just
dondt know where it is. And you kno
only hang around your own people, you are so limited, so limited.

*k%k

| think that a lot of timepeople inlowi ncome communities d
Theydére in kind of |ike an echo cham
other that reinforce their negative views on the outside word, the outside

larger white world. | think being introduced to history and étere and

art and other people who write about even current events from a different
perspectivé maybe a womands perspective, ma
foreign national. Any contact that someone in the community can have

with that kind of information cannly make things better for them.

Because they kind of take it home, and maybe they talk about the

experiences. Other people may get interested in what they have to talk

about. You never know how or when someone is going to inspire someone

else, you neweknow.

Several graduates also stressed that public education is sorely lackingircdome

communities, and Clemente presents an opportunity to fill in educational gaps left by the public

school system.

Ornella:

For sure, theretarnée apgedp kmvermveravto ull @\ e/
been able to go back to school had C
of the people in there [Clemente] being foveome are coming from the

public school system. Coming out of the school system, very often they
didndét get what osedimthem ahilétizey eerelthere.n e x p
€eéTheydére not delivering what they sh
incomes who might not have parents who know what to expose their

children to. So, very often people slip through the cracks, and Clemente is

a way toget people thinking about things that they never even thought
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about, a world that they didndét even

*k%k

Allie: Well, more education is never a weakness, education about people and
about the beautiful things that people do is missing ina ot é
education. € People are important to
away, so if you can teach people abo

off in the end.

*k%k

Debbie: Low-income communities, | think they would [benefit] because when
y 0 u O loveinconme or povertystricken communities, like so many years
Il was in, sometimes you canodot get (¢
[ Cl emente] wildl hel p, because i f yo
when | say school | mean college. So | thinkthat 61 | hel p you
there for you. So, | think itds a
probably just needs to ieyou know, the whole thing needs to be in
other places because so many people can benefit from it.
Some students believeéldat members of historically marginalized communities feel
deeply discouraged and ashamed, and that Clemente can help to pull them out of those feelings
in part by encouraging them to ask questions and examine themselves. This idea is in keeping
withbelhooks (2003) who argues that, ALike all/l m ¢
cope with the negative stereotypes imposed upon them in circumstances where dominators rule,
African Americans have suffered and continue to suffer trauma, much of itéhactnent of
shami ngo ( [§2003)8sés a.definitiorocoitked by Rossum and Mad®89)in their
bookFacing Shame: Familiesin Recovery i Shame i s an inner sense o0
di mini shed or insuffici ent amesistle ongang premsethad A p
one is fundamentally bad, i nadequate, defecti

(p- 94). AnnMarie suggests that some individuals in {owome communities are deeply

discouraged



Ann-Marie: A lot of our p@pleinthelowi ncome community are dis

Someti mes trhienydadk, cdrosesdhamed, or t he
oppressed that they turn into someth
turned into.

Charity: What is it about the humanities thatudd be beneficial to them?

Ann-Marie: They get to look at themselves, they get to examine themselves, they get
to ask themselves questions: Why do | exist? Why do | want to do this? It
helps them to get a better understanding as to what will make thtan be

It wondt be the material things, bec
all you want to do ibave Sometimes then when you are having, there is
no purpose and youdre still empty. S

Is really important. Most dhe time they probably do have what really is

Il mportant but they candét understand

d o rmave.
Students readil y c¢ onc e dneome tomrnuniiies, pasticulatyt easy t
individuals who feel shamed angmessed, as ArNlarie mentioned. Many course directors
stated that despite the perks of the course, recruitment is often challenging, even for well
established courses. A seasoned course direc
recruiting, whichseems crazy to me becaus¢féees We 6 ve been around for
Likewise, a director of a course just a few years old said that recruitment was more challenging
than raising money for the course, but he had anticipated the opposite. Studentsewere of
critical of their home communities and argued that Clemente faces an uphill battle in reaching
prospective students in disenfranchised areas, largely because members of those communities
Adondt trust. o Ot her s a diil Beg wanra &now why yopwamet ¢ o u |
me t o d aswelhas fecdsed on financial, not intellectual, gainMo st of t he t i m
theydre not given any money, they donét see t

Others suggested that disenfranchised individuals might not readilyese#litl of the

course. As Luciana, a mother of three in her early forties and a 2016 graduate, explained, she

tried to talk about the course with family members but it largely fell on deaf ears.
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Even t hough it 0 sinconefoy dassewl kriowo, lowimcahe | o w

communities, | dondt tmignk ot hemcthheépnemCl &ém
know what philosophy is and they find it i
ANo, itéds not for me. O Idtbfdiffeemteiewsnaithe i nt er es
world and | earning about all those ancient
help me? How am | going to benefit?o0 | 6m I

awesome stuff to know. o é Even now what |
exposure Because philosophy and talking about
you find is that ités al/l rel atarmhd et. hdttdg u
what | tell them.
Lucianads comment about fiexposureo draws atte
students gain through the course as well as the critical thinking skills it engenders (more on
critical thinking in Chapter 6) An overarching themeanpof student
education would benefit loancome communities, and an education in the humanities would be
particularly useful because it encourages students to ask questions and make connections
between the cage material and their own lives, helps them understand history, and encourages
rational, wellreasoned thought.
Conclusion
To summarize, Clemente draws a range of students who take the course for a variety of
reasons, but very few takebécause t 6 s a humani ties cl ass. Many
humanities actwually are and instead apply to
lives or simply want to complete something start to finish. Others want to fulfill a desire for
educab n; as Car ol so poignantly said of herself,
aching inside of [their] heart[s] to go to sc
which draws heavily, though not entirely, on the Western canon. Whgsical and nen
classical texts are often taught alongside each other, the material that graduates recall as being

most impactful is almost always canonjdle Socr at e s, Pl atods Allegory

SophoAntigeng 6 Mar c u s MefitatosKand & c at e g o randTha | i mper a
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Social Contracby Rousseau. Understanding these works is important to the students and they
take pride in recognizing humanities references in popular culture and taking part in humanities
related discussions outside@emente. The cultural events that students attend while a part of
Clemente are likewise important to them. Though financial constraints often prevent graduates
from frequently attending such events pG&mente, graduates do take advantage of ftkett

when offered by their courses, and several spoke of taking their children to free nights at
museums and taking their grandchildren to matinee plays at the theatre.

While the canon has been fiercely debated by scholars and is a regular topic siahscus
among Clemente faculty, students seem largely unaware of any potential controversy. Drawing
attention to the idea of a Western canon, and teaching students how to deconstruct it, does not
appear to be a priority among Clemente faculty. This leatissctd see Clemente as a
potentially colonizing force, imposing dominant cultural values on vulnerable, disenfranchised
adults. But it is important to note, as Irving Howe (1991) does, that

Much depends on the character of the individual teacher, ititarsgrhich he or she

approaches a dialogue of Plato, an essay by Mill, a novel by D. H. Lawrence. These can be,

and have been, used to pummel an ideol ogi ce

ot her hand, the 1t ext spenbesg sotthatbtelentsaratgingdtoi n a

read carefully, think independently, and ask questions. This is what we mean by liberal

educatiori not that a teacher plumps for certain political programs, but that the teaching is
done i n a Al iratdsyle.dnpopen, wundog
Cl ement eds pe diaigdeay opermand uadogmatched@pgproach, and the sense

of community it engenders in the classroom, will be further explored in Chapter 5.

112



CHAPTER 5: Community

Alf | had to putomsfdegeé angwbdtradical educ
about methods or techniques. It would be | ov
peopledbs abilities to Iearn and to act and to
caring for people and having respect for peop
their experiences. o0 (Horton & Freire, 1990, p

*k%

Clemente is a unique educational experience, bringing together a wide range of students
into asingle classroom. Students range fronuf&ard men, women, and gender
nonconforming; immigrants and U&rn; various races and ethnicities; some who completed
college courses and some without even a GED; some employed, some homeless; some formerly
incarcerated; some managing mental and physical illness; in short, the Clemente classroom
represents a true range of life experiences and is arguably more diverse than a typical college
humanities cl ass. Despite t he dsenseof comnmugity a mong
is routinely formed among them, and time and again, they reported that they felt they were part
of a Aifwdmit]l wdhey called the AClIlemente family. o
During the fall of 2016, | visited a Clemente course that | had previously speat a
with collecting data. It was the first class of the new academic year and the makeshift classroom
and hallway were buzzing with nervous, excited energy. There were several course graduates
there from pr i oetohknenathraighwireash. | Teyhad; anmepeated
occasions, told me that | was part ayWehe nfa
hugged, and | aughed, and asked how each other
talking with Pilar, a Clemente adminiator, when Tisha, a graduate, came over to us. Both Pilar

and | huggedisha and welcomed her backheSwas there to speak to, and more or less

cheerlead, the2013 017 i ncoming cl ass. After our greet
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feel Ihomee Isthre said, and she | eaned i nmend wra
agai n. Tishads words were at the forefront o
some time afterward. Until Clemente, | had never been in an educationainement where
classmates genuinely thought of themselves as family, an educational environment where
students felt so comfortable and so accepted
does this come to pass? How does -g@&old African Ameri@an woman like Tisha, who
wor ks two jobs to make ends meet, come to fee
inclusive in that it provides broad access to
community, so hovare communities created inl€mente and Clemeniaspired classrooms and
why does creating community matter? This chapter will explore how community is fostered in
Clemente classrooms, the relationships that classmates forge, and the ways in which community
contr i but e gperterwessnttha coerset s 6 e

Henry Giroux (1988), one of the founding theorists of critical pedagogy, once posed the
g u e s tCandearningfitake place if in fact it silences the voices of the people it is supposed to
teach?d and he detwasmiived .t lPetoptl ke | @rmagwert hat
Clemente students often enter the course having had educational experiences that have left them
feeling sil enced an dentarshe codirsewithénternalizechféelingsrofat t er ;
inadejuacy, doubt, and fear about their ability to learn. They are, in many ways, what Kirsten
Ol son (2009) terms Awounded |l earners. o0 For ma
students, the idea of returning to formal schooling is, in their wérdsnt i mi dati ng, 0O
Aover whel mingo and even fiterrifying. o They fe
cal l Ainfl exible postsecondary educational en

account o and, wunfortunat eilethe onesstoavhichéheywareat i on al
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accustomed. But thatos where Clementei differ
it targets disenfranchised learners atriesto take their needs into account.
Building Community
Biesta (2010) suggeststha st udent s have become convinced
dead and not at all concerned with them or th
makeeducation something more than Atemporarily
certifi cate, 0 but to do so requires that they fre
requires us to |l eave the podium and join the
Clemente directors and i nst rrutctsotrusd edmiths tn dleesadr r
means going beyond simply teaching contemrtgagewith students about course content and
their lives. Alejandra, a 2007 course graduate now in her late 20s with an MSW and practicing
social work, recalled how, unlike traditional college environments, Clemente staff actively
sought to keep students in tbeurse and move them toward graduation
Rebecca [course director/instructor] I|iter
She figures out what you need and she eliminates any excuse that you might have. People
say they dondétpuhawe ddhgyxcaaree, nshdeopl e sa
wor k. | might be hungry. o She provides
people use as excuses why they canoét f
dondét have ayouda.ni ddve Ywowelnow? Al n
She will literally schedule the time to help you with your homework, for you to
understand it.
Jennie, a 2015 graduate who had initially signed up for the course a decade prior but was
derailledbyy ncar ceration, echoed Alejandrabds exper.i e

coursedirectowh om she cal l,@di m Simapmar tbiemg student su

She [course director] makes it her goal to just get you through that program. | mean | hate
to make her sound like this little superwoman, but, | mean, she emails us constantly. If

youdre missing, she comes t o gotmwjailand$he me an,
visits them with the work, she sits down and she does it with them. She makéwmsure
we get it done. | mean, she is also not on
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without having completed anything, wedre n
Darnell, a chef in his late 40s who did not complete the course, also highlighted the role of the
course director, Laura, in fostering relationships with students and supporting their learning.
Although he did not graduate, Darnell had only positive things to say about the Clemente

experience and valued the reldstafi onships heodd

Darnell: Laura was not only like a teacher, she was like a friend, like a homey, you
know what |1 6m talking about ?

Charity: Right, all in one.

Darnell: All'in one, right. You know, it was like whatever you need to talk about,

she would listend youi | mean really give yoher attention So, yeah,
Laura now, we connected. She connects with people. She keeps it 100,
you know? She keeps it real. Sheds
know what I 6m saying?
Engaged pedagogy begins with H#ssumption that students learn best when there is an
interactive relationship between them dhd instructor Getting acquainted and forging
relationships is crucial to truly engaged pedagobg.this point,hooks (2010) recountdtbw
earlier in her teehing careeshe failed to build relationships from day one:
| did not take the time to ask students to introduce themselves or to share a bit of
information about where they were coming from and what their hopes and dreams might
be. | noticed, though, & when | did make time for everyone to get acquainted, the
classroom energy was more positive and more conducive to learning. {p@) 19
Clemente courses typically begin with an orientation class, where students and faculty introduce
themselvesandstudd s get acquainted with the syl Il abi
taken the course Aon and offo for the past se
We get the red carpet when we get there. They [professors] tell you about themselves,

they askyou about yourself, and this way we have like aon®ne conversation, not
only with each other but with the entire class and we get to know about each other even
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before the class starts.
In the Clemente orientation classes of which | was a pamdmttions were detailed affairs, and
individuals provided background information on themselves and explained what drew them to
the course and what they hoped to achieve. At one site, students and faculty played a protracted
ver sion of t heeedich@erse hal tomeall theanhnees of those who had already
introduced themselves, such that the last person to introduce herself had to recite the name of
each person in the room; that night, there were well over 40 adults crammed into the classroom.
Needless to say, introductions were more personal, and more time consuming, than anything that
might occur in a typical college classroom. Unlike many traditional university classrooms,
though, Clemente strives to build a classroom community from day®@ne.graduate painted it
in rather utopian terms: AThat first day you
happy to be Wwihteh geadh adteldesr .r @ cowrse krientaoimi nded me
attendedvhere the director announcedtbh@ clason the firstnight AWe 6r e a family
feel that, right?o0
Staff often sit among students and talk with them about their lives during dinner before
class throughout the year, and sometimes attend outside events like the symphony or plays with
the group. In short, they make a point to know the studemsase na as vessels to be filled
with knowledge because, as hooks (2010) argue
teacher and students take time to get to know one another. Josh, a 2015 graduate, explained how
the rituals of welcoming and eating tolget helped foster community among the group:
Il tds not just a classroom where you go in
teacher says, AFoll ow the board, foll ow wh
actually engages. There is just the tiofiglike, settling in, welcoming everybody. There

would always be food because you come after work. So, there was this big sense of
community.



Academic and Social Support Professors also meet students where they are
academically.In interviews and dung class, most professors made a point to say they taught
the same material at Clemente ashigir traditional college clagsb ut ficonceptual i ze
differently. Marcus, a history instructor, explained:

| teach them, | would say, very much the sameenmtbut conceptualized differently.

By that | mean a lot of the materials that | used. Because to some extent, the syllabi that |
use for some of the Clemente courses were syllabi that | used in the universities. So, |

i ntended to modiirnythdemopgulbatciaamrs et hat weobr ¢
Clemente cour se, ités primary predominant |
and the content of the course to things that, you know, | thought that they would be really
interested in € r a c eonstructioreof race and kind of looking at how structures

affect their life, but stuff that could be related to, how they found themselves in the

world. With university students, | could teach a whole class that was just more theoretical

or abstract. | wold say with Clemente courses, | have it grounded in some material,

some concrete stuff that was relatable directly.

Robert, an art history instructor, explained
much as he would in a typical semedtem g sur vey cour se: nSo | teac
although |l ess of it because therebds fewer <cl a

this seemed to be the case in every class | was a part of. Instructors taught less material because

of time mnstraints but they also taught less matdr@ause the pace was slowehey took

more time on any one reading or topic than they would in a more traditional setting. Because the
Clemente classroom is composed of such a wide range of experiencédities, anstructors

dondét move on until they believe everyone, or
material, but in order for everyone to get a handle on the material, instructors must use a variety

of pedagogical strategiésSocratic ingruction, whole group discussion, small group work, in

class writing exercises, efcwhich, as any teacher knows, takes time. For example, | was a part

of a literature class where students worked through a Shakespeare text for several weeks. They

wouldread the text aloud, discuss it, and then listen to an audiorecording of the same passage
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This takes time but ensures that all students are comprehending the material.
There are no exanis Clemente coursebut papers are assignedstudents taking the
course for credit In my experience,aehdlines are generally flexible, multiple drafts of papers

are often encouraged, and, at some sites, formal letter grades are not assigned. As a 2013

graduate, who had al so at t eotdeesituatorsimechaolo! | eg e,
where teachers were |ike, O60K,x beaddaybudhest
6 OK, Il hope | get an A. 60 Clemente directors

the course content and assignmeaitsl many sites make tutoring available to students before
class.
For example, Zia, a 2016 graduate in her #gsraand a recent immigrant fronoith
Africa, explained how professors made t hemsel
learningwith tutors:
The writing professor gave his phone number and email to the class, and | called him and
had a phone consultation with him about what to do to write better. Everyone was very
accessible. The history professor said we can visit him on tkieraity campus [where
he teaches]. When you hear feedback, it c
be intimidating for lots of us. They [Clemente] got us tutors, writing professionals,
students at the nearby university. They come before classesudys and Thursdays,
and show us how to improve.
Students were also encouraged to seek assistance with nonacademic matters that might
impede their success in the course. Adam,-g&s(old African American man and 2013
graduate, explained that he rettempted to take the course the year prior but was unable to
continue due to a change in his work schedule. But rather than letting the man disappear, never
to be seen or heard from again, the course director, Robert, worked with him:
Adam: T h e y 0ysapportigerin all ways and, you know, you just had to bring it
[the issue] to Robert é and he wor ke

him the first time | went to the program, | got switched from my shift and
he helped me come back.



Charity: Oh really?

Adam: That s why | told you I 6m 110% behin
working 11 to 7. They switched me to a 3 to 11, and he gave me the
opportunity to come back the next ye
mean, | have nothing but greatrigs to say about the program.

Adamdés experience speaks to Clementeds com
studentsd complicated |ives and unique needs.
Robert worked with Adam to continue the coueger, we see that Adam was initially working
11pm to 7am, which means that before his schedule was changed, he attended class at Clemente
two nights a week until 8:30pm or 9pm at night and then went to work just two hours later for an
eighthour shift.

Chadwick, an African American man who graduated in 2014, struggled with various
issues including mental health and involvement in the criminal justice system, and also
highlighted how Clemente staff took his needs and history into account:

| had some roughldges coming in there. | had some rough eeadale being thereBut

they told me that, that they knew that | had some. What made me a lot better was the fact

that they, they didnét just give up on a p

gonnawr k with you, 06 and they did.

Val ui ng St udenGmil1EY,ndis wriing onecistical pedagogy,
argues that Athe notion of experienti/eHehas t o
suggests that educators must respectstuded ex per i ences as well as t
them in the classroom:

You cano6t deny that students have experien

are relevant to the learning process even though you might say these experiences are

limited, raw, unfruitful, or whatever. Students have memories, families, religions,

feelings, languages and cultures that give them a distinctive voice. We can critically
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engage that experience and we Gisoonx,1992ve bey
p.17)
During my time as a participant observer in Clemente classrooms, | witnessed students talk about
a variety of deeply personal experiences that related, sometimes only tangentially, to the course
material, and professors gave them the spacetosleareth fidi st i ncti ve voice.
their experiences as survivors of rape and abusive relatioratdps$ being incarcerated, losing
custody of children, and battling chronic iliness. They shared birth and death stories, stories of
their past edudeon, and stories about their upbringing. Sondra, a 2008 graduate who
Ssubsequently went on to graduate with a bache
suffered significant trauma in her life prior to Clemente. She recounted how the profgage
her space to speak and work through her anxiety:
| was very nervous. | was nervous. | was seeing a psychiatrist about a sleeping disorder
called night terrors. | was seeing a psychiatrist for{rasimatic stress, depression, and
for anxiety attaks. So, | was very, very nervous and sometimes | would be very, very
quiet and other times | had to calm myself down. Because | get too excited and | would
just talk too much. I would go to either extreme. But [the professors] and all of the other

studers were always so patient, everybody wapatientwith each other. So, | became
less shy and less nervous as | saw how the class was going, how we would communicate

with each other and how open it was and ¢&
feeling
Sondrads response highlights the compassio

classmates had for her life experiences. Roger, too, highlighted the skillful way a professor
provided students the opportunity to express themselves fully and then thewdidlogue
forward:

Evenifyouareofbr and and what youdre saying makes
and then wil.l be I'i ke, AOK, OK, | etds see
and comfortable because she did with Wingatassmae], she did it with Albert

[classmate]. There was a couple of times she had to reel people back in. She knew how to
do it without alienating you and making you feel like your opinion was wrong and not

valid.
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Similarly, Ruthie, a course graduate who hadergone brain surgery and struggled with
memory | oss fThese prafessoes Hava beem tvgnderful. They understand that |
have to take my time doing things and remembe
Dialogic, Problem-PosinglInstruction. In addition to acting with care and kindnéss
something that educators overlook far too often in favor of simply getting the contentiacross
the pedagogical choices made by Clemente professors also help to engender a sense of
community amog the diverse learners. Classes are typically taught in seminar style, not a
lecture format. Ideally, students are seated in a way so that they can see one another, not in the
traditional rows associated wi t looks(@94)recalisude nt
that she
still remember[s] the excitement | felt when | took my first class where the teacher
wanted to change how we sat, where we moved from sitting in rows to a circle where we
could look at one another. That change forcedusctorg ni ze one anot her 6:
We ¢ o wsleepwal our way to knowledge. (p. 146)
Many times, | entered Clemente classropwisich oftendoubled as conference rooms in host
organizations during the day find students who had arrived early to agathe chairs and
tables into a rectangle. The teachinghe-round format that many Clemente instructors
favored, coupled with the courseds emphasis o
facilitated students6é engeseghamveentduntesedorh i ndi vi d
approached otherwise (HylafiRussell & Syrnyk, 2015).
The most successful Clemente teachers | observed took a stedésrted approach to
instruction and were able to effectively navigate a classroadwtsof varying skill evels.

The most successful instructors were warm and welcomingdersts clearly enjoyed teaching,
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were excited by theontent and were able to convey the material without unnecessarily

lecturing the classBut every class wa n éhbmerun, and some instructorsre/stronger than

ot her s. When | think of a figoodd night of te

who always arrived well before class was scheduled to begin and made a point of eating dinner

with the stalents, where he talked with them not just about the class material but engaged

students about their liveand current events. He would begin each class by clearly explaining

what he wanted to accomplish and would invite input on the material studentsdmdxpected

to read. His classes were characterized by acwatant baclandforth between him and the

studentd he, reading passages, giving context and explanatodsisking questionsaind the

students also reading, sharing their ideas, anchg@skiestions. Time passed quickly largely

because he kept students engaged in reading, thinking, and talkiradtlhodgh 1 would advise

otherwise, he would teach for two hours without interruption and not give students a formal

break midway through thevening. Although we were often abruptly herded out of the

classroom by building management, | would often see the instructor talking with students in the

lobby or out on the sidewalk after class. On the point of teaching, this particular instructor said
[College] students are more accustomed to work load in terms of reading and writing.
What would be a normal work load for [college], Clemente students would see as
over whel mi ng. During the first year
or 50 pages to read, and that was too much! So, | revised the syllabus and the
assignments é The Clemente Cour sidghei s so di

environment, the family thing, the camaraderie, and | look forward to it because of those
differences. |do feel camaraderie in my other college classes, and my relationship with

, and

student s, |l encourage them to email me . S
email t hem. Thatdos just me. | higis'et as muc
something | i st en, | 6 mclass guytfront seiurhbignl d d § b s | | 6m | ea
much as t hey 4 rsecially, pdy¢hdagicallyeedugatiahallyy g

pedagogically. ltds rewarding beyond t he

| also witnessed unsuessful teaching, which was typically categorized by a lack of organization,

and/or a lack of problerposing instruction. | observed a particularly ineffective teacher who, |
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was told, had taught quite successfully in Clemente years prior and was renowisefield.
This teacher appeared distracted by other commitments in his professional life and, at times,
forgot when he was scheduled to teach; arrive
have a clear outline for most classes. As an @bsgeit was often exasperating to watch unfold.
The instructomasable to build rapport with students and sus@dy led a couple field tripbut
di dndét succeed with the teaching aspect of th
neverc |l i cked with me. 0

But the lacklusteteachers are largely outliers, andshClemente professors use
Socratiestyle, problemposing instruction which foregrounds dialogue. The Socratic method of
guestioing is adisciplined process afialogue between teher and students, instigated by the
probing questions of the teacher, in an effort to explore the underlying beliefs that shape the
studentsdé views and opinions. Though some Cl e
Astultifyingo metweenthe studeat and thetgaahar] thetveysion of the Socratic
method that | saw, and heard about, in Clemente classrooms was a less formal version.
Instructors probed students with questions, but not exclusively, and encouraged dialogue, which,
in turn, helpedfacilitate reciprocal relationships among students and instructors. Al,Ga 20

Clemente graduate in his fifties saw t he Socratic style as one o

strengths:
Strengths, the fact that i1itds, whatoés the
where everybody gets to ask questions and
accessible, no one is made t o feapatofithe ke t h

class. We also like, you know, we were all brought along at a steady pace. At the same
time, they were very good at challenging us.

This approach to teaching is couched in fAacts

(Freire& Macedo, 1995, p. 67). That is, students and teacher engage in dialogue with one
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another, and wrestle with questidngether Diéilogue is meaningful precisely because the

dialogical subjects, the agents in the dialogue, not only retain their idéxutitgctively defend

it, and thus grow togethero (Freire, 2004, p.
provided a Aforumo for students to engage in
material:
We interact with each other, and thereisaalws a f or um. We express
and how we feel about what wedve | earned d
| ear n. It kind of reinforces what youbre |
information.

In the engaged classmm, students learn the value of dialogue, and they also learn to
speak when they have something to contribute. Understanding that every student has something
valuable to offer the learning community means that educators hthroapabilities (hooks,
2010. When students are fully engaged, professors no longer assume the singular leadership role
in the classroom. Instead, the classroom functions as a collaborative environment where
everyone contributes. The typical, vertical teaedtedent relationshigsishifted to a horizontal
one where the teacher shares power with the students andpeo#tte ormore equal footing.
Ultimately, all professors want students t
developmentandsef ct ual i z a 201@ m B2). (Zih, the Z0%6,course graduate
referenced ear | i er , Crigcal pHinking aneMiriting mstructoe r cour s e 6
encouraged dialogue and shared | eadership wit
than a professor:

There is onehing that really, | really enjoyed is how open the teachers are. They are so
open ninded. They are trying to let us know that we have a voice, we are entitled to our

opinions, we have the right to have opinio
anone el se. It was encouraging to |l earn an
is really empowering. € Like in the Critic
ask the question and provoke the o6ébneeesat
have to ask permission to talk, wedre just
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mediator somehow.

What 6s particularly salient about this exc
mutually respectful intellectual community. Addi a 6 s Tfi&madibndt even have
per mi s s i iospeaksgoluimes hbou the sort of education she was likely exposed to prior
to Clemente, an education where studentso6 voi
taught t o a dokpemanission t uetbaliperthieit owrdthoughts and opinions. A
similar example comes from Sheree, who graduated from the course at age 19 in 2015. She
viewed the instructors as facilitators who challenged students to think critically and encouraged
themt o respect one anotheros i1ideas:

They [professors] challenge you to think more. They challenge you to try to find answers

that you probably woul dndét have thought an

answers or try to undetréd amidaty olurl ioke chilbec e

had a different opinion and it might bring up an argument but because the teachers were

there to facilitate, you realize you can have your opinion and | have my opinion.
This notion of teachers acting as facilitators aalfaborators was also echoed by Rico, a 2015
Cl emente graduate who was simultaneously enro
therefore not a typical Clemente student):

| credit the interest in the class to the professor being the guide or tleetiostal guide

person. | think he [philosophy professor] was very insightful and helped to put things in a

perspective that | didndot ha-strectucedclabsasd n ot

So, he empowered me to not feel intimidated by the tiettopic, or the discussion. |

think that he was always really conscious of wanting everybody to feel included and

allowed that dialectical approach of discussion. | never felt like | was being spoken to, |
always thought that it was always a collaboratio

These interview excerpts call to mind the work of Paulo Freire (1970), who described
di alogue as an fAencounter between men that pr
AThose who have been denied t heiistreplamtnsor di al
right and prevent the continuation of this de

cautioned, however, that dialogue must be rooted in love, humility, and hope, and include critical
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thinking, in order to avoid domination. The wayt of domination, Freire (2004) reasoned, was
for marginalized | earners to fAibecome agents o
in an ongoing process of quest forthe |l at i on of ®©OWhandwkkynw® agf tmi @
dialectical process aducation (p. 90).
This is not to say that all Clemente teaching is dialogic and roundly praised by students,
nor that all faculty embrace liberatory pedagogy. For example, Rico, who commended his
phil osophy prof essor 6s ngloctiticized hismiatdryi teachertwbenc hi n g
he felt lectured and thus alienated him:
| also felt that Marcus [history professor
Socratic dialogue that we had withlk€ienneth
that. é For me to fully grasp and harness

having a conversation. | need to be talking with my classmates. Maybe we need to be in
small groups, maybe we need to take a topic, get into small groups, kalk about it,

and come back and do a full <circle. é But
quite frankly, that shit iIs not going in b
l i ke, 1t wasndt happening.

| likewise observed some teacherso were better able to facilitate dialogue than others. On

one end of the spectrum were a minority of instructors who were accustomed to lecturing and
failed at questioning students and provoking substantive discussion; one instructor explained that
he felt he had to resort to lecturing because students often had not read the assigned texts and
were therefore unprepared to discuss course material. Another instructor, Liz, explained that

dialogic pedagogy was by no means easy:

The other témagigndg hiag 6knawiahdg i toéds a discus:
guestions, |l i ke any good discussion | eader
then itds really hard to make yourself shu
Everyone hates the silesic Every teacher hates the silence. You kinda gotta, like, get in

the groove of that, try to realize whatos
class.

On the other end of the spectrum were instructors committed to Freirean pedagogy, eRache



Clemente staff member who worked at several sites, commented that one course site in particular
embodied the Freirean idea of coll aborative e
Freire but they [faculty at one site] really embody thesaidhat this is a space that we share

toget her . O | sabell a, the course director at
her role first and foremost as a community builder:

Well, I think when the course started, when Earl [Shorris] statftedyoal was to

introduce humanities to people of low incomes so that they can move on in their life blah,
blah, blah. é What | see as a goal for the
classroom. What theyor e r e aldastbg noatinesdst what t
important things to me, but jusheof the important things. | actually believe [the most

important thing] is building the community and making these people part of the larger
community. é So, | t hiant&tas theaattdakthearatidali ni t el y
material that they read and discuss in class.

Ross, a philosophy professor and course director at a different site, similarly stated that his focus

was |l ess on disseminating c¢ont didehceandditcdlar mor
thinking:
My mission is to help kindle sesteem and critical thinking with my students, and it
doesndét matter who they are. That to me is
studyi ng, in a way itudypyesédoltt @veab omat t fee el
oneds abiliti eess.t efehmatc asne nksienddfe saelllf ki nds o
my teaching method is very heavily Socrati

always say to me, AWg dbnak. bdBow what ybem

increased selésteem and | want them to exercise their thinking muscles and their

humanity and rationality, in that order.
Ross, like his students, saw good teaching as the bedrock of a successful Clemente course. In
fact, when asked what chall enges his course f
flight faculty. o

The Role of Teaching in Building Community. When | asked students and graduates

what aspects of the course had been particularly impactful or meaningful to them, | expected

students to talk about course content. While studdidtslk about the curriculum in many
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instances, students most ofterere¢d to the quality of the teaching as being most significant. At
their annual meeting at Bard College, directors wondered what drew students to the course and
kept them interestedwhat t hey called the fAhook. o0 rAn exc

meeting reveals the directorsd speculation:

Someone poses the question, AWhatodés the ho
writing? Whatodés the pull ?0

APeopl e want something different, o Valerie
AThe hook i s t ha tpected listénedceto, gnd your gpintorowillpe t r e s
respeSohjad,ds AThat 6s what they take, thatod
AWhat keeps them coming back is rigor, i nt

While all of these ideas are probably true to some degree, whattombsis saw as the

Ahooko was the teaching; that is what kept th
used i n conjunction with Cl| ement esedt78taneshn ng we
76 studet interviews. Studentgepeatedlyeferenc ed i nstruct orsd ent husi :
matter, as well as their ability to fireach ev
sever al students categorized the teaching sty

For example, Janelle, a 201@&duate in her late 40s with some college experience, appreciated
thei nstructorsoé6 | ove for the material, as well

Il think the strengths are the professors w
andcleay enjoy it, who arendét intimidated, or
like missionaries going to Africa, teaching the natives, that kind of attitude. | felt like

they really respected everybody as adults and their different backgroundsraraper

to whatever place everybody is in. ¢é | thi
someone who didnét approach it that way, i
would have just been up, and it just woul d
Similarly, Anita, a 2016 graduate also with s
that professors didnoét approach students #dAl ik
students were respected and notdnea t o f e el la ke a Acharity case
They made us feel valued in Clemente. Il t 6
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feel humane, right? And itdés a free course
free course for people who canét afford to
did they make us feel |l i ke we were a char.i
us feel like a charity case. They just made us feel like you are gettaigadle

education from respectable professors.

Jenni e, l i ke Ani t a, described the teaching as
environments and emphasized the fAcareo profes

more active. Ther e

l'tds more humane. I S
[ erpreting the knowl ed

understanding and
step.

t 6
nt
Several students stressed how the professors were able to reaetse gimge of students in the
classroom and made each student, regardless of her prior educational experiences or background,
feel intelligent.Instructors encouraged students to move from the passive engagement associated

with the traditional banking sy&tn ofeducation to active engagement:

Adelaide: Il think when we grew up, we had what
of the things | realized about his [
teaching was it allowed every person to feel a sense of belorigmghey
bel onged, |l i ke they can participate.
words, but it counted. He was always open and ready to listen to
everyoneds opinions, their input, th

from different walks of life, dferent backgrounds, maybe even different
academic levels, yet for each and every one of us, we all were at the same

|l earning curve. € No one felt I|ike,
AOh, |l 6m | ess intelligent,6 mpuor AMayb
isnét going to be relevant. d Everyon
was relevant.

*k%k

Shalisa: | candédt speak for every professor, o
but they have a real talent for reaching everybody. Like in my class there
were people who, |l 6m not sure that ¢ttt
what their | evel was, you know what
of education was. Then there were students who were actively in college
and there were students of all drfat ages. Even though a lot of them
were just from the same neighborhood
different backgrounds.
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Thiago: You were able to express yourself and communicate your views, and you
were not shut down. It was embraced anglas embraced especially in
the philosophy class where all philosophies were welcome to be brought
out, put on the table. So, within the classroom, other students would
challenge the philosophies of others. So, | thought it was great where
people can rebl exercise their minds, exercise their perspective and also
be open to other perspectives as well. | think that is valuable there.

Although students lauded the teaching and the individualized attention they received,

both staff and students with collegeperience readily acknowledged that the Clemente

experience of community and support was a long way from theosislim experience of

traditional higher education. Meg, a former lemnge course director, noted:
Those students who did come to us armhtivanted to go on to a feyear degree, |
think had a somewhat rude awakening when they went from the course into a typical
institutionT whether it was a community college or a fg@ar degree program because
they didndét hplace Wdoffered [& Clememteiheistextbaoks were
free, their child care was covered. e I n s
with these false expectations that they can actually make this happen for themselves?
Because they will have to figureaut | ot of ot her supports to ¢
challenge that we never quite figured out how to address.

A faculty member similarly brought up concerns about a student who had been admitted to a

humanities program for eaffenders, which he was to beghlretsummer after graduating

Cl ement e. il édm a | ittle worried that heds not
heds so interested and articulate é but what
and | guess | 06ngoa nlg tttol eg ewto rtrhieerde haendds j ust get

Once Alejandra graduated from Clemente in 2007, she moved on to community college,
and then a fouyear university. She recalled not having enough support from the college and
turned to her Clemente instructdos support:

So, while | was at community college, they had a writing center there, but the tutors can

only be with you 30 minutes. That to me wa
spoiled from Clemente. So, | would go back to Michael [Clemente gritistructor]. |
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would go and visit him on campus with my papers, and he would grade my papers that
were due for another <c¢cl ass. He woul d say,
what he said right here, 0 ahepedmeai alondg augh.
throughtheentire way even after | left Clemente.

Students like Priscilla with some prior college experience were able to make sharp comparisons
between the Clemente experience and their experiences in other postsecondary institutions and,
without fail, preferred the type of education they received im@lge to that of &aditional

college environment:

l 6m so glad that you brought thatiwmp becau
may sound harshbut being treated like a real person. You know, to have just someone

interact with you on sucadeeper level, and it could be short. It can be just a short period

of time of interaction but it has so much depth to it. Where | think that the interaction

itself helps to change people, not just how they see the world but how they see

themselves. Bcause people are not used to being t

And there were students like Al, who did not have college experience but hoped that higher
education mirored his experience in Clemente:

|l 6m all owed t o &leveditokind & a&bsotbhhingslateny own pagem

You donét have the pressure of being in a
and to hear a monotone voice of a professor like 200 feet away. | guess our space is a

little crowded, but it feels more, it has more of a family atmosphere. | feel more

comfortable knowing that | 6ém around people

thoughts and feelings with and not be judg

any hing |i ke that, oh my God, thatdés going
Al , who planned to compPplementtebawahel| brkbsl yego
awakeningo mentioned by Meg, aslkeQeméentecol | ege
Community in the Classroom

Family. The pedagogi cal <c¢hoi c e dostencmdneunity gmorgl e me nt

the students. fey feel valued by their professors, but they also feel valueadly other
When | asked students and gragseto tell me their thoughts about their classmates, they

routinely talked about their peers using term

132



are not terms one typically associates with college classmates.
My field notes reveal multiple timeshen both students and staff referred to the class as
a Afamilyo and, | will admit, that the first
| was taken aback when the course director described the group as a family on the first night of
cl ass; we meteatmother yet Duwimg the second week of class, | recorded the
following notes before class started:

|l t6s the second week of Clemente and c¢cl ass

Secret Santa gift exchange for Chriatm, whi ch seems strange to
t wo months away. Luisa thinks this a grea
Lori agrees. | say that sounds good. Ti sh
Pilar . o Pi |l afmember. dhe@ Tishatalking ® Pikrt aad | hear Tisha

describing the class as Afamily. o Wi nston

sit with them; thereds five students alrea
hiswaytowards he back of c¢classroom where theyore
sure he knows everyone's names around him,

their hand. Before he sits down, he says t
lookingforanew apartment, jokingly says, AThen ¢
Winston says heds working on it.

Like the first night of class, | puzzled over these exchanges because they seemed premature to
me. Did the studengenuinelysee the group as family already? Or was it just rhetoric? My
dubious reaction, which | kept to myself, was largely due to my socialization in academia, where
classes are not considered families and classmates are typically considered colleagues, not
brothers and sisters. Over time, however, my opinion changed, and | came to see that Clemente
provided an important sense of community for students. | came to see that students and staff
who used t heappearadtb dso sircenelythgugh I, persamally, would not use that
terminology so soon into the experience

When asked to describe their relationships with their classmates, students routinely
described them as family. Here, Lenore, Tiana, and Rogach from a different course site

and gradusion yeari express how their classmates functioned as a family:
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Lenore: They now have become an extension of my family.

*k%k

Tiana: [We] became a little family to where when one was not there, we got a call
from somebody, we were emailed, we were texted. To me, it just gave me
a new group of friend&€ Pl us, if 1 found somet hin
was al ways maki ngr eabd sc ojpuys tf osro mehtehm: n g
with the reading.o It was I|ike kind

*k%

Roger: When | started the program | told ev

her e, |l 6m here to get my education.

morphing inb a nice little extended family where you actually cared about
everybody in the room and their situations and what was going on with
them. Like, when Juan got sick and he stopped coming, [and] Mark had to
go to Georgia, there was a few things that, youknmmu send out an

email, make sure that everything is OK, just to check on them.

Bruce, an African American man aged 50 who graduated from a course in 2007 and is currently

pursuing a bachelords degree i n ssmatdshecameor k,
|l i ke family: Al had no idea when | got in to
really corny, o0 he said,chuchogliasgn, ibuCl emewase

also mentioned the idea of Clemente functioning Bkchurch community:

One of the things we never talk about, and
church. Il think for a |l ot of our student
doing and, for some of them, some sort of church experienceislio say you kind of

walk in hoping to find some words of comfort or strength or something that will kind of
help you make sense of things. You walk in expecting to find a community that can
embrace you in a certain way. You walk in expecting thaasdn to have a

transformative power. | think a lot of them [students] are sort of primed for thaeipy th
experience $asecaldr way tolget that lond of experience. So, | wonder if,

| mean, it feels to me like there must be some intexgsrossover there.

n
S

Church and religion were often mentioned by C
were important to them, as omeght expect. Mny learned of Clemente through their churches

and many shared the course with fellow padskrs. Some students commented that the
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demographics in the classroom mirrored what they saw in church, but only Bruce and Jason
likened the sense of community they experienced in Clemente to that of church.
Just as church fulfils a need for communiy many people, several students expressed
how Clemente fulfilled a need for social and intellectual commuityirty-seven of 76
students expressed feelings of isolation and
mi ndedo indivddtual sl evdhron waenw et hi ngso at Cl emer

like-minded people, they could forge friendships. Jimena, for example, a 2016 graduate, joined

Clemente because of Athe possibility of findi
so itbébs a huge, big deal for me to I-kntve her e,
group of people to network with.o Luciana, al

her three children and moved to a new state before joinemméhte; she said:
|l guess | needed hel p, i ke, meeting peopl
personal life. | felt like this will help me, like, kind of come out of my shell in a way. |
thought that this might be a good way to start, likegpen up and make friends and meet
people. é 1 6m kind of fdomelate tohpw ltthnk So, t her e a
thatdos kind of comforting in a way.
Velma, a 76yearold 2010 graduate, explained that many of her classmates experienced deaths
during the course and relied on the social community Clemente provided for support:

| lost my mother in 2009. | had started the class in October and | lost my mother in

December. é But then, l' i ke, the whole cl as
lost his grandmother. It was predominantly, the class had a lot of Haitian people who that
year | ost people in Haiti from the é you Kk

on because wedd become so close and weor e
there for each other. The camaraderas sensational. It was hard to leave because we

almost felt like you needed to have a second part to that [course] and take more classes.
So, I wasndét really ready to aeadytoal |y gr ad
graduate from there.

Love. Manyi 30of76ist udents al so used the word fAl ov

about their classmates. It should be noted that students were using the term in the Platonic sense,
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though some romantic love was kindeeds we |l | . A course director t
Clemente couple who might get married this ye
witnessed firsthand an emotional and ultimatelyated proposal in a Clemente classroom as
well. From asocial work perspective, these proposals were unsettling, particularly the one |
witnessed, as the students were lonely, vulnerable, and had known each other only a matter of
months. References to romantic love were certainly not the norm, and the degnghe
majority of students who referred to loving their classmates did so in theonm@mtic sense:
Rick: | enjoyed the company and the love, and the concern that we had for
anot her , | i k e-anddidH2 ¢ , A \Wdihgso msheérss o s 0
today?0 diHleyyou do t he homewor k?o0 é |
in their lives, and | would always want them to be in my life. It was just
really, really a great experience knowing different peapléthink | have
[ devel oped fri ends mktpaswe madaandmpact | ha

i n each otherdés |ives to some extent
dondét never ever see each other agai

*k%k

Stephanie: Yeah, | loved my classmates, | did. | loved them tremendously.

Prof essor s, intdesoribinguheierelatidngdhipswihostudents. A Clemente course
had experienced the death of one of its graduates, a beloved and enthusiastic student who battled
cancer. The literature professor at that course site, who was a favorite among stadents,

[ Cl ement e i s] afamilg. WMmaove edch oyhérthe students, the

professors. Il tos real | ove. You saw t he
students died. It was an overwhel ming res
between us.

Engaged pedagogy establishes a teastugtent relationship that nurtures the growth of both
parties, as evidenced by Professor Martinds ¢
contends that engaged pedagogy expands both the heartteed mi nd and fAmakes u

learners because it asks us to embrace and explore the practice of knowing together, to see
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intelligence as a resource that can strengthe
Parker Palmer2007) invokes the ideafdove in teaching:

Teaching tugs at the heart, opens the heart, even breaks thie dnadthe more one

loves teaching, the more heartbreaking it canébeThe courage to teach is the courage

to keep oneds heart open iinaskedhtoholémoveer y mom

than it is able so that teacher and students and subject can be woven into the fabric of

community that learning, and living, require. {i.1)

Bonds.l n addition to using the terms Afamilyo
relatiorships with classmates, students also talked about forging bonds:

Ann-Marie: The strengths [of Clemente] would be the community, the family, and the
bonds that have been created. é |t w
around people that was caring, tgahuinely wanted you to learn, that
wants whatoés best foe Youe adndaar
story about the geese, how t hey f
turns |ike the one thatds in the
miles, then the ones in the back will come up and take turns because they
help each other. If one of them is ill or sick, two will drop and go down to
be with the one thatodéds sick. So, Il w
where we all contribute toeacthoer 6 s success. €& There
[ success] for everyone to have, but
each one its turn when itdés ti me.

eeh
|y
fro

*k%

Luisa: We bonded during the class so well
shared and we helped eadher out.

*k%k

Anita: It was so much more than just a class, we came there as a unit, we left
there as a unit. We became bonded. It was cohesive, we could draw off
each other. I f you werendét there, w
accountable other than our professor. | tkeymissedyou when you
werenot there. We wer e Wwarkekeltwas dy na mi
like a band of friends who belong together.

*k%k



Carla | feel |like in the class, one thing
all there for one @mmon thing. | mean, you know, we have all of our
differences, but to have that common goal or bond or interest is really
powerful. é |1 think thatés a big par
having that sense of community.

Student so6 r eHeiadassmates tempnstratevthat Huilding social support

systems is key fdearning success (Langéhovanec, Cardinal, Kajner, & Smith Acu2915).
Building community was meaningful to Clemente students because it acted as a source of
fellowship and frendship to students, all of whom were disenfranchised in some way and many
of whomclearlyexpressed feelings of isolation and loneliness in interviews. The community
was meaningful to students because it also provided accountability; studeatsdelthtable to

each other as well as to their instructors. When community is fostered sseoclkm, students

feel supportecnd are subsequently more comfortable taking iigksks as seemingly mundane

as asking questions and voicing opinions. And inga class that is also a community is

valuable to instructors because it results in fully engaged learners.

Using Humor to Foster Community

Humor, too, proved to be a way of building community, engaging the students, and

helping them to feel comfortablen t he space and with each ot her
(e.g., laughing, laughter) were used 252 times in my typed field notes, and | know there were
instances when | did not annotate laughter in my typed indiesause it seemed unimportant or
reduindant at the timé and times when | handwrote notes, thus making the actual instances of
laughter in the classroom even higher. On thectophumor, hooks (2010) argues:

Both wit and regular old everyday humor could really serve to create a more open

atmosphere in the classroom. Simply put, laughter shared can draw groups closer

together. This is especially true in classrooms where there is much that separates, where
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diversity is the norm, or where the subjects studied confront students with depressing

facts. (pp. 71472)
Indeed, there is diversity and much that can separate in a Clemente classroom and various
aspects of the humanities are laden with depressing facts, but laughter, as a reciprocal act
between teacher and students and among studentsethesmselped to bridge divides and
create a sense of communitis Levine (2007)argues irBlack Culture Black Consciousness
humor is a socigphenomenon fian i nteractive process among t
commonal ity of ex fpp B58359) daughtenhelpsdoifoster a sense of 0
group cohesion among those within the circle of laughiteough their laughter, they share an
experience that t hose .daoartAfsicardAenericamsin particular,l e ar en
laughter haveen present throughadeirhi st ory, which is evidence o
consciousness and solidarity among a group that too often and too easily has been pictured as
persistently and almost totallydema | i zed and a Alihoughalkollititestudgmts 3 59) .
and staff engaged in laughter at Clemente were not Black, the vast majority were.

Many students talked about how particul ar
appreciated their instructors®d uasdAnndMérieechumor i
2016 graduates, and Bruce, a 2007 graduate, each highlighted how they appreciated the humor of
their instructors:

Duke: Professor Carson wasarveloudn this. | thought that his sense of humor

is what carried the day so often for him andthe classHe kept things in
perspective. Eneverlet this tone of mussfussy academia touch us,

ever. It was always conversational, always informational, and with a, you
know, wry touch to it.

*k%k

Bruce: But every class, youbre crying somet
justsopowerful in his passion for writing and words. Just looking at
words differently. ¢é He was | ike the



class you would just look forward.to

*k%k

Ann-Marie: Heds [professor] so funny in his own
just somet hing about hi m, heds just
cat!

Likewise, Isabella, a course director who did not teach in the program butsedlirclasses,
referenced how she used humor to diffuse tense situations in the classroom:

In the classroom itself, | think | have the ability to kind of, if the atmosphere gets a little

bit too dense or if one person talks too much and dominates thersation, | think that

| can use humor and my friendly relationships with the people, sometimes even help our

instructor with situations like that. So, because | do have a different kind of relationship

with them [students], | can joke around.

Somereseac h even indicates that humor offers t
for the instructor and course (Banas, Dunbar, Rodriguez, & Liu, 2011). In general, appropriate,
relevant instructor humor benefits both educatorsstimdents (Banas et al., 201 Extant
research indicates students report greater affective learning (Wanzer & Frymier, 1999), more
satisfying teachestudent relationships (Welker, 1977), improved learning comprehension
(Gorham & Christophel, 1990), and group cohesion (Banas, €04l1) when they perceive their
instructors as appropriately humorous in the classroom.

This positive influence on students may st
anxiety, create a positive learning climate, and boost student motivatoag®t al., 2011).

Humor is important to instructors as well. According to Banas et al. (2011), the use of humor in
the classroom increases positive instructor evaluations, enhances instructor credibility, and
heightens student attention. In additionthiese benefits, Houser, Cowan, and West (2007) note

that humor is positively associated with stud

sociability, and character.
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In Teaching to Transgreshooks (1994) and her colleague Ron Scapp discuss using
humor in their classrooms and the widespread assumption among academics that learning and
laughter are mutually exclusive.
bh: |l 6ve actually had coll eagues say to me
What are you doing wrong?o
RS: Colleaguessy t o me, fAYour students seem to be
be | aughing whenever | walk by, you seem t
i mplication is thdtl eyqudroau 6a eg mo dy ojoadk eper f o
teaching is happenin? | easure i n the classroom is fear
ideas can be entertaining, moving. To prove your academic seriousness, students should
be almost dead, quiet, asleep, not up, excited, and buzzing, lingering around the
classroom. (p. 145
As a participant observer, | experienced far more humor and laughter in a Clemente classroom
than | ever did as a student or educator elsewhere. Perhaps this is because the classes take place
outside of the hallowed halls of academia, and instructaysn 6 t f e e | pressured t
Afacademi cs,scerdasoulemmeks and Scapp suggest, or pe
i nstr uctthe typsto take thimgdoo seriously to begin witleither way, bhere are no
colleagues, deans, or departmentirshis walk by the classroom and question the laughter
enveloping the room. Perhaps, too, Clemente students are more apt to laugh because most have
not been socialized iHfntsesywhatadkukaea .®al |l ed A mu
Student sd Desi Cemmuity Conti nue t he

When | asked students what suggestions they could offer Clemente, the most common

refrain was that they would like Clemente to offer more aluralaited activitie§ events,
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courses, reuniorisso that they could reunite with their classmat®&sme had fallen out of

touch, moved, and/ or never had, or | ost, thei
graduate stated, Al wish the alumni would gat
time | didndt go thatonehirae | fealy should haje. Tihdt is such@ greaa n d

opportunity to get strength. | really do wish that the alumni could gather together, oh, | wish that
so much. o Similarly, as | finished up a phone
spokewha he was still a student), | asked if the

love to definitely keep in touch, to have some kind of alumni relations, alumni courses, and

such, o0 he said. #Alt will be dhnmeandjujttosharedllo r ev
of our experiences actwually while we continue
Studentsodé close bonds in the classroom cou

suggest evidence of social capitalthe past decade, tkencept osocal capital has gained
tractionin research and social policy literature across the fields of sociology, anthropology,
economics, community development, and education. Comtenmthe lack of social cohesion
in some communities has arguably contributemhterest in the concefé.g., Putnam, 1995
2000 . Terminology such as fAbonding tiemild (inte
and maintain cohesipn and Abri dging tiesod (interactions
discourse around siat capital in an attempt toetterdefine andcomprehendt (Gittell & Vidal,
1998). Clemente students appear to form bonding ties with one another, while their ties to faculty
and staff, who can provide them letters of reference, are bridging.

Accordingto Balatti and FalkZ002), building and activating social capital are outcomes
of learning as well as the processes by which learadtgallyoccurs. Fostudentdo develop

social capitaln the classroom, they musitteractin potentiallynew ways, in new contexts, and
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with new peoplé all of which seem to be at play in most Clemente classrooms. Alfred (2009)
argues that building a classroom community that emphas@mesonrules anchorms, respect,
and collaboratiorwan help students ddisocial networks that benettiemin both psychological
and instrumental ways. Indeed, this is what so many Clemente classrooms do.
Course directors concede that alumni relations can be a challenge, often a significant one;
the Clemente populationeca be hi ghly mobil e and difficult t
more, Clemente courses often do not have the necessary resources to develop robust alumni
programs. As Manuethe director of an organization responsible for financial and
administratves upport for its sdidat eds Clemente course
A big challenge for us is what do we do wi
rat her wedbdbve spent the resources on creati
alumni coordinator. So, keeping tkaaf alumni is really hard, but we want to continue to
offer opportunities for engagement in the humanities. So, the alumni part can be pretty
challenging.
Many others echoed the idea of wanting more time with their classmates, though instead of
alumniactivities, they suggested longer class times. When | asked students if they had any
suggestions for the course, I heard Al onger ¢
that | grew to expect hearingiitrom 50 of 76 intervieweesAs Shereea 2013 graduate,
suggested:
| just want it to be longer, just to be a little longer, and | wish they had more days. | wish
they had more days because | just was so in love with my group and my classmates and
the teachers, and we only was there for likeethours [per eveningd. | just wish | had
more time to read, | wish | had more time to think about it, and like figure out what they
[writers] were doing at that time and why they wrote the books. Trying to figure out what
they meant by this sentencetiat book or how they must have fat. Like, | wish |
had more time to dive deeper into those subjects because it was such a deep and enriching
topic. That was | i ke, we would | eave cl ass

aboutit. Thente pr of es s or dohoauvled tboe,| efiaYvoeu at s ome p

And Kiki, a 2015 graduate, similarly suggested that classes run longer. She found the dialogue
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so stimulating that she often wanted to stay later:

| was never ready to leave at 8, ysguaw what | 6m saying? Just t
goi ng. I was never ready to |l eave at 8. So
have jobs, other things, they may have mor

Conclusion

It is possible tdoster community among an incredibly diverse array of students, many of
whom have not had a positive educational expe
this kind of community when educators ignore the realities or habitus in whicrsadigdnts are
embeddedStudenicentered educatiolpcusedonwh at Woj ecki (2007) cal |l s
worlds, communities, aspirations, and experie
marginalized learners but requim@®ving away fronthe bankingmethodof educationn favor
of a more Socratic, probleposing form of education (170. It requires educators to appear to
engage with adult learners irharizontalrelationship.

As Woj ecki ( 286oimhgs craciivar adelteducafors to become curious
and interested in | earnerso6é stories, in part.
sefmaking and identity constructiono (p. 171) .
adult leaners, it requires more from educators than simply preparing and delivering a lesson and
offering office hours each week, as one might in a typical university setting. MacKeracher et al.

(2006) pointed out the importanhbatofefiogeapmbes

needs of adult | earners and are Asupportive o
barriers to |learningo (p. 22).

|l 6d |Ii ke to end with an excerpt from an in
Clemente nineyearsagond, when we spoke, was Atwo Spanis
his bachel ordéds degree in social work. Hi s wor
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community, why itodés meaningful to participant

tradtional college experience.

To sit in the room with 30 other people and learn in that way was just revolutionary on

my mi nd. | al ways tel]l my friends itds the
what education should look like where you sitiinircle with your peers. You glean

information and knowledge from your peers rather than someone who just read the book
first. €& There i s noaunieersipaxperisnceh Sojtef CI| e men
University has these, you know, rigid standards batever, they would say for

accreditation or what evndividualsPAtClemeriteky donoét

youdre in a room with 30 people and theyor
their voices are very important. But, unfortunatetythie reality we live in and | guess

l 6m a liitttdse mardeedabout making money and ot
holistically educating individual s, meetin
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CHAPTER 6: Citizenship

It has been argued that liberal education plays a special role in producing democratic
citizens, thekind of citizens who cakeep democracy alive amelpit flourish (Nussbaum,

2010) I n its earliest day snlytoaranid of sobjectsbudtalse duc a't
to afimoral and intellectual training which was restricted to those who evelegally free

(liber) and enjoyed the status of citizeos/€90 ( Chr i st i ni di sinaacieBtl | i s, 2
times knowledge and education wereseas tools for shaping welbunded individuals as well

as the institution of citizenship for the creation of a wellnded, thoughtful socie(hristinidis

& Ellis, 2013) On the unique importance of a liberal education, Laverty (2015) argues

The humaities educate us to think for ourselves and enable us to pursue autonomy. They

do this by cultivating independent or critical thinking accompanied by resistance to

conformity, authority, and manipulation. The humanities involve the formulation,

analysisand evaluation of arguments, practices that trace their roots back to Socrates. (p.

635)

A primary aim of this dissertation was to
participation in the Clemente course and their engagement as democratic cifiieenthere any
association, | wondered, between course part:.i
engagement in their own lives and community? Did students and faculty see the course as a way
to make students becB®reubli®et2@0®) csuggentss?, |l
people to think deeply and reflectively about the good life, the good society and the idea of the
g o o thenGlementeholds the potentiab bring about transformative change (p. 295). My
research indicatabat most students in the sample felt that the education in the humanities that

they received in Clemente helped them to more fully participate in society as democratic
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citizens. Students most often spoke of learning to thinking more critigallying onfidence in

speaking and writingengaging moractively in their communitiegnd taking control over their

futuresi all of which contribute to a healthy, deliberative democracy.

Critical Thinking
The critical thinking tradition concerritself mostlywith what Burbules and Berk (1999)

c a ledisteniic adequadyp. 46).To beficriticalo requires one tébe more discerning in

recognizing faulty arguments, hasty generalizations, assertions lacking evidence, truth claims

based on unreliable authority, ambig us or obscur e (Borbuee&Berk,, and s

1999 p. 4. Humanshavethoughtabout critical thinking and how to teatttor thousands of

yearsi since Socrates, if not befofeisher, 2011).John Dewey, the American philosopher and

educator, is widely regarded as the #fAfathero

(1909) termed it fAreflective thinkingo and de

consideration of a belief or supposed form of knowledge in the lighieafrounds which

support it and the further conclusions to which it tér{@s 9). By defining critical thinking as

an active process, Dewey contrasted it with a passive form of thinking in which one receives

ideas and information from someone élseghat Fr eire call s fAbanking ec

myriad definitions of critical thinking have sprung up. Edward Glaser (1948uttwr of the

worl déds most widely used -GlasertCritioaf Thiokng t i cal t hi

Appraisal, buitonDe#ey 6 s i deas to define critical think]
(1) an attitude of being disposed to consider in a thoughtful way the problems and
subjects that come within the range of one
logical enquiry and reasoning; and §&)me skill in applying those methods. Critical

thinking calls for a persistent effort to examine any belief or supposed form of knowledge



in the light of the evidence that supports it and the further conclusions to which it tends.

(p. 5)

Nussbaum definegci t i cal thinking as the ability @t
deferring to neither tradition nor authority,
the humanities, critical thinking contributes to both the creation of goals thheqaursued
systematically and a culture of innovation (Nussbaum, 2010, p. 25). While differences exist as to
how critical thinking should be taughtwhether through subjespecific content or as a set of
generalizable skill§ there is little disagreeméenver the purpose of fostering such skills. Brown
(1998), McPeck (1990), Nabaum (1997; 2004), Paul993), and Siegel (1988; 1997), among
others, have argued that an education in critical thinking is the only education that can truly
prepare individualéor democratic participation.

Nussbaum (2010) contends that Socratic pedagagyical thinkingi cultivates good
citizens:

One of the reasons people have insisted on giving all undergraduates a set of courses in

philosophy and other subjects in the humanities is that they believe such courses, through

both content and pedagogy, will stimulate students to think and argueforshe | ves é

and they believe that the ability to argue in this Socratic way is, as Socrates proclaimed,

valuable for democracy. (p. 48)

On a practical level, this takes the form of students learning to probe, evaluating evidence,

writing papers with welktructured arguments, and analyzing the arguments presented to them in
discussion and texts. Philosophy classes in particular give full immersion in Socratic thinking
and, Nussbaum (2010) argues, someff &xfipohignt ov i

dialogues of Plato are second to none for their capacity to inspire searching, active thinking, with
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the i fe and example of Socrates up front to
Cave, a dialogue bet we eacratés|wad repéatediybmentionaddby Gl au
students as a particularly impactful text and was the single-citedtwork by students. Across
the 76 interviews conducted with students and
Acaveo 46 t iersets ,3 Banmih tmeSsoy ©thea dourse material. In the allegory,
Plato(350 BCE)paints a picture of ordinary people imprisoned in a cave, unaware of the true
reality hidden from them:
Behol d, human beings | iving ibeenftomtheimder gr o
childhood, and have their | egs and necks ¢
see only their own shadows, or the shadows of one another, which the fire throws on the
opposite wall of the caveé Tthingtlt thershdowshe t r u
of the images(n.p)
When a prisoner is released from the cave, sh
brightness, but as her eyes adjust she begins to see the truth. If she were to tietucaveo
enlightenthec apti ves, théelliiekel hewoub@erc@tuse t hey coc
beyond thainderground Shorris, Clementebs founder, r ec:¢
the Cave in the pilot courseds ctignalfFacibtyy |l um at
inmate Niecie Walker, whom Shorris interviewed as part of his research on the causes of poverty
and who served as inspiration for the course. While incarcerated, Walker pursued a college
degree with a concentration in philosophy (Shog@)0). When Shorris reviewed the proposed
curriculum for the pilot Clemente course with Walker,ahegued t hat there was
mi ssing é The Allegory of the Cave. How can

Allegory of the Cave? Thehgtto is the cave. Education is the light. Poor people can



under st @modis, 2080ap. 186). Similarly, a Clemente staff person who had known Earl

Shorris commented that across Clemente colirsesluding ones in Mayan communities in

Mexico, in Dafur, and, of course, the USfiit he only common el ement i s
|l ot of Platobés Allegory of the Cave. 0 I|Indeed,
with Walker. They saw t hemsel vealbeerslivingina cave

form of darkness until Clemente.

Alejandra graduated from Clemente in 2007. With a nearly a decade between her and the

course material, she struggled to recall the exact names of texts and their authors when we spoke,

but when | asketier what she recalled as being most impactful, she immediately remembered

the cave:

Alejandra:

Charity:

Alejandra:

Tamek a,

Up to that point | didnét have reall
kind of, wow, this is brand new. I d
knowledge existed. The was a particular thing that we were learning

about, 1 6m sorry, 1 6m just, Iike, cl

it was. It was like something like the Odyssey of the Cave, | think it was,

where you have these people chained in a cave lookagvall, and

thereds a light. They dondt know t ha
was like outside the cave.

Yeah, thatdos Pl ato.

Yeah, thatdéds how | f el dtzegltwagjustat mo me
existing I had no education, no real go
didndét know how to start, didndét kno
who graduated in 2009, also recall ed

encouraged her to take a more &tiole in society:

The story itself was, you kind of can relate that, you can relate to it. Because it happens
all the time, you just, you can actually put that storyline into your real life every ey
certain situations that you deal with, esplgibeing an intercity kid, growing up in

poverty and areas of that nature. It kind of brought a lot of light to me and boosted me to
get out there and do something.

Estelle and Florence, 2012 and 2015 graduates respectively, also related to treesmnalyp,
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while Kiki, a 2015 graduate, related it more broadly to the Black community:

Estelle: Actually, it was when we talked about, | think it was Plato, or maybe it
was Socrates, about the cave, and it just, like, addressed how everybody
could be in a cave. Everybody is in a cave. Everybody has to get out of

t hat cave but when 9$obudbeal i methhabtcsy

actually in that cave. The stuff tha

the exit, but youbdre stildl afraid of

realize that youdre comfortable in vy

€ tIl was | i ke youdre tal kinwwabout my
*%%

Kiki: The cave. When they [prisoners] were in the cave, it made me think about
how even in the Black comniemnllyiny how,
the cave, weodeei hitvhaty youtthlei mlavi t 6
at, but 1td6s just a version or a sha
this is all there is. | was able to correlate tiodt i f e and what 6s r
going on, what 1 6ve seen, and whatds

*k%k

Florence: The Al I gory of the Cave hit m
did I not read this 40 years a
woul dno have been ready. I n
able to see, and someeeijed the light, rejected the truth. And | realized
that was like the teachers trying to bring us to the light. Some [students]

would reject it and some would accept it. It was just awesome.

e so h
0 0?! 0
t he ca

Aurora, a 2004 graduate, also found the allegory to banbkesnost impactful text of the
cour se. She felt that the Clemente experienc
to the humanities gave her a sense of fAbelong

Of coursethe critical thinkng [was impactful], and that part was excellent. But more so
ités when | read the All egory of the Cave,
courses especially then because it was my life, | thought. Because | felt like | was, at first

y 0 u 0 r eve acceptiag, youaknow, the images on the wall from the shadows. My

friend Dori [who recommended the course] had dragged me out of the cave, pretty much

to see the truth about the images. So, | believe that everybody needs to have that kind of
experiencecEven i f youdve had the highest | evel (
Il i f e. ¢é -opaningwoante arg it gave me a sense of belonging once | began to

read the books, you know, the great literary works, and it was just awesome. And it gave

me asense to want to give back and do the same for other people, especially people in

my community and the children. Well, for my kids, | mean, | pushed them and pushed

151



them from that [Clemente experience]. | just knew they needed to be educated, they

neededo experience life in a different community, a different state, different cities, just

to have differentexpein c e s Islo kKrhew 6t hat this is not al

more.

Toapurist t hes e regdingofitbedllegory douldbevived as Rlat ong. O
argued that the cave is, in fact, #@ireworld, not simply araspectof the world But what is
most importantis na t u d ieterpretadion of the cave of any given text but, rather, the fact
that theyor e i nWrestliny withicampligatedeadingsswhat builds | |
studentsod confidence and critical thinking sk
lives and those of otherand ultimately contributes to their citizenship. As one graduate stated,
AThose readings, |l i ke the Cave, they just mad
think now. e | know | 6ve got somet hiefCgvet o0 con
is just one example of a text that encouraged students to think deeply, ask questions, and reflect
on their own lives and the lives of those around theat of which contribute to good
citizenship.

Seventyone of the 76 students indicated thaithhinking had changed because of
Cl ement e. Responses i ncl uded :refléctbeforel mak&ka wi der
decision, | doo; Al ask O6Why?6, l' i ke, all the
to t hinki indedathesemesporees indicate that students were actively engaged in
critical thinking outside of Clemente, which, Dewey (1910) argues, acts as a correstiap to
judgement§ it Aaffords the sole method of escape fr
ac t i on 0Andwhen sludehts said they asked more questions as a result of Clemente, it
recalls Deweyds (1910) argument that the crit

To turn the thing over in mind, to reflect, means to hunt for additional evidemagew

data, that will develop the suggestion, and will either, as we say, bear it out or else make
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obvious its absurdity and irrelevance. € R
inertia that inclines one to accept suggestions at their face valwelves willingness

to endure a condition of mental unrest and disturbance. Reflective thinking, in short,

means judgment suspended during further in
to carry on systematic and protracted inquiirthese ar¢he essentials of thinking. (p.

13)

Darnell, for example, dropped out the course aboutviiajf through but felt that it

expanded his thinking during the short period of time he was there:

Darnell: It was just a small time | was there
little information that | did get, it just really made me start, | started
thinking on a whole different | evel,

l i ke, want mdmean definitely thraade me ¢éhiniSnwote.
Some things | do every day, | did different after | started going to the
Clemente classes.

Charity: Really?
Darnell: Yes, | mean, looking at things different, from the information that | got. |
mean, youkind f f e el |l i ke you know whatodos g

everything, how people are thinking. It just put it in perspective for me.
So, | can imagine what would happen if | just, like, had the whole
package.
Luisa, Tiana, Yesenia, and Ivory similarlyessedhatt hey f el tmimod eed oii ogredn s a

things Adifferentlyo after Cl emente:

Luisa Il know more things that | didnodét kno
did before. € But not only do | thin
thatwerd aught t o me t o whjattomakemsured oi ng i
|l &m making better decisions. é | fin
moreopermi nded, | i ke 1 6dm | ooking at | if e
more hope.

Tiana: | do [feel more opemminded]. It makes me, you know, when | just judge

people based on what | see or the first things out they niduthd on 6t d o
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that anymor e. I dondt do that anymo
TV, 1 find myself saying, SO, Nmdv what
myself saying that andHmmo® k$ m,g tad rmen
making me think outside the box. | 6 m
just what you see. Like when the media is blowing up something, [I think],

AWhat el siki rag 20 yiousthead of just sayir

is what it is.o0 é Before [Clemente],

*k%

Yesenia |l dm more aware, | try to do things w
always looking for things that | oaot see. | always ask [questions] and
rethink other points of viewl do that more often than before.

*k%k

Ivory: | do a lot of research now. | see things differently, | see that things are
constructed Things are constructed socially, economicalbjtically,
andhowthings are constructed.

DeeDee, a 2012 graduate in her fifties, underscored how important she thought critical thinking

was for the adult | earner because, msahmg,aar gued

|l ot of people dondt At hink beyondod what theyo

DeeDee: The critical thinking piece is really important to be able to discern certain
things, and thatodéds something | donot
t h a eally smpartant for an adult, an adult learner, the critical thinking
pi ece. A |l ot of people just donodot t

Charity: Do you mean in reference to current events or politics or really just across
the board?

DeeDee: Across the beatdterWhet keetatdiat 6 youobr e
certainly the |iterature course enfo
poetry, youobre interpreting literatu
and how it relates even nowvarttAmd every
ltds Jjust the history and of course
just go have | ate night coffee and t
bringing al/l of those things to you

Close ReadingCr i ti cal thinking doesndt just happe

taughthow to do it. In Clemente, this largely takes the form of prolesing instruction. But
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in addition to Socratic pedagogy, students repeatedly highlighted two strategiesythbtight

enhanced their critical thinking skills: close reading and visual, or formal, anaGieise

reading refers to literacy practices devoted to methodical interpretation of texts (Rabinowitz,

1992). It involves sustained analyses, with studezading and rereading to obtain thorough

understandings of the text at hand. Because Clemente enrolls students with a range of

educational histories, no matter what text is chosen, students will be at different levels of

comprehension. Clemente profesagsed the close reading strategy to help the students gain

more knowledge of text structut®d et er mi ne wh a ttousn diempd ratnan tt ,h ea ra

purposeln her bookOur Declaration(2014), Danielle Allen, who taught in Clemente ten

yearswrit es, fAYet i f you had peeked in on us, wha

were doing was reading texts closely, and discussing. téscrutinizedsinglewordd (p. 32) .

For exampl e, her <c¢l| ass Antigdneandintelrogadeethemwerca di ng o f

flaut onomy Whads ldiorg it mean? | soAnbadohbdagaot e

they probectryptic Shakespeareaonnetyp. 32). Indeed, tose reading was a regular

occurrence at both sites | observed; the strategy was usedlyat literature class, but in every

class where students were assigned a potentially difficult text. In a philosophy class, for

example, students were assigned a portidQ afn t 6 s Grouhdiv@sof the Metaphysics of

Morals. My field notes fromtha eveni ngdés class showiahdhat stud

rightfullysoiwhen t hey r eac hedntkamtré sc ailddanpoeefr aa i veo:
Professor Carson stops the cl ass. AYou kn
of this section yet. So, |l etds try that. E

to the next sentence u-Nariereadeasenteycdihe ougdheér s
never to act except in such a way that | could also will that my maxim should become a

uni ver sMhlenl asawmeds finished, Jimena says to
wanna go back to school to learn howdad © Car son 6sx fhlaaidn s atnida te
at the university where he teaches, fAwe do
ACl ose readings in the group help me when
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havetoreadandiceead and someti mes read aloudo to

AMeoo, 0 Evie agrees. Al have to come to cl
about i1t.o0
Il n anot her 1 nstance, t hkingtdaraMy §eldwaes reved whdtiang Sh

typical close reading of a scene might look like:

Ruby, the lierature instructor, assigns parts: Ivory will be Goneril, Tiana will be Regan,

and Ruby wil/ read King Learés part.
Ivory reads as Goneril:
AHear me, my | ord.

What need you five and twenty, ten, or five
To follow in a house where twice so many
Haveac ommand to tend you?o

AGreat, thank you, o0 Ruby says. AThe first
figure out whatdéds going on. o
Il ris volunteers. Alt sounds | i ke Goneri/l i
you?o
ARIi ght , 0 THAiWhiya yagr e dsghts wihénlyou stéyevishawice that
many at home?o0
Tiana reads Reganés part, which is just on
AWhat need one?o0
AWhat neeRulbnweRrepeats. fAWhat do we think t|
AWhy do you even need one?0 Rico volunteer
AGood, 06 Ruth says, and she picks up readin
i éTouch me with noble anger.
And | et not womends weapons, water drop
Stain my manés cheeks! No, you unnatur a
| will have such revenges on you both
That all the world shali | will do suchthingsi
What they are yet | know not, but they shall be
The terrors of the earth. You think |0l
No, l 61 1 not weep.o
When Ruby finishes reading, Il ris says, Al
Ruby asks Ilvory, ADo you hear fury?o
AYeah, 0 | viively says tent a
Ruby reads the line again:
AAnd | et not womends weapons, water dr o}
Stain my mandéds cheeks! No, you unnatur a
I wi || have such revenges on you both. o
AWhy is he furious?0 Ruby asks.
l vory offers her i nt er pangeraadtembamassméntHiead s s o
these wretched hags turned on him o]
Rico adds, fAiHe wants to fend off eakness
Stephanie says she has a question: Al 6m wo
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OK, o

aybe
tephanie offers.

d heds not, mstt mads amad ha&tm hi msel f ?20

made you feel I|ike that?0 Ruby asks.
hedbs just realizing as heds talking

Ruby says, filetds hear what others t

As one wouldexpect with line by line reading, it takes a while to get through any given text and,

as an observer, it sometimes felt like a laborious process. Most students, however, seemed to

value the experience and felt that it was a useful strategy that notedpédihem to

comprehend the text, but also to think more analytically:

Tiana:

Duke:

Stephanie:

Janelle:

Yeah, |l 6ve never taken a paragraph a
for me. éWhat | thought | read from
me, AWell , onandl trheand Itohm sa,bl e t o see
thought. So, | thought that was a good thing. | mean, you know, we do that

in [elementary] school now, but weodbyv
think ités needed ¢é in all the grade

*k%k

| have to say that critical thinking was something that | came to class to
learn how to do better as far as reading. Critical analysis was something |
really wanted to work on as well. They [Clemente] kind of helped to give
me some tools for breaking down iage of writing and finding

information.

*k%
| enjoyed that. ¢é | saw where everyb
that . The investigation behind it,
readi ng. ltds because itds | i ke an i
talking about here, right? Whate wereally talking about?

*%k%k
|l think ités fundamental. ¢é to read
you really look into things, you can read things and just not assume that
thereds one meaning to arnattBedamsg. Tha
it helped too, like even when | read something outside of class. Like
thereds two sides of the Bible. of
Sunday school or whatever, and youbor

interpret it, but then look at as a piece diterature, do a little close
reading, and then you see it differently.



There was one dissenter, however. Rico, a 2015 graduate who was simultaneously enrolled in

Clemente and a masterodos degreeegweregram, thoug

Aunproductiveo:

| understood her [literature professor] intention and her intentionality. | got it. But, it just

got too [much], we dondt need to go over t

keep reading. The peosthatifwe areagbingtodake atbooy i ng t o
cult to kind of absorb and t
I h

thatos €& dif fi
somet hing, wel , what about the rest of t
unproductive.

| t 6 s | mmpentioiR&mas a regative case but it is equally importargiteratethat he

was not a typical Clemente student, as he ent

his masterés program at the same time he grad
experience with dense academic texts than his peers and seemed to enter the course with more
finely honed critical thinking skills.

Visual Analysis. In addition to close reading, students engaged in visual analyses (also
known as formal analyses) in theit history classes. Like close reading, a visual analysis is an
exercise in close observationn this case, observation of the formal characteristics of an art
work. Students were asked to describe only what $h&yin the projected image no feelingor
speculationand this was a point that took several classes for the students to fully grasp. My field
notes from an art history class demonstrate h
out:

A picture of Khafre (2570 BCE) is projectedtorthe screen.

AWe need to exercise your formal analytica
AEl i minate everything you cannot see. How
this?o

Luisa: AThseisthatveel ohbdngmuscl fdadghterody . 06 Lot s
Al see st-Maiensgys.h, 0 Ann

Al dondét think he was a very productive be
Aaron points at the image. Al 6m gonna stop
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trespassed, 0 h éhatampigically? oh Can you see

ANo, 0 Maya says.

AHe emul ates royalty, o Al says.

ASame thing, 06 Aaron says, meaning Al 6s res

something that can be seen.

Al 6m not finished, o TAI Buaont®Ai nibglorfaindg dr s ubé¢ &
who says, AHe exudes power. Heb6s somebody
AOK, OK, o6 Aaron sighs. Some studeerts | aug
AHe has a beard, 0 Luisa says. HAHeaasyssmil i n
Someone says to Gloria, ANo, youdbre guessi

againl!o

Aaron writesaprioion t he chart paper at the front of
knowledge you know before this moment, that you come ttuat&n knowing, ana

posteriori which he writes, is knowledge thatasquired Students write these down.

Al woul d | i ke apriori kanvoow | de dugsei,ndg Aaamryon t el | s t h
AOK, 0 Gloria says.

AWi sdom, power, thoge faroen tolhuirnds vwead rex plermii
explains.

AGotcha, 6 Gloria says, nodding her head
Luciana is reaching her hand straight into
one of his hands is balled in a fist.o
AExcell ent! 0 Aanentoayheras Heicpana smil es
Alt seems to me that heds an ethnic man, 0
AOh, thatdés a transgression, 0 Aaron says,

i mposing et hnici t yganapridrilagsumptidn thabthei isesuchnaa k i n
thing as Black features. We can be |l ed to
i ncorrect to assume the material was chose
when we go to tbk mMmheesmodéont s’shent husi ast i

excited children anticipating a fieldtrip.
Like the close readings, the visual analyses could be long, dvataffairs, particularly in the
beginning of the course when students were unsure wisabemg asked of them. Sometimes
these analyses took so long that the class would only get through a handful of slides in an
evening. What value did students see in this strategy? | found that, in interviews, | rarely had to
ask about the visual analydascause studentsentioned them on their own.h@&y felt that the
strategy helped them to think more analytical
things on a grander scal eo:

Ann-Marie: You could take that visual analysis not just to aféel you could take that
i n everyday | ife or even to analyze



bi as. | think 1itdés very useful

*k%k

Jimena: | think | became a critical thinker type of a person who can look at both
side of the fence. You know, lk@t people, look at things from more than
one side. € You |l earn to be analytic
*%k%
Janelle: ltds really the only way to get peop
somet hing before theydve broken it d

the real neetb really make that a fundamental skill or requirement, just to

be forcing you to be more objective,
|l i ke it,o0 or Altds nice, 0 or whateve
down t he ¢ omp one nsupposediiode dorbad justaamt 1t .
analysis of what you see. That analysis allows you to more clearly clarify

when you get to the more subjective stuff.

*k%k

Luciana: | think for myself personally, it [visual analysis] kind of like, you know
when somethingd, i k e, broadens your horizons?
on a grander scale. Things are a lot bigger than what we actually see. It
makes me think along those lines.

*k%k

Luisa: |l think thatodés [visual anal ysnts]
because being able to see what vy
skill that most of wus really don

So, we look at things and we see the superficial and we keep it moving.

But he [professor] made us si@mw really slowi something like when

they say, fAStop and smell the roses.

good, and thatés something | 6m doing

n
ou
ot

Several students remarked that it made them look more closely at, and appreciate the beauty of,
the worll around them. For instance:

Adelaide: | think | became more aware of my surroundings. Like when | walk in the
city, I l ook up. Il 6m trying to give
of column is this?06 The ds thdagimnent co
it, the beauty in it. é& So, | 6m tryi
recognize the beauty. Now | can actually look, recognize, and | may be
able to point out certain things. | know the history of it. As opposed to just
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walking by every day, enchalantly, and having no idea. Yeabh, it was

really great.
Roger: Me , l 6m a [city] guy, | 6m a native |
wal king tour and he [professor] had

up, thatods soméetdongOuhahewdsdane do
phones or we just fast pacing to get to where we need to go. He made you
actually start thinking about stopping and smelling the rdgesally. It

[visual analysis] had you look at things, not for just what g@@ visually

but it made you start to think a little bit more about the time period and

what it came from and what materials they had to create the sculptures and
things of that nature.

*k%

Tisha: Now when, even when | drive around, | look at buildiidepk at steps, |
look at, you know, hand railings. Like just wherever | go, | kind of have a
greater appreciation for architectur

muchiso many varieties, so many differ
you think aboutvhere it came from, who thought of it, you know what |
mean?

The overwhelmingly positive response to the visual analyses prompted me reflect on the
frustration | occasionally felt as a participant observer during the sometimes protracted exercises.
| surmised that the slowness and deliberative contemplation associated with the exercise was
precisely what studentked. Rarely was there space in their lives for such uninterrupted
thinking. This recalls Deweyo0ssnadtdwotkjowpoi nt a
We Think
Sometimes slowness and depth of response are intimately connected. Time is required in
order to digest impressions, and transl ate
be but a flash in thenpéanisThbhaeefishowhbmti m
and accumulate, so that thinking is done at a deeper level of value than with a slighter

| oadé The depth to which a sense of the pr
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quality of the thinking that follows. ((38)
Only one student remarked on the often |l ength
picture became a soap opera almost, o0 Jimena s
kind of extra expl anat i onofbtlerpedple, havrother peopiek | . I
had to put their interpretation in there, and
her frustration with her classmates, Jimena still had positive things to say about the technique,
remarking thatitheped her become fAa critical thinker 1t
readings and visual analyses greatly contribu
students initially struggled with the visual analyses, they came to find vatlhenm van der
Ploeg (2016) argues that democracy cannot exist without deliberation, reflection, and insight,
which is the main reason why Dewey believed that democracy went hand in hand with
education. It was clear from class observations and interviet€lose readings and visual
analyses encouraged students to think more deeply, to deliberate, and td @dflettvhich
make for strong demaocratic citizens.
Confidence

Selfconfidence was a recurring themnestudent and staff intervievesd is anmportant
trait of engaged citizens in a deliberative democracy. Seventy of the 76 students interviewed
remarked that they left the Clemente experience feeling more confident in themselves generally
and/or in their reading, writing, and speaking abiligpscifically. Most(85%) course directors
and instructors stated that they strove to de
they considered it to be narraditionglstudentatertdtoi goal o
enter higher edut@an with a lack of confidence (Kimborough & Weaver, 1999).

Cody, a 2006 graduate, explained that he entered the course lacking confidence in his
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writing and public speaking abilities. Haidhis experience in Clemengavehim the
confidence to pursuecareer as a police officer:

It helped to give me confidence in writing, from learning those basics, it did a lot
actually. |l 6m a police officer now in [cit
to believe in myself to be a good writer anda@@ communicator came from the course.

So, being able to fill out the application that includes an essaglaasninterview really

goodi a lot of those skills came from Clemente. One of the things that we did in

Clemente was the Shakespeare. We hadtd out, so we got, like, speaking lessons,

how to be a good orator, stuff like that. So, all of those things really just helped me

prepare for the interview process. | was competing against 1,200 applicants for 20
positions, andolrydidnodot .  h¥eeht hée¢ disdgndt ha
school diploma. €& So, that |l evel of compet
a predominantly white police department but then still being confident within myself, that
came from my expernee in Clemente.

Estelle felt that she had relatively strong reading and writing skills coming into Clemente but
lacked confidence:

| was a strong reader and writer going into Clemente, but | was not confident, because |

did not go straight from high school to co
going to be nothing compared trethesehpaoplet heyo
have seen geniuses and that kind of stuff. It was like a big thing, you know, that they

would even entertain just little me. It was likepw It allowed me to have the

confidence, because just gettjnb gat oi hhe
[course director] really cares what | think. Well, let me say it gave me confidence in
myself, that my voice could be heard and c

Al similarly lacked confidence in his writing abilities but found that thag improved more
than he initially realized through Clemente:

| got a compliment not too long ago from my program direfetowork] who said at a

big meeting that, Al ol l have Al write i1t wu
that, Iwantedd bl ush and hide, because | always t
wasnodét terrible, but | just wasnbét on the

good writer. So, then | credit him [Clemente literature professor] for that, and | ¢radit t
class for that.

Arnaud immigrated from West Africa and, since graduating from Clemente in 2000, earned his
PhD in mechanical engineering. He, too, said he entered with a lack-e§tadin, but

Clemente provided an environment where everyone coqlicess themselves without judgment:
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Yeah, itdés demanding. So, when you go thro
because since you learned how to write, to read, to communicate, to jpreassis

really powerful and the presentation aspectisvegyonr t ant . Someti mes yo
to speak, because you think that people will not like your ideas and so on. But I think
Clemente gave us the opportunity, each one of us could express himself. The idea can be
wrong or right, b uihioniSb,@&was g\eny dgoodsettinggfforv e your
students to be confident and to be ready to create, to participate, to be involved.

Khadijah a 42yearold graduate of Clemente in 2015, explained that at one point in her life she

lacked so much confidence inrkelf that she resorted to paying $150 for a fake GED certificate

online. She felt that Clemente helped build herssiéem, and she argued that instilling

confidence through education was the key to interrupting oppression:
| think this [Clemente]isbi | di ng confi dence. What peopl ¢
to is confidence: Do you have the confidence and do you believe that you can do it? Do

you have the people supporting you saying you can do it? | think that really just touches
on what is misimg in public education, public school, and the schools in geheral

someone telling you, you know, #@AYou can do
me show you how you can do this, o0 and AYou
oppressed@emmuni t i es, if you think about what it

job, or housing, in your environment, in your relationships, what is stolen in your
oppression is your confidence. So, if you can instill confidence through education and
knowle d g e , even in humanities courses, then vy
people, to deliver them out of their oppression through confidence and then you are
instilling in them the ability to go forward.
Gloria, a 2016 graduate in her forties whbaoften sat beside in class, began the year very quiet,
always sitting farthest away from the professor. While she would engage in conversations before
class, she said little during class for the first half of the year. At the beginning of the s@rpol ye

| asked Gloria what her goals were:

Gloria: | expect to improve my writing skills, my vocabulary, and my knowledge
for sure. € | struggle with that | ot
Charity: Do you feel comfortable talking in class?
Gloria: Not reall vy, not yet because, i ke |
articulate. So, in other words, | ca

the way | wanted to say it.
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Charity: Right. What about in small groups, is that any better?

Gloria: | will speak in public, | will, but I got to get up my nerve.
With time, though, Gloria began to volunteer to read aloud and share her ideas. Atthe end of the
year, she told me how her confidence had been affected:

It boosted my confidence a little mitore because | can be a little more articulate now

because | have more information, | have more knowledge, and now | know how to
retrieve some knowledge, how to research. And | feel like this is just upping my game a

little bit morep &ilkiettdlben Bitepmomeg. i ¢ | cal
just about anybody now. Well, before | was
articulate, especially with writing. So, I

but lama whole lot beter than | was.
Shanté, a 2012 graduate, also entered the class quiet, but an acting class at Clemente changed all
that:
When | was in Clemente, é | was, |ike, qui
class where shedd t[®,r oifse stshoerr]e baen yti kkien g AySohu
like, literally, | think halfway through the program, | did not say anything. Everybody
was | i ke, ACome on, Shant®, speak, come on
and did this class for us, and, likeeqdnanged my | i f e. Now | &6 m, I
cannot shut mifeeldike mymindis diffeeent. Befére | was just trying
to get by, but being in that class, it just opened up your mind to see there is a lot you can
do.
There wereseveral quiet students whom | watched become increasingly confident
expressing themselves as the year progressed, but no transformation was more striking to me
than Ivory, a married mother of three in her twentid®e ®as studious from the start.
Througout t he year, | made references in my fiel
her notebook, o fAlvory is | dmkgi g men hhenrg dinc ttih
but she was painfully shy. During the first thieaearters of th year, she read aloud or answered
only if called on but rarely volunteered to speak in class without prompting. As the year

progressed, she began to speak more but remainespséftn and introverted. Near the end of

the year, the course director tolettblass that they needed a speaker for graduation, and a

16¢



do it!

(@)

classmate jokingly said, nOh, |l vory
which we expected, she said, Al dondédt mind. o
husband wex in the audience, and she gave a beautifully written, thoughtful speech that centered

on her quietness and the confidence shebdbd gai

|l vory begins by thanking God f oer sfitpeopssi.toi 0 nS
says the year was a fAsurreal 0 experience.

al most speechless. 0 Sever al of us chuckl e
literally t r u e . She says she ac qaimpodattthingshe many s
gained is fAthe confidence to stand before
organization that funds the course, the social workeii, mé i c h | 6 m Tsandr pr i s ec
her classmates, fAwho toek t heowtdddtoexxpotk
Laura, the course director, speaks next; s
have her up here speaking. é Sheds not exa

l ris, a classmate of I vory, even viee.ntioned | vV
Iris: | enjoyed the awakening of many of my classmates, their personal

awakening and their curiosities. | enjoyed, respected, and appreciated their
vulnerability. Oh my Godl loved that Ivory just came alive.

Charity: My gosh, to see her give thspeech at graduation was so wonderful.

Iris: My God, that wasvonderful
| talked to Ivory about a year after graduation and asked if she thought she was any different as a
result of Clemente. Al't boostedsmgakoobtidens
said. AMost definitely. I didndt have the co

Instructors and course directors likewise remarked on the ways in which the course
af fects studenesdHeemnhd i dene e g fabtsoktheBaistafi br aver y.
people in the sample, 25 thought that increaseetselfn f i dence was among t he
impacts:

Leigh: People have a lot more confidence. | think the biggest impact that we see

€ i s a c on fiicahi@enceaboigumpeadng in higher

education and just confidence in general, that sense of agency that comes
with that. We just hear over and over from people who have beargh
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the program what a difference it made in their lives.

*k%k

Wendy. Well, I think themost important thing is setfonfidence, and they prove to
themselves that theyob6re just as good
have to make this city the place we desire to livie timose words come
from one of our students from last year.

***

Heather We struggled with ways to evaluate the courses, and we struggled because
so much is anecdotal. é But it certa
had a number of students talk to us about how they became more engaged,
whatever their path was, thegcame an activist in one way or another in
their community. So, therebés that, b
found their voice. They found their voice, they became very confident in
their skillsi academically, intellectually.
Improving O n e loife Direction and Community
When | asked students if the Clemente experience impacted their education, career, or
general life goals in any wagyerystudent 76 of 76, which includes dreputsi said yes.
Students reported that they gained the confidéachange jobs or seek promotions, vote more
often, volunteer in the community and/ or thei
even leave churches or religion altogether, but, most often, students in the sample reported that
Clemente motiated them to pursue education of some sort. Most of the graduates | spoke with
hadneitherearned a college degraer weretheyenrolled in a fowyear college. Graduates like
Alejandra, who became social worker, and Bruce, who was set to graduaée witha c he |l or 6 s
degree in social work, were rare in the sampl
maj or to pursue after Clemente but was fAinspi
|l didndédt know what | want ed fteoClainente]. $0, j ust
| just took a bunch of general classes and then | got together with a guidance counselor at
the community coll ege, someone that had me

what? You lad scored high in social workVVhat do you thinkabut s oci al wor k?
didndét know anything about social work and



Al think | want to do that. o

| spoke to Bruce, a 2007 graduate, a few months before his college graduation. He remarked that

he could not Ave gotten to that point without Clemente:
So, |l 6m one year away from getting my mast
getting my BSW in social work. é | 6dm al mos
could never have done that without Cletee

Moststudents about 66% of the sampiewere like Tim, a 2011 graduate; Ornella, a 2007

graduate; and Lola, a 2004 graduiatbey had achievesomeeducation pos€Clemente. Tim

was in the process of fAbaby steppingo to a de

education for a time bustopped before earning a degree:

Tim: Oh, yes, because right afteight after graduating, | went rightio
community coll ege and currently righ
I mean, | Gsvtee pbpeienng btahbiys because itods
process. |l 6m very committed to bot h,
school , pl us | O6hmee childfera marrled/to myawife favi t h t

a little more than 20 years now.

*k*

Ornella: Yes, and Rebecca [course director] and | go toe to toe on this one. | still
have not completed myedree. There is only algebraoli@ge algebra is
really standing intte way of me now getting a degree. | started the algebra

classes € It just became too chall en
the mental [ health] piece at all, bu
school right now. 8 , Il 6m not salydonlg bewdhodyeams
August and I d&m not saying | wonoét do
| really | ove and |ike. So, again, p
still wup there if you want to do it.

it away, but | may or may not do that.

*k%k

Lola: It did, it made me want to do better. It made me want to go back to school,
and | actually did for a couple of more years after | graduated from that
program. But then [ just had some financial things hapgoeah,| lost my
job and stuff | ike that. So, my f ocu
of drifted out.
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For Carol, a 2006 graduat e, Ailife happenedo a
was emphatic in our interview that she would comphbetedegree:

Oh, definitely, my outlook in life has changed [since Clemente] and even though life

happened, |l havendét given up on my goal of
going forward. It may be at a little slower pace than otherd, iutn goi ng t o obt a
goal.

More recent graduates routinely said thing
or Alit a fired in their minds. They felt |1
were enthusiastic about moving forwaiélor example, Roger, a 2016 graduate in his forties,
wanted to complete his college degree so that he could make a career change:

It [Clemente] has woken up this sleeping educational piece that had just been dormant for
so | ong because jusbgoiag throeigh the motiankoif doigg ney jolal

doing what | gotta do. It has made me r eal
because | want to go on and do something else and get some more education under my
belt.

Roger subsequently enrolled in camanity college the fall after graduating from Clemente and is
currently a partime student.
| interviewed Stephanie during the summer after her Clemente graduation in 2015. When

| asked her what her educational goals were, she said:

| 6m not s gomgtoseed andnevendf | never work again, | just still want to go

to college, get a degree in political scie
there because | donét want to jinx myself,
polt i cal scientist.o é Even if | never do an

have the knowledge. | just want to have the knowledge.
When | called her a year later, she had takesé¢isendyearBridge course and was preparing to
embark on colleg:

|l 6m just deciding right now what day to go

|l 6m going to start school in the fall. é I
thinking political science, but then | thought if | want to return to workicdmgy might

give me a broader range of positions. ée |
Clemente.



Similarly, Phyllis, a 2015 graduate in her forties, was planning to continue her education by
taking advantage of her peogtgmi:oyer 6s tuition re
Most definitely, | 6m more geared towards f
program here [at work] where we can either do tuition reimbursement or we can apply for
scholarships. So, I think Clemente kind of got me into the groove of gtayalass,
engaging, keeping up with my work, creating a binder, keeping in check of the syllabus.
So, it kind of got me into a motion of being in class while working.
For Sheree, a 2013 graduate who took the course at age 18, the course proveatohieer th
humanities were a field she should pursue, de

going to pay you wel l o:

It reconfirmed some things about me. | knew that | wanted to be in the humanities and |
really |l ove poehow,| badulld dda niébtt. kBBwevr yone

foll ow your dreams because iIitoés not going
going, but then seeing the teachers there
can make a careeroutoftls . 0 | t ekne nealize bdo wantaalteachwant to

teach humanities in some way, in some sort of capacity. | really love it. It made me
realize, OK, well, once I finish this program, | need to see the proper steps to become a
teacher.

And for Luisa, a 68yearold 2016 graduate, the course reignited an interest in art. While her two

granddaughters enrolled in the Clemente course after she graduated, Luisa enrolled in art classes

at a nonprofit organization:

l 6m taking it grarst dgpcatusa tliOme ntohi £ xactl
[laughs] So, | am going to be doing stuff, but one step at a time. First | want to do my art,
|l 6m really |l ooking forward to that.

Community Engagement

Democratic citizenship is a fundamentally partiegrgt ideal (London, 2000). To Dewey
(1927), the relationship between the citizen
begin at home, and its home is the neighborly

students | interviewed thougtitey had become more socially and/or politically engaged since
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Cl ement e. | heard statements from students su
community, more politically motivated than I
solstatedvount eeringo; Al started collecting books
and AMe and my kids go feed the homeless at t
started volunteering more after Clemente, and Shalisa began to contemplate ia cafiedd
thatwouldibe beneficiad to the community

Tim: |l am a better person for one. €é I n f
in a project in Haiti that entails, again, humanitarian services, and that is to
gi ve back, you doingonere of Bat and, o knew, b e e n
| 6ve done it before but not in the s

*k%k

Shalisa: Just kind of based on the things | learned about myself during the course,
it made me think that, you know, a career in something lik@baork
would not only be beneficial to the
didnét know t hat | could be good at.
that | would be.

Charity: Mm-hmm. You said that you learned some things about yourself during
the course, would you be willing to expand on that?

Shalisa: Sur e, l' i ke | said, |l 6ve al ways kind
but | have never really thought about ways | could make a difference in
my area and in my community. Between the pssbrs and also other

students that | 6ve met through the ¢
can have an impact if you just kind of take some action. | just really feel
|l i ke | needed some guidance in that

spending mee time and learning more from some of the students who are

more active in the communities. To have all these different kinds of

outreach programs or work with all these different kinds of programs, |

just realized that,dand o s omet hingg. so | 6m trying

Similarly, Ronald became more aware of his community and the role he could play in positive

change, and lvory became more active and tiépenove more towards activism:

Ronald: For once, | have a better awareness of what goes on around my friends and
my community and, i f anything, what
a role in my community. I can do t hi

171



Ivory:

Il have a better awareness of my comm
ever before.

*k%k

| 6m more active i n ’ingluneeringratschoot, y t han
working in a community garden. |l 6m a
organization. | 0 dactiVist Clemehtepushed mmior e, |

that direction.

According to DeweyX909,tobe a citi zen one must Acontr.i

to the decencies and gr ac ¥sDaafndicate that Clemerdaet i on w

provides students with the educative experiences that motivate many students to become more

politi cal |y

Luciana:

Sondra:

Stephanie:

A a w apt te cast weHnformadvotes: a

I't made you feel socially awar e. I,
politics at all, and | only voted for the first time for the last president.

That was my first time voting in myhole life, and so, now as a result of

her class, she [professor] made me feel like politics is not just about

picking a president. That, you know, the idea that we use politics in

everyday choices was a new concept for me. So, what | think that she did

is she gave me a real, like, a much greater appreciation for my own voice
and politics as a whol e. Even i f we
can still move towards change even if someone else picks up where we

left off, you know what | mean?

*k%k

So, it just changed me as a citizen. | always voted, but | felt more educated

when voting [after Clemente]. | dono
*k*k

|l do this thing, |l call it o6close |
of everythingnow. | get a lot of shit from my friends because | watch

FOX [ news]. Wel | , |l want to hear wh
Il might go and vote for stupid ass D
think thatoés 1 mport antinfameddetisiodsonot t
unl ess you know all sides of a situa
when they tell you what the voter turnout is, and | hear people
complaining about government all the
A No, | di dritabes meyso t tieink getting Ipeople engaged in
politics and getting them to under st
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something that I 6m really big on

In Our Declaration Danielle Allen (2014¥imilarly recalled howher Clementestudents
fiexperienced a personal metamp h oas they absorbetthe Declaration of Independence
AThey found themselves suddenlypaditical beings, with a consciousness that had previously
eluded them. They built a foundation from which to assesstdite of their political world(p.
35). Clemente staff shared many examples of studentxaeh@ t o0 see t hemsel
bei ngso and wvbbhcane mardbesgaged ie their tognmunities over the years.
Katherine, a course director of justouple years, had recently met with a former student
interested in doing something meaningful for his community. She recounted their conversation:

A student who was from the course a few years ago had come to meet with me and said

~

was | i ke, Al mean, | agree, we definite
each of the course sites. o0 So, I was | i

now

Ves

Al just Ilroiveedc enyaredk,pehonest| y, I want to cr

Iy
k e,

sad, there has to be something we can do like in the meantime, until maybe someday we

do get one on the east side. So, heds |
my community where we read and we think, we really wdtally, and | want youths

i ke

to be engaged. é We have super | ow voter t

in the voting process as something that could make change. You know, | think being
engaged in this way and really being taught to think, tkiécally about things will help
people make a difference. 0

Similarly, Manuel, the director of an organization responsible for financial and administrative

support for iIits stateds Clemente courses, sai

It seems like the course does have an impactinteimsbohei r [ student s

0]

themselves withinthe o ci al and political world around
of graduates of the course go on to create
little Il ending |ibtariaey orogheydve Wedbaeret s

on leadership roles among other Clemente graduates where, for example, they begin to
sort of take note of culturally whatoés
students or alumni to go to th®events.

Control

hap

It stands to reason that a healthy deliberative democracy would benefit from citizens who
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feel not only confident, engaged, and reflective, but also in control of their lives. | was
interested, then, if students felt like they hadtcarof their lives, and the ways in which
Clemente may or may not factor into that feelidgsmallestimateof students in the sample felt
they did not havenorecontrol overtheir lives. Studentgenerally attributed their lack of control
to their belef in God. For example:

Shelsy: | have to be honest with you, nothing would be possible without God. |

really believe that God is the force of my life, that, you know, He really
directed me towards Clemente.

*k%

Estelle: Actually | 6oé ogoywvénfeootveol to God. é
what | do and say, but my steps are ordered by God.

*k%k

Cody: I feel li ke my |life is in Godébés hand
me. é 1 f | happen to diver twafof,om it
you know, kind of redirecting me. S
my contr ol € God is in control, and

In the second group, also a minority, were students who thought they had only partial
control. Students attribedl this lack of control to a host of thingéinancial constraints,
education limitations, and unstable employment and housing, among others. For example,
Natasha and Bruce both thought they had control over individual choices theyounztihere
were hrger forces, such as racism, whitfectly impacted their lives as African Americaarsd
seemed beyond their control:
Natasha: Yeah, in the general sense. | know that the choices that | make, for sure |
have control. There are some things that are oybuar control like
racism. €& | still kind of have to de

little bit racially motivated. é So
out of my control.

*k%k
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Bruce: No. Being a person of color, every day | h&veleal with not only the
immediate traumas, but the institutional trauma that my ancestors carried
and passed forward. We |ive in a wor
ever been. Am | in control of my ability to do good deeds, to help other
people? Abslutely, but am I in control of this reality | live in? No, none
of us are.

Similarly, Kiki felt that she had control, bu

hindered her employment prospects, and she attributed the bias toward collegeegradua

iso

cietyo:
To a point. 1tdés frustrating for me in tha
bott om. | attribute that to society é Even

candt even apply for aonstehgoujdbnébmbplace
has been frustrating for me, so | think that has made me feel kind of helpless, in that
every time | leave a job, | go back to the bottom.

nie, who was a single mother fetkketheworlyl a dau
und her was a Ahurricaneo:

Not always, no. | mean, | can control how | kind of react to the things going on around

me , but something humanities helped me | oc
of the world, everyone in it @around me, as the hurricane and | am really the only thing

that | can control . |l think thatodés where a
those excuses, we do think the world owes
everybody was kind, just and everything was balanced. B
of the world. So, | justdo my besttocontneté no matter how hard |

The largest group threequarters of the sampieincluded those who felt that theld

havemorecontrol over their lives. Some students attributed their feelings of control to moving

forward, rather than regressing or stagnating, and focusing on goals they had set for themselves:

Shanté: Yeah. € | guess | would | wastfoursay t ha
years ago. Everything Idm doing is p
of backwards.

Carla: Yes, I feel l' i ke I1'6m starting to [ ha

even in the summer time, | was pretty frustrated by the idea pfstor
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Shalisa:

Al:

afraid of not having the right direction and having made mistakes and just
being overwhelmed with the decisions that | needed to make to go

forward. But then going back to school has really helped me, you know,

even though it keeps me busier. It glsst makes me feel kind of centered

in the sense that learning is, like, one of the most important things. It just
feels good to have that in my |ife,
making a lot of money or having a big house or something léte th

*k%

I feel |l i ke as | get ol der, | 6m r eal
that | thought, |l i ke, were out of my
focused enough |  walengtéringodisottatll s ed e no
should have.

* k%
Il do now, remar kably, Il do now. ¢é My

school and into college, and then once | did that, my next goal was to

figure out what | was going to do with my career because | had been doing

it for so long. Then, of courséhe next goal was to get myself into school.

That was a fiveyear plan for me, and all of that literally happened within

a ninemonth period [of Clemente]. So, | feel blessed. So, because of that,

I feel |l i ke I'd6m doing OH#Bbeamddcahdm at
only get better, and i getting better.

Other students, like Ornella, Sheree, and Anita, expressed feeling like they had control because

they could tackle challenges without giving up and could exercise choice in their lives:

Ornella:

Sheree:

Yes, so before there was the drug addiction, the diagnosis of the bipolar. |

was just kind of floundering in life, and now | have some choices. One of

the things | do é is a vision board,
every day, a nnle ofthiemanyofthe thimgs thgt are an

there come to fruition. So, yeah, the answer to that question do | feel like |

have control? Yes. | mean, obviously, nature happens from time to time

and people die or situat i evesconee® me up
for me to face, | dondot feel i ke |
victorious over whatever it is.

*k%k

I do. I do feel like I have more of a handle. | can think more deeply about
situations that | come across than | caduddve before. | feel like if

somet hing comes up, |l 6m not going to
going to give up.o | feel l i ke, OK,
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| can go through to help me with these issues.

*k%k

Anita: Ithink 1do.é What makes me feel l'i ke 1 06m i
point in my |ife | have choices to m
contr ol of whiltélsl ianl iayosnth aove nehoi c e

have no breath.

PauloFreire outlineseveral stages in consciousness growth which culminate in critical
thought. The lowest stage is the most dominatedransitive thought where people live
fatalistically, thinking that their fate is out of their hands. Only luck or God can influkate t
|l ives, which was the case for some students i
onebs fate Ii's beyond oneds contr olSemimalwak so i n
on locus of control can be traced to Julian Rotter 4)9%ho distinguished between internalizers
and externalizers:

Internal versus external control refers to the degree to which persons expect that a

reinforcement or an outcome of their behavior is contingent on their own behavior or

personal characterist versus the degree to which persons expect that the reinforcement

or outcome is a function of chance, luck, or fate, is under the control of powerful others,

or is simply unpredictable. (Rotter, 1990, p. 489)

Those students who felt they had partial &rldcontrol of their lives would likely fall
i nt o Fr dransitv® Onsgoasmdass, where people exesassthought and action for
change, or critical transitivity, where individuals feel empowered to think and act on conditions
around themancerl at e At hose conditions to the | arger
p. 31). Critical consciousness could likely be tied toghéi internal locus of contrdhese
individuals feel in control and empowered to affect char§é. u d e nt Bcontrdis ns e o

significantbecause research has demonstrated that high internal locus of control among adults



has been associated witlgher levels of job satisfaction and job performance (Colquitt, LePine,
& Wesson, 2015Ng, Sorensen, & Eby2006; Spectqrl986; parental efficacy and persistence
(HooverDempsey & Sandler, 1997); political participation (Rosen & Salling, 1971; Strickland,
1965); and positive health behavigEssans Owen, & Marsh2005;MacDonald, 1970Wallston
& Wallston, 1978 Wallston,Wallston, Smith, & Dobbinsl987. Research has also examined
the extent to which locus of control serves as a predictor of academic outcomes for adult
students. Internal locus of control is associated with better college adjustment (Martin & Dixon,
1989 1994), higher GPA (Cone & Owens, 1991;98dHall, Bolen, & Webster1996),
academic achievement (GifforBlriceficPerriott, & Mianz0,2006; Stupinsky, Renaud, Daniel,
Haynes, & Perry, 2008), critical thinking and executive brain functions (Stupinkdy 2008),
and goal setting (Dollinger, 2000). It is possible that locus of control could be associated with
Cl ement e st udieonldclstibereqi enrpasisecdnaary edeication and, likewise,
could be associated with attrition in the Clementerse itself (more on attrition Bhapter 8).
Although the majority of students in the sample felt that they were in control of their lives, it is
i mportant to not e ¢ahba modified Havekes) 1894 Whsle itasfnota ont r o |
concept frguently connected with current literature in adult education, adult educators seeking
to encourage students might benefit from cons
Conclusion
In closing, data indicate that most students and staff feel #nabtirse has a positive
impactin ways that observers believe encourage studentsderhecratic citizens. Many
students report thinking Adifferentlyo and mo
themselves orally and in writing; they feel motivated to engage in society in some form; and

most students feel in control of theirsti@y. All of these are important for the health of a
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deliberative democracy. For those students who felt they had partial or no control over their
lives, locus of control is not a fixed trait. Clemente staff can play an active role in cultivating
perceved control among students, should they want to.

The humanities play a unique role in the formation of citizens. Studying literature,
history, philosophy, and art history pushes students to thinkdéongelves and pursue
autonomy. he humanities ddits by cultivating reflective or critical thinking and helping
students to formulate, analyze, and evaluate argumeaitpractices that can trace their roots
back to Socrates. The point here is not to defend the humanities based on their instrumental
value. The humanitiesre, after allyaluable for their own sake. ather the point igo highlight
the fact that studentio leave the course with skills that they value, skills that can contribute to a

healthy democracy.



CHAPTER 7: Parenting

AEducating the people around me has become i m
eighth grade or something. | want my great grandchildren to know who Rosa Parks is, who
Martin Luther King is, who Socr a&theesghmysgreaté The
grandchildren. | talk about it to them, how important it is to read, to be educated, to reach out to
people and teach them. o

i Florence, 2015 graduate, African American, age 61

Al't [ Clemente] gives yoand hmeoltd oy surt oc tpiulsdhr e/ mé

those scholars, to give them that thirst to b

startalegacy, weans et a hunger and a thirst in our chil

once youobdr e e doeduaategalr, hougehald. dneeg/ou met elevated, you elevate

your household. When your standards get rais

your horizon has been broadened, your family
i Aurora, 2004 graduatéifrican American, age 50

e
0

*k%k

This study began with an interest in lamcome urban parenting and parental
engagement, and while the scope of my dissertation research ultimately shifted to include all
Clemente students, my interest in parents diddisappear.Although there is no nationwide
data on the number of parents who take Clemente and Clemspieed courses, the majority of
this studyds sampl e of sithd athe76 smterdewedsagd aduat es
most of the students in ti@emente classes | observed were as well. Parenting is highly visible
at Clemente since many students utideengre t he ¢
Clementé not only in child care but also in the elevators and in the halls, at outside events like
picnics, museum trips, and walking tours, and sometimes even in the classroom alongside their
mom or dad and children aréalked aboutt Clemente.Students frequently make connections
between course texts and their children and the way they parent them, as well as the way they
were parented. To this point, one former course director said:

| rarely have just a single, ngorarent type student. It @ih comes up in our discussions.

They hardly can talk about the topics without talking about their own parents or being a
parent, how it changes the way they want t
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we talk about.
Over the course of two yesaof sitting among Clemente studgratrents in class, talking with
them, and meeting their families, | often wondered what effect, if any, the course had on
studentsé parenting. Was t hdariena amdal asttiuadreshis
parenting Did parents do anything differently as a result of Clemente? Did they feel more
confident, more engaged?
Why So Many Women?

To use the term Aparent, 0 however, i's a bi
Clemente and Clementaspired coursesnhamoa | | y, and that is also the
sample. Of the 54 parents interviewed, 41 were mothers and just 13 of were fathers. This means
that a Clemente classrodnmincluding the two | observed often becomes a community of
women, many of whomra mothers. | was curious what the students and instructors thought of
this; why did they think more women than men were in the courses? Answers ranged wildly,

t hough most could be categorized according to
madethem more apt to enroll; (2) enroliment simply mirrored higher education trends; (3) there

were fewer men because of disproportionate incarceration; and, most often, (4) there were

typically more women in class because motligparticularlysinglemothesi were motivated

to improve their lot through education.

Some students attributed the lack of men in class to fundamental differences between
womenandmeniil t s a bi ol ogical thing, o one female
students argued, were mérea mb i t i ous, 0 Af oc us erdo,udn diiecdoon stihsatne
who were mmiededdaor degotistical, o and fArestl e

camp pulled no punches with their responses and were, quite often, very critical of men. This
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perspetive is exemplified by Stephanie and Luisa, recent course graduates in their forties, and
Natasha and Jamila, both 2016 graduates in their early twenties (each of these respondents was

from a different course site):

Stephanie: OK, are we mincing words here? Men a
honest, itdéds something about them, t
that s al | Il can say. N thinkingthing of t he
withthemit hey just,dandtthakési just me b
think thatds just too much. Sometim

believe and they may not like that.

*k%k

Luisa: | think men are restless and women are focused, you know? Women, we
gettoitWedoalo of stuff that men just don:
are very, |l 6m sorry, |l dondt mean to
narromi nded. Wedre willing to stretch

*k%k

Natasha: | feel like it could be an ego thgn | feel like men have, like, this
egotistical way that @Al donét really
opposed to women who are more so | ik
Letds see what this is aboutarder. We wa

*k%

Jamila: | feel women are way more ambitions
somet hing about an opportunity, they
men ar e, |l i ke, €é& comfortable doing t
lightest thing, théeast amount of work.

Others, particularly instructors and course directors, saw Clemente enrollment mirroring

that of higher education in general. AOne thi

education are di s pr apa who direated & @emgntefcaunseafdr &5, 0 s a i
years. MASo, It 1isndt necessarily something un
professor, argued t himors kidlloleameducatiendldrajeetory obBlackme n t

America. | meanmany more Black women go to college and graduate or are in higher education
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than Black men. o6 I ndeed, women make up the ma
education, and a Pew Research Center analysis of US Census Bureau data shows that females
outpace males in college enrollment, especially among Blacks and Hisgaopez &

GonzalezBarrera 2014).

Some students and staff, however, attributed the lack of male students to disproportionate
incarceration. As one course director, who admitted@®en and four men to the 262616
classTheasdd fihing is that a | ot of the men w
Ornella, a 63yearold 2007 graduateargued:

When we | ook at who is in jail and prison,

to what society | ooks |like. €& So, of cours

looking at lowincome people being recruited to Clemente, a big chunk of them

ar e n Odvaiableie society
And Rick, who himself had spent decades incarcerated, also attributed the lack of men in
Clemente to mass incarceration: fAWell, there
popul ation of men in the penitentiary is phen

Mostresponses, however, pertained to single parenting. Heather, a former course
director, and Jeremy, a current course director, both saw single mothers disproportionately
attracted to Clemente:

Heather: A lot of single moms told us they were doing it sat i@y could provide

for their kids and be better role models for their kids. So, maybe being the
custodial parent versus single fathers might have been a motivation.

*k%k

Jeremy: | think another thing that is probably under acknowledged is that & lot o
young mothers, many of them single mothers, are drawn to Clemente as a
space where they can exercise somec and can have some relief
from the rigors of single parenting.

Jackson, a 2007 graduate with no children, heard about the course froothes who also
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graduated from Clemente. He speculated that women who were single mothers were likely

attracted to the course as a way to better th

| hope you know I 6m trying to, |ike, use m
to do with single mothers. é | dondt wanna
their | ives when they realize théaamiliyke, |
think that i1itdés, you know, a move not only

An excerpt from my field notes from a Cl ement
The first class night is typically an orientation &udents; they are introduced to one another, as

well as to the curriculum. As the students went around the room introducing themselves, | noted
that several women described themselves first and foremost as single mothers taking the course

for their childen:

Val entina introduces herself as a Asingle
Republic. o She is here with her sister, C
is a fidevoted auntiedo to Val entgetadegrse, f our .
because itdéds hypocritical for me to tell m
want to inspire them because they inspire
Tonie introduces herself as a single mother of three daughters and a grandmother of one.
AOne eofretalons |1 &6m here is to indoctrinate
shy of my bachel ordés degree, and | just wa
e
Victoria starts her introduction by saying
taking GED classes since 2008, 0 she says, A
beauti ful kids and one on t hatsiwyeasoll She s a
my daughter has no interest in school, doe
anything herself. 1 f she hkvinabamddoingasia a hi gh
mothef? 0 She says she has her CNA certificat
my kids, really, the sky isthe limiti t 6 s as hi gh as t lEeeryesn&y <can
claps.
Parental education is one of the strongest

outcomes (Reardon, 2011), with considerable resesctonstratingntergenerational

correlations between parent and child ediocal attainment (DuncaMagnuson, Kalil, & Ziol

Guest,2012; Hertz et al., 2@) . Al t hough both fathersé and mo

related to chil dr enods partctlachompertant becaaseé raatharadre e d u ¢
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typically theprimary caregiversparticdarly in low-income families where households are often
singlemother headed (Edin & Kefalas, 2005). Indeed, of the 41 mothers interviewed for this
study, 31 were single mothers.

Research demonstrates strong associations between levels of maternaredndat
childrends academic outcomes, i ncluding | angu
1999; Wen, Bulotskyshearer, Hah¥aughn, & Korfmacher, 2012); academic achievement
throughout elementary, middle, and high school (Augustine & Cro&04d6, Sirin, 2005); high
school completion and college enroliment (Dubow, Boxer, & Huesmann, 2009; Pettit, Yu,

Dodge, & Bates, 2009); as well as behavioral problems (Carneiro, Meghir, & Parey, 2013) and
indicators of health (Currie & Moretti, 2003; Heck;aBeman, Cubbin, Chavez, & Kiely, 2006).
Additional research hashownnumerous parenting practices that are likely mechanisms of the
association between maternal education and ch
higher levels of education @snore complex language in the home (Hoff, 2003, 2006; Rowe,

Pan, & Ayoub, 2005), engage in more cognitively stimulating parenting practices such as

teaching their children numbers and lettétsff, Laursen, & Tardiff2002; Suizzo & Stapleton,

2007), angprovide more educational resources in the home (Bradley & Corwyn, 2002;

Rodriguez et al., 2009). More highly educated mothers also tend to be more engaged with their
childrends schooling, attending act iLaréat,i es an
2003/2011 Pomerantz, Moorman, & Litwack, 2007).

A recent study by ZielGuest, Duncan, and Kalil (2018xamined the relationships
between childrends compl et ed scho-pdrentfapilyand a
structure Analysis d data fromthe Panel Study of Income Dynamics (PSID) of children born

between 1954 and 1986 indicates that children who grow up in gagiat homes complete
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fewer years of education and are less likely to earn a college degnee;r e asi ngara mot he
of education by one standard deviation, or 2.6 years, added abougtlaréers of a year to
chil drends c¢ omp-diGeesteDdncanc&Kalip20i5h g ( Zi ol
Child Care
Reiterating the importanaef par ent al educati ontiorialn predi c
attainment is valuable here because stugannts, particularly single mothers, fabe unique
challenge of balancing family, work, and academic responsibilids ¢ n eShéa, 2018yan
Rhijn, Smit Quosai, & Lero, 2011)Student parents in aumunity collegé a demographic
similar to Clementé& consistently cite child care responsibilities as a chief reason for dropping
out before completing a degree or certific&ault, Reichlin, Reynolds, & Froehne014).
There are ways to support lawcome studerparents in higher education, however, and one of
those ways is to provide child care (Mulhere, 2016)leed, the provision of child care was
highlyvale d by CIl e meparénes ¢oeth singjlesatcenratriedind one course director
specuated that it might skew enrollment:
So, the cohort may be disproportionately composed of young mothers, younger parents,
single parents because the course comes with the provision of free child care. | think
thatdéds a big thing.

Zia, a 2016 graduate, explained that her husband often worked late, so having child care
available at CIl| ement e Simimdydother mothers stdted that ¢hildd i f f e r
care at Clemente fimade t he cotuag swo rproys sd kbd et, ,00
Al i ke FarlLyciara,tasiagle mother of three, free child care was a major reason why she
enrolled and was able to complete the course:

| t 6 s freedfallthe Clendeste courses are helping you with child cgettjng a
meal for your kids when you get there, giving you a meal for free, letting you focus on

the course and know your child is being taken care of, you know? ... Those were the
major reasons why | was able to do it, and why | accepted it.
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For Shantéa single mother of one while taking the course, free child care helped to make the
experience virtually fAstress free. o She said
They [Clemente] even provide child care, like, how can youthe# So, really, like,
they make it stress free. Imeanold 6t have to worry about chi
was being fed, | was being fed, there wasn
While all students in the sample who utilized
provision, a distinct subset spoke enihgscally and at significant length about child care. That
subset of parents was a part of Clemente and Clenmesgged courses that offerédmanities
themecc hi | d care. A handf ul of sites across the
Clemere course and gives children enrichment in writing and art, for example. Such programs
are no more than a couple years old, and Wendy, a Clemente staff member who coordinates her

sitebébs child care program, expltaacheeedhroughat s he

the child care program:

Il n our child care program, we mirror whatod
do the same thing, same kind of themes so that they [children] go home and talk about

Awhat does it meaimwhat besaj stiead?06 ar ound
whole familybés involved. And, really, the
€ I'téds just really important to give them
lot of things happenp, a lot of interesting projects going on with a place where they can

feel totally safe. Their world is not tota
low-k e y , no negative [tal k], i f we can. é Of
stuctur ed. ltds very, very important to mak

count on thatés simply the same every ti me
lot going on based on their capacity to understand it or not or just to enjégah, just
to enjoy it. So, t hat oisothakimg toglo ayaofthist t hi n
crazy standardized stuff.
High quality child care is intentional, developmentally appropriate, and provides a sense of
routine, which is importantin  c hi | d6s devel op me nrieedddsensewfs e it
secuity (Carter, 2016; Sytsm&elley, & Wymer,2001). Neither course site | observed

provided this enrichmerstyle child care. In the child care settings at my research sites, children



were safe and, when | would pop my head in from time to time, appeared happy and content, but
the environments were neither structured nor particularly intellectually stimulating, and the staff
were not trained in agappropriate humanities instruction. Madtwhat | saw was babysitting,
as opposed to developmentally appropriate enrichment.
Mothers spoke highly of the humanitidseemed child care, largely because they
perceived their children to be learning and were able to discuss the humanitiesrsatigrct
with them. For example, Shelsy, a 2013 graduate, said hergthirdh d e daught er Al oV e
childrendés program and even continued on once
alumni to continue to enroll their children in the enrichmeogpam):
My daughter loves it, she really loves it. She gets to interact with kids. She gets to learn
SoO much. ltés very much so the experience
for her age level.
Similarly, Jenni e Gishmehiwanodgkdasked tdicontinuestide@rogramence n
Jennie had graduated:
They have a Clemente for kids. So, my daughter participated on class night. While | was
in class, she was in a |iteracy c¢lass that
somethingvhere we interacted with them, they got to do showcases of their written
work. [She] loved it, she actually asked to repeat it again the following year.
And both Carol and Inez, graduates of different sites, commented on how the enristyteent
child cae fostered discussion between children and parents:
Carol: l nvolving the students in a course €
because children kind of |ike what t

you know, they can collaborate about the class,abtfut what they
learned.

*k%k

Inez: So, my children are also taking the mini humanities course where they are
teaching them about people and history and stuff like that. So, | have a six
yearold and thenaneigiyearo | d t hat 6 s i ncamee chi |l d
back and they talk about it. Then they were able to go to the museum also
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and see excavations. So, I was abl e

and did you see that?0 They were
talk about it.

Wendy, thechild care coordinator cited earlier, actually mentioned Inez and her chiildren

spontaneouslydur i ng our interview. From Wendyods

participation in the child care program was a source of pride and connection for their. mothe

We have one mother who has 10 children
are eight and sik the youngest ondsand they came [to child care]. So, that was really
amazing, and | think she would say that the Clemente course has readlg hetgust

enjoy her kids, because therebds so man

y

abl

per

t hi

St

museum on cats, so | brought in a puppet maker, and her two children made cat puppets.

They were entered in the art museum show and are hanging in thesactrmshow right
now! €& Yeah, so they ardusrtrogeitwe itk kidand g

such a little thing, but it says a lot.

Cl em
that meant dugeamount to their mom. | mean, she was glstvinga b out t hat .

Many mothers also valdehis type of child care because they hoped their children would

have the same positive, even transfor mat.
point, mothers commented: fAl hope she [da
to learn all the things | shouldobve | earn
candét imagine what wouldbébve happened i f |

when | was a child. o T h er e hidease, andnt lvgs nat an e

\"

0]

Th

e,

ght
d w
d h

ut |

parent. Rachel, a former Clemente social worker, contended that the child care at one particular

site wasndt meeting studentsd needs:

The child care thing isndét super, at | east
hada twoyearo | d . I was | i ke, AOh, why dondét you
I to6s 8pm. My kid goes to bed early. So, f
even just to get her home é 1t wsorustild t ot al

has to hire somebody to watch her kid. And then somebody else was saying, somebody
was bringing their small child and then ended up dropping out of the program because the

child care providers arenot aleltocomeed t o
i nterrupt the classroom every time, 1
child care, but people have chosen to drop out of the program rather than bring their
children. ¢é So, Il t hi nk t hthough tve téclnicallya r e

k

c ha
e,

t hi



have child care.
Il n Rachel 6s account, a parent didndét want to
problem that the Clemente program could not necessarily solve, other than to reimburse the
parent for outside childcarethi ch i s somet hing most courses dc
to do. It is possible that the issue of diapkanging, however, could be remedied. Child care is
provided precisely so that parents can experience the aaurderrupted If the diape
changing policy is not dictated by state or insurance policy, it could likely be reexamined by
Clemente staff. It is Iimportant to reiterate
any students, instructors, or course directoengsites,and all parents in the sample spoke
positively of the child care provided and, as noted, spoke glowingly of the humdnsited
childrenbés progr ams.
Impact on Parenting

When | asked parents if their experience in Clemente had impacted their parenting in a
way, 51 of the 54 parents answered yes. For the three who answered no, two attributed it to the
age ofthechildrenA They ér e al r eady (girandwone, aaateht gladubté¢ att he h
the time of our interview, attributed it to not having eglodlistance fromthe courséil can 6t
say as yet if it has [affected my parenting].
typically fell into two broad categories: parents believed the course made them better role models
for their children anar encouraged them to engage on a deeper level with their children (e.g.,
have substantive discussions, ask them questions, advocate for them, and so on).

Role Models A Of t he numerous predictive cues tha
moment , o( Ba®d@urargues, fAnone i s more common O]

ot her s 0 WHilpthere2aréng ¥ i ad r ol e model s that might in
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learning, parental role models are particularly relevant, since children are typically exposed to
their parentsd behaviors on a regular basis.
learn from their parents affects their development,rasdarch hademonstratethe
significanceofadu | t s 6 behavifor &$hid dstemddambmeéibavi or (Ec
Albbser vat i o isane of the mechanisnigaugh whichchildren absd arangeof
socialconventiongBandura & Walters, 1963; Parsons, Adler, & Kaczala, 1992).

At various points in interviews and in the classroom, Clemente pasdatenced the
idea of observat i on alseemehleingraistodgnt.waitltoshewthern my ¢ h
t hey can do shawamy childrén thataheytcende suazessful, because look at
Mommy; 0 and Al want them to go t shosteemthatge, an
by doing it mysel f 0 psestgtemants,parents deatecerpfessingrtheir o u g h
desire to be positive role models for their children; they wanted to convey high educational
aspirations to their children, astiowthem those dreams are attainable (Bandura, Barbaranelli,
Caprara, & Pastore|l1996; Froiland, Peterso&, Davison, 2012).

Over half of the parents in the sample expressed the importance of being a positive
example for their children and believed that Clemente had helped them become better

educational role models for their childre They routinely talked abo

and underscored the importance of their childregingthem as Clemente students, in various

forms:

Philip: What helps them [children] is &eetheir father going to school, going to
college. € |1 think 1tds more motivat
the importance of education.

*k%k
Arnaud: It helped me create, like, a learning environment in my surroundings. So, |

have kids and they knommtat | 6 m a dad and | 6m focu
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Phyllis:

education, studying, and so on. So,
books. They saw something really interesting going on, and | think that

i nspired them €€ to take thesawagtudi e
to free yourself from so many things.

*k%k

It definitely impacted my home life because | have two younger children.

As a parent you have to lead by example, and for them to come to the
graduatiori because we had a ceremony and we gaicémal certificate,

we gotactualtranscripts with amctual GPAT they were very proud of

me. So, my daughter, who is like 16, she was just praising me, like,

AMom, you did it! |l 6m really proud o
example I setforher. Nowe 6r e tal king about coll e
going into the Marines. So, that one little piece of me going to the

Clemente course last year was just amazing.

Many parent$ 23 of the 54 felt that the specific act of doing homework was important

for theirchildren to see and made the parents feellikt hey wer e HAlbeadi ng by

Carol:

Luciana:

Jalisa:

Thiaga

Then the kids see their grandparents or their mothers and their fathers

doing homework, maybe even struggling with it but still having a desire to
complete the assignment or their edu
shows the kids that, yeah, schooltae har d, but i tdés wor
do it.

*k%k

| mean, for me, going to school and having homework and things like that,
sitting down and doing it, shows them how important it is for them to do
their homework. So, | think that it did makee a better role model for

them.

*k%

|l have a daughter, sheds 3 going on
Shebés excited. She says, fiMom, youbd
doing my school work, and I think th
leading by example.

Mydaught er woul d always notice, AOh, vy
Dad!'o So, it did, I|Iike, go into my f

that was a good thing for them.
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Rick had a 28/earold son whom he wanted to encourage to continue his education, husbec
he had been incarcerated for almost all of hi

He thought just mentioning his homework would send a positive message to his son:

|l want to encourage him but Dot tphawnd Doi mh
want to | ead by example, and | et him know
| 6m doi ng, |l say, Al 6m working on this pap
he knows what |1 6m doing and he knows 1itds
Jeremy a course director, even mentioned parent .
and made a specific reference to homework:
Some €& goals include | aying a foundation f
role model for children, and creagj a better basis for mentoring of children of students
enroll edé. The goal of providing -schoole x amp |l
el ementary school, and just kind of model.
sitting atthe tablemed doi ng it. Thatds what this | ook:

Rebecca, also a course director, recounted having a father who made a point to do his Clemente
homeworkwithhi s chi |l dren, even including his younge
what he saw the othersidg:

We had a student and he would do homework for the class, and his four boys would

gat her around the kitchen table with himt

yet, and he turned the book upside down and pretended to read like thas][lathgik

just the fact that you see parents that are looking upwards or walking across the

graduation stage has an impact on kids.

Tiana, a 2015 course graduate in her late forties, did not have any children but worked with

kindergarteners and fourthagd er s as a teachero6és assistant in
students knew she was taking the course, and
books. Tiana believed that being in thed cours

that she served as an example that Ayoudre ne

Tiana: Some days | would be in there working on my paper, if they were testing
and the room was quiet. |l 6d get me a
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and | would do my homework in clasdut only when [students were]
testing, when | knew | would have time to devithout interruptions. So,

yeah, and then they would say, #ABrin
it.o | would bring my papers in and
thinking and writing teacher] wrote.
withmyschoobag: @AOh, she finna to do her
alone! 0 So, they were naewvroy kgo ®&d,ahl duwa
why | got a | ot of things done at sc
books and they would try to read it. So, some that | kneidcdke, read

up to a sixth grade Il evel, [ 1 6d say]
test. Yeah, so, | would let them look at it and read it. So, it gave me

anot her connection with the children

homewor k. 0

Charity: Do you think it meant anything to them that you were in school?

Tiana: Yeah, they told me | was too old, that | was too old to be going to school. |
wanted to |l et them know that youore
| told them.

| spent a year witfliana in class, and she often talked about her students and what she perceived

as a lack of positive parental role models for them. An excerpt from my field notes underscores

how the course helped her servaasle model for her studentsn & converd#on before class,

Tiana said:
|l try to |l ead by example because wedre in
dod anymor e. |l canodot tell them ltrptoshy h o me
homewor k Doyour bomewkk.nstéal of pl ayibegc dbhsee Xtblhoat ®s
what they say they do whehey get home, play the Xbox.
Whil e parents can Al ead by exampleo by att

at home, there are few opportunities that | am aware of for childrexe tihsir parents as

students in the classroom. Children werenot

of two years and only came into the classroom if the child care provider had to leave early,

which happened only a handful of times, anddtbn were never present for more than 15

minutes or so. Some courses that have humaitiiteeaed child care invite the children to their

parentsod6 classroom from time to time to share
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again, these prograrare new, and such instances would likely be less about parents modeling
themselves as students to their children and much more about the children themselves. Barb, an
American history professor in an-allomen course, was the only instructor not atewith
humanitest hemed chil d care who mentioned including
interview, she recounted a |l esson she | eads e
children to be a part of the class. In this instancenibihers are able to model being a student
in the actual classroom:

Barb: Yeah, the other thing I do is, | Dbri

do one week on artifacts studies. So, | bring artifacts and have the students

break into groups. They havo figure out what it is, and when it was
made, and what you can learn about life in America at that time. You

know, life is in the artifacts, so,
artifacts is the kidsod6 vadidstta on [ fro
participate too.

Charity: Oh, really, and how does that go?

Barb: ltés fantastic, some of the kids hav
ni ce. People |Ii ke to see other peopl
each other 6workdmssai &, Omnhle want my chi
student. 0 So, thatdés good. I think i

show that they can do it.
Engagement with Children In addition to feeling like Clemente made them stronger

role models for theichildren, many parents reported that they felt more engaged with their

children and their childrends education, tal§k
asked them questions: Al talk to theskthenor e, a
guestions now, about what theyoOore actually st
go through my sonbés backpack every day |ike vy

conference? Whatodos he got f cangdtiothegenmadhkl [ | 0 m]

him, you know??o
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Aurora, a 2004 graduate, explained that she talked to her children about the course each
night on their bus ride home and continued those intellectual discussions after the course ended.
She went on to categoriberpreC| ement e parenting as fAstunti ngo:«
felt that Clemente exposed her to a wider world that she subsequently encouraged her children to
be a part of:

Aurora: Well, actually, when | was going to school [Clemente], they wereggioin
[elementary] school. When | was in Clemente, on my way home because |
didnét have a car, on the bus, all w
the books that we read and the classes, and those things. So, it was like
they were going to school withe, and they were my sounding board. |
was able to express myself about wha
and the things that | experienced in class. And | continued those type of
conversations with them even after the course was over. Jugj dsém
guestions is so important.

Charity: Did it [Clemente] affect the way that you parented or interacted with them
in any way?

Aurora: Most definitely. The way that | pare
pretty much st unttiknog]béchuse l,ryoudmow, Wt h . I
had a | imited education at that ti me
furthering my education or being educated, because | was proud already
about being able to have a job and to feed my kids. Even though it might
not have been the best place to live or the best foods that | could put on the
table. ... So, me going to Clemente made me understand hlaag not
really lived | have not even touched the tip of being a citizen in this
world, | mean also in thisountryl So, that made me want to let my kids
know that they matter, theyore a par
St at es, t hliieySo,il veanted themato be aldefto know that this
was your | ife. Everythingdomat 6saner
to be limited to, like,a2® | ock radius, you know whe

Anita, 2016 graduate and a married mother of three, also engaged in intellectual dialogue with

her children about the humanities, which she continued after the course:
One is20 years old, one is 17, and the small one is just seven. Absolutely, they were
involved in reading, some of them were my listeners, some of them were my readers of
some of my papers. We had discussions abou

like, Al gotta talk to somebody about this!o
curious about me ranting about things that
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they were sharinggh a t  treflackoy léadned about certain things and we were just kind
of like giving our own ideas or opinions about certain topics and stuff like that, it was
pretty fun. It was exciting.

| asked Anita if she felt that those conversations wessaltof Clemeng, or if she and her

children had always engaged in |lively discuss
she said, Al dondt think those type of discus
school. It would never have happenedot likethatibecause | woul ddédve come
homewor k, buried my head in it, and did what
what |1 6m feeling € because | went in [to Clem

something more #n that talking to my children about academics, philosophy, history, asking

them questions, having debates, thatdés someth
Sondra, a 2008 graduate, explained that wh

abouttheiredcati on and actively participated in sch

was noengdgedliljyust going through the motions, 0 sh

a part of her fArose wup, 0 a plforherchtildiemt wasndt a

Yes, it did change the way | interacted with them in that | always talked to them about
their education, | always went to their school things, but sometimes | felt robotic, like |

was just going thr oug hofdorfigenceniomyioormself. |1 di dn
Now, I dondt think t heyddpickupadaluthe on t hat,
confidence that | did get when | started g

more than going through motions. When | would get weadytaed or struggle with
depression or get frustrated with the scho

going right, well that part of me rose up
say something or give feedback in a positive wathe school system or to someone.
They [children] start seeing that more. So

yeah, | would say our communication changed because | brought more knowledge to

what | was saying. When | would say something, | waalgwhy| was saying it and that
would come from an educational standpoint.
humorous, became happier, became more knowledgeable.

Similarly, Jennie, a 2015 graduate who spent many years in prison, felt that Clpoterae

Away further along, educationally and as a pa



daughterds education. She said:
| definitely think | stepped my game up monitoring school work and staying on top of her
having educational opportunities insteof just free time. | mean, because | am
definitely already thinking about her college and her future and what opportunities are
available for her that will help her get over humps that maybe | have created or life just
created, and Clemente is at tbp of that list.
Many of the Clemente parents like Sondra and Jennie exemplify what Annette Lareau
(2002; 200R01) ter ms fAconcert eid ciuwlutlitwatailo no rp aerndg mttii
a focus on parentsdé6 actlilwe adav & lad perme rstdo o fL acr leia
2003, p. 605). Through her ethnographic worB®imiddleclass, working class, and poor
African American and white familietareau (2003/2011) fourtthat middleclass parents in her
study were primarily concernedwh cul ti vating their childrenods
voice their own opinions, reasoning with theandactivelyinterveningontheirc hi | dr en o6 s
behalfin institutionalsettings. As research by Hart and Risley (1999), Hoff (2003), and
Huttenlacher, Vasilyeva, Waterfall, Vevea, and Hed{#307) also indicate$,areau
(2003/2011Y ound At her e was qui t-dassahontesthanwookimg t al ki n
class and poor homés ( p . 5) . H o we v entifyl, dingdtived weresrea | Ki ng wa
Instead, parents tended to reason with children, making sure to explain the logic underlying their
actions. Li ke Sondra said, parents with this
director at an organization that hosts a linge Cemente course, highlighted the divide
between lowincome and middleand uppeiclass parenting:
| hate to sound classist, but | think that in the middle class, from the moment that a child
i's born, and talking and wabktogcopkepgpkeée a
AWhen Billy goes to college, this is what
needs to 0.0 And so itdéds ingrained in tha
houses, that is not t raveacces® and golthat mentalitynsk t h a
not groomed. And | believe that by these [Clemente] students participating in a college

course and being successful that theyore b
the tools to be able to tell theirchilde n, A You need to go to coll

I

d
h
b
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college. 0 I f they have older kids thatoére

them, Al need to do wel/l in school . |l have
mom is going to school. Shkea | ues education, and she think
be i mportant. o

On the flip side, Lareau found tHadthworking-class and poor parents emphagittes
Aaccompl i shment of 2008201Ll).Rarentsgith thisvdriéntatiorf delessr e a u
that as long as they providee basicge.g., love, food, safetydheir childrenwill thrive.
Although lowincome familiesn the sample@ppeared to Lareau to be devoted to their children
and hopeful for their success, they dfocaston developingite i r chi | dandem @ 6abi |
typically intervene wit h .Workingclassiand poongarerdsn t he i
the studyissue more directives to their childreengaged in fewer prolonged discussions,
provided fewer educationedsourcesand, in some households, pldeaore emphasis on
physical discipline thadid the middleclass parentd_areau, 2002011).

To this end, several studies have suggested that lower income parents tend to be less
i nvol ved i n edudawmithan note affludnt paranfsidl & Taylor, 2004).Research
indicates that lowincome parentgypically hold equally high aspirations for their children as
more affluenparents buteel less effectiveat n f | ue nc i n g sdhdolechieemenh i | dr e n G
and behavior through involvementtieirc hi | dr enés schooling (Chavki
et al., 2004). Lowincome parentsften lackthe timeandnecessary resourcasengagean their
c hi | dr e n éasd maybeeatativein their interations with schoolsind school personnel
because of aelf-perceived lack of competence (Jordan & Plank, 2000). By contrast, higher
incomeparentgeport farfewer barriers to their participation, perceive greasgdfefficacy, and
areoftenmoreinvolved n t heir childrendés educaKhallon (Lar e:
2014).

Neither the concerted cultivation or the natural growth parenting orientation is



fundament al | y #f b e toncertedcultivatianwhich ihssemoQlemente mayb u t
help faster,holds more favor among educators and parenting experts:

There is little dispute among professionals on the broad principles for promoting

educational development in children through proper parenting. These standards include

the importance of talkingiith children, developing their educational interests, and

playing an active role in their schooling. Similarly, parenting guidelines typically stress

the i mportance of reasoning with children.

accepted, and bease they focus on a set of practices concerning how parents should

raise children, they form a dominant set of cultural repertoires about how children should

be raised. (Lareau, 202811, p. 4).

The fAconcerted cultivat i orershhsibeehpositydiyt ed by
associat ed w-estebm, sntotionhakbsaléigsadion skéld, dnd sefferceptions of
academiability (Bean, Barber, & Crane, 2006; Flouri & Buchanan, 2003; Shumow & Lomax,
2002).Parental engagement in the form ofd@aic socialization, in particulanglpsparents to
demonstrate their i nlbemgaadsopenlygomniuhiete with thém (Hill r e n 6
& Tyson, 2009). Furthermoreapents whanonitort h e i r catademiderferma@nse and
communicatehe importance of education may also contebutt o t heir chi |l dr enos
psychological welbeing and emotional developmef@hen & Gregory, 2009Grolnick,

Kurowski, Dunlap, & Hevey, 20Q@Pomerantz et al., 2007; Shumow & Lomax, 2002

Inthissudy 6 s s amp| e about@0fdyfelt mare emgaged not only with their
young children, but with their older children as well. Several parents talked at length about how
the Clemente experience helped them retatéeir children in college. Arough Clemente,

parents gained an understanding of some of the material, workload, and expectations of
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postsecondary education. Al and Duke, for example, were both middle age custodial fathers
with sons in college, and they both spoke of how they weretable ir el at ed t o t hei
experience:

Al: | was actually talking to my son recently and we were talking about
psychology and philosophy, and we both spoke about it. He told me about
the people he was covering in class, and then | would tell him the people |
was covering. We started to relate battlevel in terms of the types of
people that have come through histonyeople that we could study,
people that we could learn from. ... Now it feels so much better, because
now | can be a part of that [college] process.

*k%k

Duke: One of my youngerans is a student in college. So, yes, we had stuff to
talk about how, about how do you work on papers, having to do research,
and talking about how difficult that is. We talk a lot about philosophy
because heds taking humamar¢hises now.
difficulties, how the student life was against mine, and mine was nothing
compared to his. It was 10 times harder [for my son] than | thought it was.
€ Yeah, it was kind of great that wa

Estelle and Gloria both had daughters in college whég there students in Clemente. Like Al

and Duke, the Clemente experience helped the women better relate to their children and,

additionally, it built a sense of fAcomraderyo
Estelle: Being a parent and gang®echdoldovhigheg a <c hi
educati on, it allowed me to | ook at

me to step out of the parent role sometimes and be a student. My kid, to

know what my kid is going through as opposed to, um, just Mom saying,

ADo rychvomewor k. 06 é She [daughter] was
she could now relate to me. And now
going through the same thing sheds g
She was out of state for college so we did a Ighafne stuff, and when

she would be going through things | would understand. You know how

parents, when their child says, Al g
somet hingdbs more important, or somet
it 6s | i k becausillgottg fmishtwatinggtiis paper 6 I
understoodhat, because | probably needed to be doing the same thing

myself!

*k%k

201



Gloria: She [daughter] was away at college. So, she was in college and | could
have a conversation with her. | understood wkéewas and where

shebs coming from. It was | i ke two s
phase as opposed to mom talking to d
|l said, il 6ve gotta write this paper
this phone becausenle ed t o tackle mine too. o0 It

was able to then be a friend and not a parent.
Similarly, Laura, a former course director, told me about a student who had a daughter in
college, and although they talked regularly, the mothemleadr thought to ask her daughter
about her coursework until she experienced be

year that her daughter was a senior [incollgge]L aur a s a i dirsttiniethtat was t h

occurred to her to ask her daughtewh at she was studying. é Al t
6Honey, how are you?6éd You know, O6How are your
what ever, and now it 6 tarding?kbed, 6 Oh, wel |l , what

Parents of adult children not in college alsmarked that they discussed the course with
them, and how enjoyable it was to talk with their children about humanities. Velma, a 2010
course graduate, mentioned that she hadyedRold daughter with whom she frequently
di scussed t h el herlmy assignmentd and books dndlwhatnot. She shared in a lot
how | felt about the class even though she lives in a different state. | would call her and tell her,
0Guess what 1 6m working on? Guess wioarbf | 6m r e
the 76 parents remarked how they appreciated having more books in the home. Parents often
talked to their adult chiiilldfemnnabadutatb onyk g r tolw
knew a | ot of these books,Kiasdpardnisaeffyoungexs r eal | vy
children shared their Clemente books with their kids. For exaBpleeremarked:

They [children] would see me like tackle monster papers and they would read my books.

And Clemente hooked you up! They give you some amaaimg@zingoooks. So, my
kids, they got to know these books and they got some of those [same] books in their
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coll ege courses, so, yeah, it was amazing
my kids. So, by this time next year, three of my kids will be collegagls . So, yes,
totally different person, and | feel l i ke

these things, but just to encourage other people around me that you can reach your full
potential is so important. Education is such an impottaoit

Khadijatbs c¢chil dren were in high school, and she t
was fApower ful o for her children:

There are always philosophy books around my house now. There are books from the
professors, you know, just sittingoreth t ab | e . [ To children]: #@AC
book. Look what | |l earned about Nat Turne
are some powerful things.

Some parents of young childréke Shantévere motivated to read agg@propriate books to
their children:

Before that <c¢l ass, I didndét read to him [s
all that is coming outl read more, spend more time with him.

Heather, a longime former courseitector, explained that these were points she often
highlighted when writing grants for her course:

One of the things | often did when | was writing grants to support the course was to point

to the research that shows that when parents are in schosbititdhy encourages their

kids because they have books in the house. | mean that alone, | think the presence of

books in the house, the modeling of a parent spending time reading, writing, and

di scussing, Il t hi nk t ha tydusgerzhildven.g-orphaolder of i
children, what we heard from our students who were paremtéch was many was

that it changed the nature of the kinds of conversations they had at home. So, a lot of

parents would discuss the questions we were exploriogss with their family

members. ¢é But early on, it was really nic
homework in the child care room while their parents were studying. | just think it was a

really positive way when you think about the way iigaa spend time together, it was

really nice to see that.

Heather confirmed many of the themes that emerged from my interviews and participant
observation and, indeed, research does indicate that growing up in a home of scholarly culture
provides importat academic skills. Using data on academic performance from 42 national

samples with 200,144 cases from @mgyanization for Economic Cooperatiand
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Developmend QOECD) Program for International Student Assessment (PISA), Evans, Kelley,
and Sikora (2014fpund that the number of books in the hastrenglyinfluencesc hi | dr en 6 s
academic performance, regardless of the natio
development. The relationship was statistically significant in each of the 42 coantliesld
strongeven after controlling for family influences on educational performaimciuding
parental educatiomccupationand wealth. On average, the difference in reading test scores
between children from bookless homes and homes with 500 boakish is indicative of a
distinct family culture is equal to an additional 2.2 years in school. Importantly, the gains were
larger at the bottom: Each additional book had a greater impact antigemenodf someone
who had only a smatiumber of bookshan it did on the performance of someone from a home
withmanypooks. Thus, the @seconahldgeronkpactsthanthe he t hi
102 or 103% (Evans, Kelley, & Sikora, 2014, p. 19). Additionally, the researchers found that
books espaally helpchildren fromeconomicallydisadvantaged familieBooksincreasehe
academiachievemenof children from families of all educational and occupational levels, but
theboostis greater fochildren fromfamilies with little education and lowtatus occupations.
Intergenerational Impact

Whil e Clemente quite often has an intergen
modeling and engagement with their children, course directors and students frequently recounted
how parents influenced their childrentédkethe course, and vice versayerthe years. Cody, a
2006 graduate who did not have children, view

impact he perceived it having on families:

ltds |i ke there are so many people in the
and thmeryédrienterested as a parent. Il tds a ¢
an investment. € Absolutely, absolutely a

and kids in the same classroom, where parents would take the class and then a few years
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later, a kid come through and also take the course. So, definitely, it has a positive impact
on the whole family.

In fact, | saw firsthand two rather reluctant daughters in their early twenties enroll in the course
because their mother had taken it tharygriori n She basically forced us
recall ed of their alldhebngeAre yoii §ohna dotitaArekyeudgonaabdo ut i
it?0 I n short order, however, I watched as b
ard both returned for the secogdar Bridge course, which they took alongside their mother.
Lisa, a 2003 graduate, recounted how her s
to take the course, and how she interacted differently with her childdegrandchildren as a
result of Clemente:
My son took the course too. é My son wa
graduate high school . ¢é When | went to C
kids. | always knew education was theykbut never thought | would be the one going
to college seriously My son wrote something about me. Rebecca [course director] told
me he come to class one day, he was in cl a
him to go back to school becausgent back to school. It affected my family greatly.
My grandkids now are benefiting from I
Il have him til h graduates high schoo H

e :
school. ® justinteractingvi t h hi m, wor ki ng withalhi m, as§k
thatds because of Clemente.

S
I

t .
|

Sondra, a 2008 graduate, also recalled how her son took the course several years after she
graduated. The course boosted he&awehisonbdés conf
education:

So, all of my children, | talked to all of them about the course, andompas a learning

disability. H 6s | i ke a fifth grade reading | evel
works as a custodian at the college. But he is so macé oonfident and he is so
excited, hebs going to pursue his educatio

Rebecca, a course director, recounted how ayeatold girl attended the Clemente
graduation ceremony for her uncle ten years ago, and the simple act of seeing him walk across

thest age prompted her to begin thinking about c

20¢



started thinking of college, and so she went through the [Clemente] program when she was 21
and a parent of two. o Graduat i memorabderar@lmo ni e s
important events to the graduates. Graduations are typically celebratory, livelyiaffaich
more than any typical c ol and rewelptierdedlbyat i on | 6ve
graduatesd f ami | yworkdrs: Brendad &2004 guatd, recatied hoav,il2 c o
years prior, course t aghve myidaughter a little sheatut 6 at graduati on. A
class with me and she was six years old at th
during the graduation because she faithfyl came and was a good girl
meaningful to Brenda to have her daughter recogriizmeaningful that she recalled it over a
decadelaterand she attributed her daughterd6s cour s
yearsla er . AShebébs taking Liberal Arts now, 0 Bre
school |l ast year. Shedéds in a community coll eg
Clemente is a big reason for that. She remembers going there as a little g 0

Similarly, Shalisa, a 2015 graduate in her late twenties, talked to her mother about the
class, discussion the group had, and material they covered, and these conversations ultimately
influenced her mother to enroll:

Shalisa: | do not have childre® | di d, however, I tal ked
sister about it. My mother is taking the course this year.

Charity: Oh, great, OK. Did you talk to them about the content of the course while
you were in it?

Shalisa: I did, and thatosqueddmypyfmotlt hgues 1
sheds | i ke, dAaWell, how often do t

year, and you got twy, you know, you got to apply and get in there.

Every night coming home after class, of course | had to bring up the

subjectof whatever we were talking about and ask her opinion and discuss

everything with her. So, based on how excited I think | was during the

cour s e, I think that was kind of wha

not such a bad thing. You cametolikesitp |1 61 1 check it out

sin
hey
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Shalisads mother was enrolled at the time of
the same | ove of philosophy that I had, 06 Shal
class]. o

And while rarer, somecoursedird or s recount-ddubbtvengt dams b e
classes, an experience that affects the parald relationship in a different way. While |
observed two pairs of sisters complete the course together, there were naipdddaams at
the course sitelsobserved. Alegra, an education director at an organization that hosts a long
time Clemente course, participated in the fir
able to evaluate the course as w&awent al ong,
di fferent wayo through her participation in t

her daughter, which was initially an unsettling prospect for Alegra:

Wedbve had teams of moms and dauguise,enys i n c
ol dest daughter took the course with me. &
secrethat | & m g o n n anitiglylavasentimidiatedrby thedfact:thatimy

daughter was going to take the class, and also because my daumgstenal, had been

sort of an underachiever. I didndét know if

work, and what | learned was that actually she was really bright, and that she had the
goods to go to college and that | should push her to goltege, because this girl has the
tools to be able to be successful. é So do
realized how differently we viewed the world, and we figured out a way in class to have
some sort of a middle ground, and that \ikes a jumping board for my daughter to move
on and continue her education, her college education.
Just as the Clementestudpna r ent s wer e able to better under ¢
experiences and thus bond with them, Alegra came thesegaughter in a new light and the two
bonded through the course experience.
Conclusion

It is clear that there is a relationship between participation in the course and positive

parenting for the studespiarents in this sample. Many parents, particularly single mothers, were



drawn to the course because they saw educatiapathway toward pward mobility and
wanted to model being a student to their children. Clemente also served as way for parents to
initiate substantive, intellectual coengations with their children. aRents whose children were
in humanitiesthemedchild careproudly disussed humanities content with their kids. For other
parents and children, their conversations began with a focus on course content but, after the
course, shifted to other topics. Parents with coliege children felt that they were finally able to
undestand the college experiencehely were able to relate to their children in a different way
as a Afriendo and/ oro aasnda tfheelyl ofve |fitc oclolnef goer tsatbul
guestions about their studies. In short, most parenth&lClemente positively impacted their
parenting. This isignificantbecause Clemente is not a program specifically designed to
increase parental engagement. While a stated goal of many cisucsasprove parenting and
strengthen parestthild bonds] observed nothing specifically related to parenting in either of my
field sitebdbs curriculum or <cl assraondwestpr acti ce
mentioned that her course fihad someone come i
that experience, the mother filearned to be mo
raise our kids like our mothers raised us. So, | try to do a dinner night, a movie night, we take a
walk or ride bikes. | just try to take some deep breatishgt.| 6 m tryi ng to save
her . Coll ege is expensive. And | donét real
have some money saved. o0 One could specul ate t
in addition to covering coursmntent, parents might learn to be even more engaged with their
children.

The i mpact of parental invol vement on chil

documented and is readily acknowledged by teachers, administrators, and policy makers to be
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one ofthekey parts of educational reform\(ilder, 2014) Wilder (2014) synthesized the results
of nine metaanalyses that examined the impact of parental engagement on student achievement.
The results indicated that the relationship between parental involvameacademic
achievement was positive, regardless of a definition of parental involvement or the measure of
achievement. Furthermore, the findings revealed that the relationship was strongest if parental
involvement was defined as parental expectations¢dademic achievement of their children:
Aparental expectations reflect parentsdéd belie
education in general. As children are likely to harbor similar attitudes and beliefs as their parents,
havinghg h par ental expectations appears vital for
2014, p. 392). All of the par enwantedtimemtohi s st
attend college. nl fact, when | asked parents if they had particular aitorcal goals for their
children, I was o fothetnhanmetg wiind ,t di Yoal Imegen? 0 Al
expected that their children would attend postsecondary education. Modeling student behavior
was important to many parents, and Clementeesgmts a first step in that direction.

Community schools might be particularly interested in these outcomes. A driving
assumption behind community schools is #xgianding the mission of the school to include
services for children, their families, atite community will benefit everyondndeed,
partnershipbetween schools, parents, and commubéged organizatiortsave been found to
support student learning, improve schools, and assist families (Henderson & Mapp, 2002; Valli,
Stefanski, & Jacobso2014; Walsh et al., 2014). Partnerships with parents often take the form
of continuing education for parents through GED, ESL, or job preparation classes; parenting
support and workshops; and employment and volunteer programs within the school. Although

there are community school s, l i ke t-lbvel Har |l em CI



humanities courses to students through the Bard Early College Program, | am not aware of a
community school that offers a Clemente coursgat@nts As schools seek forge
partnerships with parents and meet community needs, they might explore parental education
programs that go beyond the typical adult basic education, ESL, and computer literacy courses.

The following excerpt from my interview with Alejandra, who gratid from Clemente
about 10 years ago and is now a practicing social worker with an MSW from a Research |
institution, sums up the potential Clemente has to affect change among its spatents. She
said she had Astruggleddwpohtiremadi og khed wirf ¢
behind. 6 When Al ejandra entered the course, s

to how she sees herself now:

Alejandra:  They[childrenlwer e | i ttl e, they were |i ke 4
dream more for what | can do for me and my kids. It made me start to
t hink, l i ke, | donétti nad wjaoybs ohra vie d oon €

have to be in a deaehd job. It made me want to dream more and made

me want to reach for higher things. At theithat | was going to

Clemente, | had three jobs: | was a bartender, | worked at a call center, and
| worked atTarget It was just hard with these two girls, but now | live a
totally different life.

Charity: How would you describe yourself right now?

Alejandra: | would say that | have pretty much close to perfect life, | mean | bought a
brand new house. é | litetallyibvaed new,llser and n
2015. The house that | bought is a thn@i@ute drive to my job, is a five
minute drive to redtthe school. | mean, | have everything that | could
possibledram f or . WeOr e Igbom ntga koinn gv ancya t ki i odns.
Domingo to visit my family. | mean all of this, | swear to God, all of this
would not have happened had | not wentlemente.

Charity: That os big.

Alejandra: 1 would not have my dream job, my dream house, and my dream car. My
kids wouldndét be wanting to be in a
academic programs at school. | mean, it was like a huge snowball effect. It
literal | y started from nothing, just sta

need to join this Clemente class. 0
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Al ejandrads success is an outlier, but her en
was in large part responsible for her success, andubcess of her children, were common
refrains among studepiarents in the sample. The fact that Alejandra went from struggling to

read and write in English to |iving fipretty m

of Clemente to affectos i t i ve change in familiesd |ives.
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CHAPTER 8: Limitations, Suggestions, Implications

AOur program helps with inner poverty. It he
doesnd6t, at | east not on atmegroumhpeverty that theylare v e | ,
facing day to day. o
T Rebecca, course director

AMarcusy[ hnstpouctor] and |, we were talking a
this course. e A | ot of us were |l ooking at th
forgot what they call t hat , e x kead arlywheré¢ yjoe wor d
want it to |l ead,d6 and it can, it literally ca

T Chadwick, 2014raduate, African American, age 51
—

Through this study, | sought to better wund
Clementeinspired courses. It is clear that students in the sample, includingpdtepvalued the
Clemente experienceyeryinterviewee had something positive to say about the course and the
vast majority were eager to share their feelings. Through 1&fvietvs with 116 individuals,
two years of participant observation, and combing through numerous Facebook posts, student
newsletters, and course websites, | am confident in concluding that there appears to be a
relationship bet we gation ant their engageamnt & aemocaéc ciizenst i cC i
and parents. Whil e the experience is not f#fAtr
for students in the sample, it was always a positive experience in soméfamystudent
interviewed, inallding dropouts, said they would recommend the course to others, and many
already had.

Many students gain confidence in seXpression, begin to think critically and ask
guestions, and work to improve the direction of their life and community, and thewtat such
gains to the course. Studgydrents, particularly mothers, come to see themselves as role
models, relate more closely to their children, and engage in more substantive conversations with

them. Course participation appears to affect otheradies as well. Students gain a deep
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appreciation for the humanities and see a place for it inleeme communities; they acquire
dominant cultural capital, which thesalueand which gives them a sense of belonging; and they
become a part of an intelke@l and social community in the classroom and form bonds across
difference. These changes are fostered in part by the curriculum itsddfects that for
centuries have sought to enlightehut also through the pedagogical strategies and support
offered by Clemente staff. Because there is no prescribed curriculum, classes are diverse in
content and differ from one site to another. After talking with students at sites across the US, it
became clear that regardless of the location of the course,rttenties curriculum pushes
students to critically reflect on the human condition generally and their place in the world
specifically. Students uniformly praise instruction that is progp&sing and dialogic in nature
and are openly critical of unpreparetisorganized, and/or lectupgone instructors. Socratic
style instruction engages students and makes
Limitations

As is the case with all studies, this dissertation has limitations. | initially concefived
project as an ethnographic study of two discrete courses; | would spend a year with one course
and interview those students and staff, followed by a second year with another course where |
would interview those students and staff. Towards the bewjrof my second year, however, |
realized | needed to more actively seek negative cases. | began to hear similar responses from
students, and nearly everything they had to say about the course was positive. While this could
be viewed asi omr,ad i tnlyergemn expekiena$ wodieédme:Rywas |
missing? It was at that point that | decided to expand the sample to include graduates-and drop
outs from locations across the US.

Self-Selection of Study Sample But because there is no ratal database of Clemente
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alumni on which I could draw for a random sample, | was dependent on course directors to
spread the word about my project to their current and former students, and | was dependent on
those individuals to contact me. The curremd éormer students who contacted me did so
because thewantedto. Rerhapsespondentsvanted the gift cardut | suspect more often it
was because they simply wanted to share their experiences. So, current and former students who
learned of my projeatere a part of courses that were organizezigh to disseminate
information, whethethrough an alumni email lier an inclass announcemerand the
individuals who responded were in a position to receive the announcement and had a way to
contactme.is possible that those who selected into
from those who did not, which could lead to the sample not being representative of the Clemente
population as a whole. To this point, Sterba and Foster (2008) argéien thretist instances, it is
highly unlikely that sampling units sedklect into or out of a sample for reasons completely
independent of theB0mutcome of interesto (p.

It was especially difficult to find dreputs to talk with. Manuethe director of an
organi zation responsible for financi al and ad
summarized the difficulty itracking down former studentsidy are highly mobile and some

courses donodot have khedg@iquawiet mecidoWel Kree pti mgk e @]

you might i magine, the wor ki naglotmokeapingtrack& a | o
peopl eds email addresses and mailing addresse
keepingtrackb t hat st wfuft.so wiTte whrooop | spoke | eft <co

participant observer, and they reported leaving due to personal reasons (e.g., employment, elder
care, obligations with their children), not because of the course itseH.siinly is missing the

voices of those who left because of something in or about the course. One class in which | was a
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participant observer had a subpar teacher who was ofi@mephared and, on one occasion,
neglectedo come to class altogether. Sostedents referenced this teacher in theirpost
graduation interviews, and | speculate that some students may have dropped out due to that class
specifically, though no one said so explicitly. Of the doogs | interviewed, none said they left
for reasonglirectly related to the course such as teaching, content, or personnel.
| wrestled with the concept of sedelection fronthe beginning taheend of this project.
Curious about who selects into and persists in Clemente, | asked students who stayed if they felt
they were any different from those gdatessd | ef
of students said yes, theid think they were different. Tey wer e more fAengage
Acommittedd than those whodd dropped out :
Duke: Yeah, I do [think 1 6dm different]. I
mind to get anything tangible from
comingbecause it sounded like a great idea without thinking it through,
what they would have to put into it to get something out of it. They

obviously didnét want much out of i
continue to come.

*k%k

Lenore: Yes,therea@ di fferences. Il 6m not sure w
started and dropped out. | 6m not su
driven and thatés why | meant 1itds
situation better. So, regardless of, you knawhatever obstacles may
come my way, I try to ensure that I

*k%k
Tameka: |l didnét believe that we were that

out | guess | was a little different, because no matter ivhatean no

mater what the obstacles werd would get there. | made it a point to get
there. |l dondét care if | had to wal
motivated | was determined to finish it. | wanted to see it through. | loved

my classes. | loved the neatal they were covering and the experiences of

the class, and the, | cannot forget the community.

*k%k
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Tim:

Student s

Yes, I was mor e, I think |1 was mor e
commitment. | mean, it was a contract that we signed off on, and | also

d dndét want to |l et my professors down
some of these professors come in from their regular jobs to come teach at
Clemente and they lookexkhausted

who didndét think t hey alyhighightedthief er ent

fact that life can be complicated, and unforeseen circumstances camgtofrom completing

the course:

Anita:

Gloria:

No, I think that sometimes life becomes very complicated and, of course,

during that time | had life and there were¢im  when | felt | ik
come or make it. Il think that somet:i
what you need to complete the course. Different people are in different

places in their lives | think. I think some people just had more complicated

lifest yl es t han | do. |l just think that
believe | have support, | have a great support system at home. | drive,
some dondét, they didndét I ive close b

and finding | obs se&kin®gad problemsdhatevoulddlt have
have prevented me from Clemente class.

*k%k

Il dondot thi |l Om different at all
they go thr gh in their |ives doesn
The peoplethat have seen that came and t he
for the little bit of time that they was there, they seemed generally

interested in the course and taking it seriously, but, | guess, just had issues
todeal with. Bm diffedentatiadl,m@@ t t hi nk | 0

k
u

o S

Ann-Marie, a 2016 graduate currently enrolled in a seg@at Bridge course,

mentioned a classmate who was a mother of three and who dropped out of the course after about

a month. AnrMarie explained that she understidwow difficult life can get i W go through

stuff, o baashe shaei ¢nded her response by highligh

persist in the course:

| 6m not dndtf etmusifierdnt frdndthérn. So, the simple fact that we go
t hrough st ufof .caél || éormeg opiergsotn [ who quit]. é
and she really touched me. She was very pa
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why | havendét seen her, but | understand s
based onwhatslehar ed with us in the class. | real
continue. So, |l dondét think I dm different
determined not to miss any day.
Self-Selection of Clemente PopulatonT he st udyés s alirgeleceed was | a
and Clemente coursesosd st saeetedt Juftasptuderast i on as a
volunteered to be interviewed, thelgctedto join the course, and individuals who enroll in
Clemente courses may be different from those who do not. Btadgnts in the sample
reported feeling more confident and more anal
an improved sense of control and saw their relationships with their children change for the better,
for exampl e, distudents whd are goronsusiyclsédefantilydriven, and
curiousmaysels el ect i nto these «coeQilresneesnt e I[fifg atihnastod sma
i ndi cati ve o f{existing eharacteristceratierstiian therCeemente experience per se.
The norrandom assignment of participants also limits the degree to which conclusions about
Clemente generalize from students who-iopb the course to students who may-opt.
Course directors are aware of the issue ofsaiction into Clemente. Aleir annual
meetings, they talked at length about recruiting and retaining students, and the topic was raised
in interviews as well. Leigh, a course director for nine years, explained that despite her long
tenure, she was still unsure how to gaugewholdvo be a figood fito for t he
So, this doesndel spteiakn]}t odithesct [pvebbdt 1tds
the things that we find mystifying and hard to figure out is, like, how to determine who is
agood fitfortheclass.Desg e t he fact that [ 6m in my nin
i nterviewed hundreds of applicants, still
there are people that | was really unsure about [admitting]. | mostly took them because
therewasspae i n the class. é There are people |
problems in the classroom. Then in one case we had to aceralbyesomeone from the
cl ass. ltés | i ke, then this year 30% of ou
an interview. They applied and then they essentially failedlected themselves dut

by not pursuing what they had applied for,
about.



Robert, a course director who has been involved with Clemente for oyeaff was similarly
unsure of what Atypedo of person enrolled in t

So, | will tell you, yeah, I think there is a ton of se#flection among the students. |

mean, we do get great peopl e, clearly the
we get, itdés a particular subset. Il woul d |
could be characterized i n some way. I f it
education, then we could put meamethilgl i er s i
about selimprovement, we can put more fliers in the gyms or something like that. But

definitely thereissel6 el ect i on. €é Yeah, |l mean the who
to me.

Similarly, Jason, an instructor for just a few years, staprised by the students who persisted:

Il think that in a hindsight you can al ways
But in hindsight itds never clear why a st
surprised by who went through, whade it all the way through and seemed to get a lot

out of it and who di dnlBoutthe durdeinsdmewaks. t hat 6 s
creates a space in which that kind of wunpr
predict and some of thhas to do withhie chemistry in the classroomnt. his to do with

[ student sd] I i f e ci r-celectes & l#tle bitenvre forStadentsl t hi n

who feel like this is going to have some value to them.

Clemente attracts a diverse groappeially in terms of age|fe experience, and
educatonwho enroll for a variety of reasons, and
on t he ns dnbosne adolts whb selead imto Clementavondered, though, if those
who selected intthe course had traits in common. | asked students in interviews to describe
themselves, and their answers typically fell into one or more of four categories: (1) determined/
ambitious, (2) caring, (3) intelligent/opinionated, and (4) epemded. Studentsever used just
one word to describe themselves; their descri
description of himself encompassed three of t
myself as det er mi ned, Well owner half of thastudents io threpsansgpple i o n a t
described themselves as fidetermined, 0 Aambi ti

Adelaide: Thatds a good question, I was speaki
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Arnaud:

Gloria:

Janiece:

Luciana:

Mark:

AYou know wh a tpl&cedméamingil knovawhat bwarl

know where I 06m going. Il know what my
determined.

I work hard and I édm very persistent.

*k%

I would say highly motivated, strongly focused, and geger to succeed.

*k*

Well, I d6m very ambitious. 1 06m hard w
and | enjoy learning new things.

*k%k

oK, I guess at this point Il 6m very d
ofgoalsthatwoul d | i ke to achieve, and ri gl
|l ife where I 6m going for it. So, | 6 m
plan and I 6m executing that plan.

*k%
|l &m relentless €€ | tend to be a bit

something. | usually do it to the very end, whatever that may be.
Innovative, very open minded.

Over half of the students also described themselves as caring and compassionate:

Phillip:

Tiana:

Melissa:

Caring, helpful. | believe in education, believe in mentoring others
younger than me and even older.

*k%k

| 6freehearted, fres pi rited. ¢é | just say what
| 6m clarliooge t he children. I never war
love for the children.

*k%k

| 6m a 0 do esorowho likgs ® maké sune the tasks, you know,
the tasks are done, done through to completion as best as possible
depending on the situation. |l help p



hel ps people usually when thety need
to help people as much as | can.

*k%k

Ornella: I think 1 édm pretty friendly. I
|l i fe, considering the things I
knocked me down a few times that | have be#a & get back up with
time. | feel pretty proud of myself that | have been able to do that. | feel a
responsibility to not only do for myself, but to encourage others to do the
same thing in life. Without patting myself too much on the back, | think
other people would say the same thing about me.

m v
\Y

o) er
Ove be

About a quarter of students also characterized themselves as intelligent and opinionated.
Some students, like Luisa and Tisha, 2016 graduates in their sixties and twenties respectively,
emphasized qualities of persisteacel intelligence, while Florencand Shalisa, 2015 graduates
also in their sixties and twenties respective

Luisa: Il think 1 édm a very, very smart perso
down, and when | fall off, | get back up and keep it mgyv

*k%k

Tisha: Confident, motivated, hungry, |l oved,

intelligent.
*k%

Florence: Kind, nosy, opinionated, outspoken, fun to be around. | love to learn.

*k%k

Shalisa: Opinionated, outspoken, friendly, maybettd bit charming, but | guess
that depends on who you are. ¢é | 6m a
| 6m honest and a litthdteddbitthe fr ema pam

gone back to school even though | probably could have.
Finally, about ajuarter of students, like Lola, Aurora, and Chadwick, emphasized being open
minded:

Aurora: | am a person with my mind wide open.
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*k%k

Chadwick: Oh, right -mionwdeéd mame¢empt i mi stic, and
been the case. | try to keep my egpeen, my ears open for opportunities.

*k%k

Lola: Let 6 s s e-eninded, fiiendlypjpsetrnying to make it better for my
family. |l 6m goal driven.

Graduatesd perceptions that they were more
thanthose whoquar di dndét enroll, coupled with their
the concept of grit i t rleval gerseverance and passionforlbngr m goal so0 ( Duc k w
Quinn, 2009, p. 66)Grit is the subject of several studies whitdterminedhat peseverance and
passion may be as important as intelligence in determaingesécsessGrit has been found to
predict achievement and ability to persevere across a variety of domains (DuckRetetson,

Matthews, & Kelly,2007). Controlling for SAT saes (as a proxy for innate intelligence), grit in
vy League undergraduates was associated with higher GPAs, retention taronaigsses of
United States Military Academy aMiest Point cadets, ranking of Scripps National Spelling
Bee contestants, and pistence of novice teachers in a lamcome school district (Duckworth

et al., 2007; Robertseidraft & Duckworth, 2014). Gritty adults have been found to achieve
higher levels of education and make fewer career changes than their less gritty counterparts
(Duckworth et al., 2007).

Perseverance in academic settings is affec
learning strategies, and mindset (Farrington et al., 2012). Carol Dweck (2006) argues that there
are two mindsets from which people opeiiatefixed mindset and a growth mindset. With a
fixed mindset, individuals believe that intelligence, talent, or character are inherent and cannot be

altered.1 ndi vi duals with a growth mindset believe

221



applicationané x per i ence 0 (7)DBghlingthe cahdeft 6f grit, Pweck (2006)

argues that the hall mark of the growth mindse
sticking to it, even when [things] eaopktonot go
thrive during some of t he m9.sAhinveshigatiohietoitloei ng t i
grittiness and mindsets of Clemente students is beyond the scope of this dissertation, but the

issues of selelection and attrition may be tied to these concepts and may be worthy of further
research. How importaategritand a gr owt h mindset to student s:¢

This notion of learner identity or mindset was brought up at an annual Clemente

directorsdo meeting and iIis something that dire
Al dondt tihs nkoiChgegmemdwegh to cultivate a gr owt
instructor argued at the annual meeting. nThe
asking, 6Does it [mindset] grow and transform

tme course director explained that a master os
subject of her Acapstone project, o0 which exam
the course. Data were drawn in part from observation of theecduss a nnu a | applicat
screening and prospective student interviews, as well as randomly selected records of 25 students
who had completed the program (records included applications with essays and staff notes from
the interviews and endf-course confereres). The graduate student concluded that 85% of
students in the sample possessed a growth mindset (Vurpillat, 2015). In an interview, the course
director explained the studentdos project and

She used our program as a capstone projecloaked at characteristics of successful

students and, like, went through all of our files and tried to compare grades and

attendance and things like that to applications and application scoring, all of these

different things. And one of the things shmeled up talking about a lot in her report was

this idea of mindset, which is really, like, a buzzword in education right @ow.6 v e
been thinking since she basically argued that we should have a way of measuring or
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somehow evaluating mindset in our prace3ecause the studeiits think this is part of
selfselection toa because the students who have a growth miridget see this all the

time in the classroom people withhugeb ar r i er s t hat you think At
person possibly gettinger e 20 but that person just reall

and can make it happen. So, she argued for

advisory committee and there was one of our graduates on that committee. She was

saying |LiHedomWagl lknow cuz sometimes peopl e

mindset, but being in the classroom in some wagatesit for them, or allows them to

create it for themselves. 0 So, |l dondt kno
There are Vild ways to measure grit (e.dpuckworthand col | eagarelshéreaer i t s cC .
ways to determine and change oneds mindset. O

either on their first day of Clemente is intrusive and a gendratiydea,but questions can be
worked into applications and interviews which might illuminate these traits, or the lack thereof,
in prospective student s. For instancet,estthte ap
that coul d # e stthédodn ofaao exd intéryiew er erof-course survey. Part
of what many students love about Clemente is the classroom divieistWe wer e al | SO
di fferent, but we came toget her Taotaduseaagstpect ed
scale ora mindset measure as a vetting instrument seems unwise. A classroom of gritty students
with growth mindsets mabe more likely to persist, bittexcludes the students who might be
less gritty or have more fixed mindsets but who could, quite possiblydrged by the course.

Attrition . Determining what sort of students persist in Clemente is important because
attrition is a challenge in many courses. Nationally, courses experience a completion rate of
Aaround 30, 40% somet hiond pleirke ntalH a tc,0 mmuma tciarmae
2016). This attrition rate is similar to comm
mention. According tohe US Department of Education and the National Student
Clearinghouse, the sirear completiomate for all community college students is 39% and

26.6% for partime studentsJuszkiewicz, 2015). Jason, an art history instructor, suggested that

228



because Clemente courses often donéupwthave t he
drop-outs, weare left with feedback from those who persisted:
Something | worry about is that sometimes we take the, we hear the feedback of the most
vocal students and we | eave the ones who h
through it but could have getthn  mor e out of it . But we dono:
never sort of asked them, but | just think in terms of this whole feedback loop to the
faculty and everything else, it would be good to have more of a sense of what that kind of
midrange student exgence is.
Rachel, a Clemente staff member, commented on a course that experienced significant attrition,
beginning with about 30 students and graduating just six. She, like Jason, was concerned with
not having data from the dreaquts:

What about th@5 other students that are gone?! | wonder what their experience was
like, who knows? It may have just been, like, maybe they got a job and it may have been,

|l 6m not saying that, | d o mwoet dkonngdvecauksenhoant 6 s
no one aske
Rico, a 2015 Clemente graduate, had been a st
they keeping some kind of, l i ke, metrics, spr

argued that the course di r eansomehowdenonseatetot o c ol
you who are you reaching out to or who are gotreaching out to and where is the drop off?

Who applies? Who doesndét apply? Why are they
that information is not being collected,the I j ust f eel l i ke wedre jus:
conceded that it takes resources to track stu
doing things. But if people are dropping, why are they dropping? Why did they lose interest?

What werethey not getting that could have been provided? Was it money? Was it finances? Was

it employment? Was it health? Was it potentially mental challenges? Was it transportation
issues? | mean, was it economics?0

Ri cods questions s pmesiktentethadntragitiomadaduit bar r i er
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learners often face. Cross (1981) suggests a taxonomy of barriers that moves from the individual
level to the socialdispositional or psychologicéhnxiety, fear, low selésteem, depression,
feeling too old toedarn),situational(cost, lack of time, lack athild care transportation), and
institutional(scheduling, admissions requirements, location). Clemente works to break down
many situational and institutional barriers, and students seem to overcome some dispositional
barriers through the experience. Perhaps as important as the kinds of barrisos-tteditional
adult learners face is the cumulative effect of more than one barrier. Cross (1981) stressed that
students6é6 difficulty starting or fbermfi shing ed
barriers they experienceéMultiple barriers cold very well contribute to nonparticipation and
attrition in Clemente; what the barriers are and how they operate are areas worthy of further
research.Jeremy, a course director, raised an interesting point when he recounted admitting a
student who he wasoncerned would not persist in the course and who ultimately did not.
Although the student attended five or so sessions, Jeremy was quite certain the experience had
been impactful and would rather admit those kind of students than, say, studemtewicho
likely complete the course but on whom the experience may not have a profound impact:
| think that even for some students who only are with us for a month or two, the impact
can be tremendous. We have to make some tough admissions decisions and, in some
ways, | would rather admit someone who doe
month or two than | would admit someone wh
much away from the experience. It can be tough to kind of make some of those calls but,
for example, we had a student that we admitted thisiyeary young, just graduated
from high school, admitted to the local branch of the state university this year, lives in
one of the biggest housing projects in the city, had been mentored by ome of ou
graduates from last year. And in, | would say, alndesianceof larger national trends
given his personal situation, [he] declared from day one that he would be a history major
at the €& university. Now, | whefrstconcerned
semester of his freshmen year and take the [Clemente] class concurrently, but | knew that
we were leading with the US history section of the course. | felt that even if he only
attended 4 or 5 of the sessions that that would give him a difldrehof basis for the

work that he would then proceed to do as an undergraduate than if we just rejected him
outright. So, we admitted him and, in fact, he attended 4 or 5 sessions and then of course
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things got busy and he dropped the course. Was it tfupéar him? | believe that it
was.

Voices of dropouts like the one Jeremy speaksadd rarely heard, yet amaportant in
understanding why students leave the course, how Clemente can better support students, and
what aspects of the course are, @ ard t I mpactful while theyore t
Suggestions

Those who persist in the course averwhelminglypositive in their reviews of it, and
one of the most challenging aspects of the interview process was getting participants to provide
suggestions for, or iticisms of, the program. On a classroom level, course directors and
instructorsc a revelt be too organized, too clear, or too thorough in their assignments,
expectations, and explanations. We, as academics, often take for granted that others understand
the concept of a syl l abus. They donoét. As a
asked me faceo-facecountlesgimes for clarification on class dates and assignments. Sitting
among the students, | saw their disorganized binders exglodwi t h paper s; they
what to throw away and what to keep, what to bring to class and what to leave at home. Students
need guidance on how to be studénkew to organize a binder, how to read a syllabus, where
to look for answers to common @i®ns like when something is due. Administrative
disorganization and lack of clarity frustrate and confuse students. For example, Janelle, a 2016
graduate in her forties, explained that it grew increasingly difficult for her to manage readings
and assigments because of unclear expectations from professors and general disorganization on
the part of program administrators. Janelle and | spoke at the end of the school year, and even
then, she was still unsure of what she had left to finish in order t@west for the course:

Yeah, and it was sometimes unclear what th

had the hardest time trying to figure out:
now, the stuff that | have to finish. | must hawade photocopies of things 10 times
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because | couldn6t keep track. A | ot of st
foll ow what | was copying. ¢€é So, | keep co
of stuff that | f i codldhavk beeneasterplikeoan gpsienway®. €
organize.

Similarly, Al, also a 2016 graduate, felt that the biggest weakness of the courseimgs los
Acontr ol 0 o flasstdétes shiftgdisd freduentdy.during@he second half of the year that
students didnét know what <c¢class they were com

frequently unprepared:

| 6d say the only weakness of the c¢class is
we | ost control of t hndrol sf gridef. Bhateiagmitting to shat,d s wh
but | tend to be very OCD, and | put thing

for me to learn. But come spring semester when we realized we no longer had a syllabus,
it was hard for me to prepare andohstantly had to check my email to see if we had any

readings to do for the next class. Thato6s
administrative thing, and | really couldno
all, these professer ar enét being paid to do this. The
their good soul. You know what, | just had to accept it for what it was. Once | took that
perspective, | was fineith it. | letgo alittlebitl di dndét feel Il'i ke | h ¢

control anymore.
Al also gets at something that came up a few times during interviews: a hesitation to be critical
because the course was free. Al states that

wor king for fr e eewerelinfastt paidibutt even so, le seemsltodssggestithat

he ¢ outodcnréitt ibcea l of the course because of the
To this point, Roger, a 2016 graduate, sai
coursewasbhack of nearby parking. Like AI, Roger s

Aanything negative to sayo about Clemente bec
criticize the program:

| 6ve had withthisrguoaphin thisyprograni. d cametahythihg negative to

say about it. |l really donét, and the peo
something to them and see what their issue is. | mean, because you gotta think about it:

an education is expensive nowadays and you are gétfnree How ungrateful could

you really be? Like, at the end of the day, when you put it into perspective about getting



your needs met, you have bills, you have to pay rent, mortgage, whatever it is, and this is

somet hing that i dfgoarttablg, takenhg roaf oomiowerkyeur hieawl.o d o

|l dondédt understand where they can say that
Perhaps the | ack of pointed criticism is not
but, instead, to theiaboetusbmathi hg fibampias
| kept this alternative explanation in mind during interviews and urged interviewees to think
about fAsuggestionso if Acriticismso seemed to
awayfromheir Cl emente experience. I relied on r
memory is fallible and pront® inaccuracy (TourangeaRips, & Rasinski2000). | am as
confident as | can be that interviewees were candid and truthful with me. Answers were
consistent across cohorts and course sites and respondents, who were guaranteed confidentiality,
had nothing to gain by sugarcoating negative aspects of the course. They often shared intimate
details about their life histories and recounted stories aftanbe abuse, mental illness, and
violence, for example. It seems unlikely to me that a respondent would feel comfortable enough
during the interview to disclose such personal information but would be unwilling to offer

criticism of the course.

In addition to suggestions for better course organization, several students (and

instructors) suggested Al aptops or witkere abi | it
work, 0o one student said, Awriting ewwokyt hing
and stuff |like that.pagénehstodephyspaped mée
typed outon her phone An instructor argued that student
Adigital divideo and | imits the materials she
Sot hey dondét have a |l aptop, so they canodot t
type it at some weird place or whatever, a
ot her things, and they candét emailblahji t beca

blah, all of that. The other thing is, it really restricts the kind of materials you can give

22¢



them. | teach at the university level. | assign podcasbgdks, journals, all kinds of
stuff. They [Clemente st udegthesagcesstawhattt do t
would call the current stuff.
Other suggestions included more amenable class locations, where temperature can be regulated,
there is ample space, and students feel comfortable and welcomed; more aggressive advertising;
and less Ieiency on the part of Clemente staff. On the latter point, a graduate remarked:
So, Il think it was kind of a Ilittle bit en
at all. €& Therebds not going to kbhey a teache
somewhat did there hold our hands.
Similarly, other students felt that staff wer
staff were Aunderstanding of peopleds situat:i
[ staffltde® OKyyow dondét have your paMner done.
dondédt you have your paper done?d6 or o6l need vy
in the ass, you know?0 Ldiretersvandirstruct@aser2t@ol 5 gr adu
tolerant of some students:
Clemente is very open, meaning they are tolerant of people being late, being unprepared,
having different schedules. They are tolerant to a fault. If you have the opportunity to get
involved, the least you can do isoshup consistently and on time. | missmtkeclass
last year. More people should show commitment. People laid out money for this course.
Il ndeed, there seems to be a fine |ine between
expectations. fBdents may be unprepared for a class because of work or family obligations, for
example, but | O6ve seen firsthand many student
because it became clear to them that there would be no repercussions. Predéesseds
generally uncomfortable admonishing the Clemente students and | think this is due, in part, to
the power inbalance the instructors feel.h@y are largely white, highly educated, and middle

upper class while the classoffenlow-income racial mnorities with erratic education histories.

| observed this leniency at both course sites and at both sites it snowballed to a point



where a significant portion of the class was not prepared for class and the instructor grew

frustrated, though it could hateen prevented by reiterating expectationsamdinuously

holding students to high standards. In a history class, when the instructor realized the majority of

the class had not read the legal opinions he assignédch he later conceded were probably

too difficult for them to compreheridh e t ol d t he ¢l ass he was goi ng
you dondét do the readings, it makes it really
let it slide when some students came to class unpreparddnany students stopped doing the

readings or merely skimmed them before class. This snowballed until one day when only a

couple students had done any of the required reading for the evening. Excerpts from my field
notes reveal tehreanitdetao oaf fbaeuilntgd A(tNoolt e: Mar t i n

and bracketed [text] are my personal thoughts typed in real time.)

M: Don Quixote did you like it?

Silence.

M: Let 6 s Kin@Arthur, wiwthlmt 6 s your reaction?

Al: It was difficult understanding it when, as a kid, you grow up watching the
cartoons and the movies. 't seemed é n
me reading, because it gave me a differ

Roger:l was equating this with Excalibur.

M: It is.

Al turns around and says fAdit 1is0 at the sa

|l am thinking not.] &
M: Who is Arthur and how did he come into being?

Silence.

M: How did Arthur get born?

Roger: He was a commoner. €

M: Noob he wawandtteddHi ng, | 6d be getting fr
Roger: Do tell, do tell.

M: | 6m not doi gwogweeelsupposet te haveaaadkthis. Who read this?

Al raises his hand. Martin asks if Al was the only one. Gloria says she read some of it

but she can't remember. Al can't retain, o
Natasha: | was one of the people who read some of it but it was kinda hard for me to get

through it.

Martin directs the class to how the story begins and basically starts telling the story.

[What needs to happen here is that students must be reminded at the end of every class

not only whatodés due for this cluwwmt but wha
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should be read. They are not reading, looking at their calendars, etc.]
Later in that same class, Professor Martin moved to another text and, as he later said to me,
Abl ew updo when he realized students had not r

Martin asks ajuestion about what Don Quixote does with his armor. Someone says
Asleep in it.o [Wrong answer . ]

M: Who read this?

Gloria kind of mumbles that she did. No one raises their hand or emphatically says yes.

M goes on about how studeimaveto do the reaaigs, gets very serious with them, says

the professors work hard to prepare lessons for you.

M: What are you learning if youbre not rea
Jimena says something inaudible. [She is seated right in front of him.]

M: Youwant t o hear meentedaangou] 6hi mehahet émt b

teachyou.

Jimena whispers fAsorryo and | ooks away.

M: This course is fordeseroat d lelgegeremdedi t YOoYio L
Shame on you. | begged you to do the readimgsir last literature class, and
| 6m going t oyobhavget v odio atglae nr eadi ngs. I k

€ Youbre not supposed to understand eve
understand everything. And we discuss it here, then you go bauk teadings
and say, AioOh OK, | get it now. 0O

M says these were hard for him when he first read them.

JimenauhANwybu were born smart. o [Fixed mini
M: No, |l wasnét . I was | i ke you Col l ege
[This was a mucimeeded talk t6 h e m. I only would have aske
areyounotr eadi ng?o0o Or , had them write somet hi ng

then turn it inin class, right now | think in general, | would have them produce more
written work related to #ntexts, even if ktlass.]

| talked about this evening with many student
Aineeded that. o Martin, the I|literature instru
class to At hdm&mi hhme ftor wthiectm t hey fArespect ec

a long time coming, but as a researcher, | kept my opinion to myself. During my interview with

Martin, he explained that the cohort that yea
stonger reading and writing skillso than previ
thatdés why | Dblew up,0 he said. AThere was no
were coming from jobs, they weningonvwaildlstuderdss pons.i
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were Vvisibly more prepared, which Martin note
the next class after | blew up at them, | think it Wasdide 0 During the interv
anecdote to Martin; | told him | hawbserved a student stand up in a class on Tuesday and
remind her classmates to compl eti¢hefirshencer eadi ng
the Ablow upo: AWe have to do the readings ne
victoriesb e f or e we wi n t he istasaythattier issnaritillsome Al | of t
student sésodbseravdtdisommt ol erance t o asthtaul t 0 an
professors hold them accountable. Professors might do well to reflect on their approach to
studentsd6 preparedness and how best to toe th
students in the sample lamented the reading load, which suggegtsndmatn fact be
reasonable but students must be continuously reminded and encouraged to do it.

Most common, however, were suggestions that focused on how much the student valued
the course and the community it fostered. Time and again, student®ned wanting to keep
in touch with their classmates and participate in alumni events. They suggested outings to
cultural events and picnics, as well as humanities courses specifically for alumni. Some course
sites have the resources to employ aluasniutors, counselors, and case workers, for example;
some have advisory committees on which alumni may serve; and some bring alumni in as guest
speaker s. But above all, students yearned fo
classroom. One l@ptime course director felt immense pressure running a Clemente course.
AStudents can grow resentful that we canod6t st
and for continuingo as a | earning community.

I 't s al s oresponsibdity i star@ Clemente course, then to run out of money

and to not be able to do, say, a Bridge program the second year. So, these students will

sayiwel | , this is al/l very good, but now whe
week whichmade me feel part of the world. My world has been shrunk again now that
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the course is ovey.

The mostoftemr epeat ed suggestion was that the cou
and/ or fAmore mont hs. 0 St uderneasBridghaursever e at si
suggested an additional course. This speaks t
yearning for intellectual and social community. Several students wanted Clemente to be a full
service university, with its own building and dedicated ingtirs. Parents also suggested not
only that their children be involved in humanitig®medchild care but several argued that the
Cl emente course should be fimandatedo in middl]I

suggested some aspect of expansiah@®ftourse:

Al't would be a college, a free college. 0
Al am seeing our own dHuimedite@acwierb. ol assro
Al would | ove, you know, what my dream wou
curriculum, before you graduate. | thinlaththat particular course [Clemente] should be
mandated. é It should be part of the schoo

violence, the things that are going on in our city? It seems to me if something like that
was in place in the curriculum of oyoung people, by the time they get to my age, they

wi || |l ook at I|life so much differently, you
AMaybe if they could meet more than just o
Al wish it was a little | onger, € more mon
Al j ust widbemore, mare time in the ctassroom, more time to visit, more

time, you know, we had, Il think we went tw
days or four, three days, or every day.o

Al think there should be a second part to

A tried really hard to think of some [suggestions] because | had a feeling like OK,
somebodyds going to ask, 6Well, what about
good things to say, therebds got toybe some
downside. | mean, like, the only thing | guess | could say that | ever felt was a little
frustrated that there wasndét enough time t
tal k about, but thatds, | i ke, pjtakisgaboat r ef | e
what we were | earning. o
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Al wish it was offered to a 100 people ins
budget, resources, and hours but, | mean, everything about it was a pro all the way
through, yeah. o
Student sd suggestions o bivasaunees thgy adkreowledged i gni f i ¢
Clemente did not have. I n fact, one student
her for suggestions or <crit i cansexpandtothédegrdeo ugh
students wish, the underlying themes of their suggestions are instructive. By suggesting more
and longer classes, students indicate a desire for social and intellectual connection with others.
By suggesting that the Clemente modeképlicated in schools or that Clemente become a
standalone institution, students argue for the value of humanities education.
Implications for Education and Social Work

Students and graduates uniformly recommend the course and most see a cléar place
humanities education in leimcome communities. Yet the education that is most readily
available to disenfranchised adults takes the form of basic education, GED preparation, and
vocational coursesyhich students mudipically pay for outof-pocket.There are limited
opportunities for lowincome adults to access high quality education for free, and even fewer
opportunities for humanities educati on- Thi s
for-economic gain and the widespread assumgtiat an education in the humanities lacks
earning potential.

A former longtime course director bemoaned raising money for the course and attributed
the difficulty to fundersd focus on children,
are practical difficultiesthat nobody wants to fund it because people think that the children are
the future. They dondét see the need to spend

chance. 0 I ndeed, there ar eorlowmoncome yputhitlkanfarnd h u ma
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low-income adults, though there is certainly no surplugitbler TheBard High School Early

College program, for example, givesidents a liberal arts college education as part of thew four
year public high school prograr8tudents at schools in New York City, Newark, Baltimore,

New Orleans, and Cleveland are taught by college faculty in undergraduate seminars and receive
college credits up to an associate in arts degree from Bard College -fregpooncurrently

with ahigh school diplomaWhen respondents suggested expanding Clemente into schools, this

is likely what they had in mind, but the program is only available in select cities, and the burden
of bringing the humanities to the public should not fall on Bard Gelkdone.

Parental engagement is important to educators and social wathkes. Hw do we get
parents more involved in their childrends sch
children? How do we get parents to encourage their chitdrgo to college? There are
countless programs run by schools and social service agencies aimed at increasing parental
involvement in myriad forms. Clemente does not directly address parenting skills, but parents
nevertheless leave the course feeling nedfieacious and more engaged; they perceive
themselves as role models for their children.
engagement strategy outside the norm, something different than the standard, formal program
explicitly aimed at, say, fosring parental leadership in school or increasing the number of
words a parent says to their child. Clemente is aimed at providing a liberal education to
participants, but parental engagement seems to bgeotduct. It is easy to imagine a Clemente
couse for parents held at a community school. Community schools, after all, aim to build
partnerships with the community and cultivate
Clementecommunity school partnership anywhere in the US.

It is also easyd imagine Clemente being used by social workers as an intervention for
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clients coping with depression, anxiety, or managed mental iliness; for parentspftereders

and veterans reintegrating into society; and for anyone seeking to bolster theiecosiwl

jumpstart their education. Like the Changing Lives Through Literature program, Clemente could
be used as an alternative form of sentencing. The course migbedisaeficial for those in
substance abuse treatment, as the free humanities conideaugh Stanford University at

Hope Housea residential drug and alcohol treatment program for wodempnstrates.

Social workersodé6 clients are often vulnerab
often are. It seems that every social sergigency has potential Clemente students in its roster
of clients and social workers canand dai play a key role in referrals to ClemenSacial
workers are instrumental not only in directing students to Clemente, but ametedgal to the
success odome course sites. Due to financial constraints, not all sites have dedicated social
workers bussites thatlo have social workers are able to provide students with counseling,
referrals, and assistance with employment, housing, and health care, fpleexaatial workers
help to link students to whatever services they might need, services that once in plhedpmay
them persist in the cowgsConsidering the vulnerable populations Clemente serllesyuase
sites would benefit from the provision ofacial worker.

Clemente parents routilyepraisethe humanitiesfocusedchild care At sites with
humanitiesfocusedchild care Clemente seems to function as a-yemeration approadhan
antipoverty strategy to support both parents and chil@@aaselLansdale & Brookgsunn,
2014).Exclusively childfocused programs and policietenfocus on improving child e n 6 s
outcomes, such as health or school readiness, without supportingareatd uc at i onal an
economic succeskikewise, adulkfocusedprograms and policies, such as workforce

development andostsecondargducationtypically aim to increase economamd/or
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educationasuccess but may nottakeinmaount adul taoddroheiaschalén
needs.Two-generation programs priole opportunities for and meet the needs of parents and
their childrentogetherTher e i s a growing consensus that <ch
their parents struggle to make ends meet, andilowc o me par ents canét succ
meaningful supparfor their children (Gruendel, 2014). In response, many practitioners are
exploring twegeneration models that target both {swome chidren and parents by combining
interventions to interrupt the cycle of poverty (Chas@sdale & Brookssunn, 2014; Hskins,
Garfinkel, & McLanahan, 2014 | e m e child eadesepresentan important opportunity to
make the program a truly tageneration effortWhen families have access to highality early
education and supports for children, assistance to strengthkene nt s car egi ving s
to improve their economic standifguch as postsecondary educatiohg outcomes for parents
and children are likely to improve. Wh€lementecoursesites elect to provide highuality,
educationathild carein addition to high-quality postsecondary education for adutite
potential to positively impact both generations is maximized.

It costs about $50,000 to run a Clemente coanse many directors candidly spoke of
how fiexpensiveo it erithelongtermr kBederabfunding tortleeartsarell | o v
humanities has always been meager, and is more uncertain now tharhevidational Science
Foundati onés federal appropriation in FY15 wa
Endowment for the Arts (NEPand the National Endowment Humanities (NEH) had an
appropriation of a little over $290 million; both contribute funding to public humanities
programs like Clement&uch disparate funding runs contrary to the fundamental purposes for
which Congress cread the NEH and NEA in 1965. The founding legislation for these agencies

notes that



an advanced civilization must not limit its efforts to science and technology alone, but

must give full value and support to the other great branches of scholarly amdlcultu

activity in order to achieve a better understanding of the past, a better analysis of the

present, and a better view of the futuiEH, 2016
The Heritage Foundation, a conservative think tank, argues for the complete elimination of both
the NEH and NEA, however. Thelueprint for Balancd 2 017 ) agogeuneent t hat
should not use its coercive power of taxation to compel taxpayers to saplboral
organi zations and ataxpayeks shiouldenst be farcpd.to paydforplagsp d t h a
paintings, pageant s, and scholarly journalso
through the NEH, and humanities councils fund Hata courses in several states. The
potential elimination of that funding is a matter of concern not only for humanists, but for
educators and social workers as well.
Conclusion

Clemente and Clementaspired courses are imperfect. They operate indepgigdand
the quality of teaching, as well as the curriculum, varies by course site. Attrition is often high
and for most sites, money is tight. e Al most a
administrationisanaddn. Ther e t y p iersandelldgdicates to 8tadeepention or
alumnirelationst hat 6s a task often shouldered by cour
of different ends for the course. Alone, the course is cértaot an antidote to poverty. 9ed
inconcertwh ot her more structural programs, per hap
pipeline to college. Though some students do go on, most do not earn college degrees. As
Jason, an art history instructor, lydearnbatl uded,

perhaps thatos OK:
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Sometimes it seems as though itdés [Cl ement
big program, like as a national program. | think that with Earl Shorris, it was a little, tiny
thing, right? Just sort of a littlexperiment. But as it grows into more of a kind of a

nati onal movement, therebds the question of
make college possible and accessible? Are we really trying to get people started on the
way to college? Oristhiseni c hment ? Or is this social jus
could be changed, but | think it might jus
a mystery, and | think in some ways the mystery has to be preserved. But are we doing
wel | ?hiénkl tthat someti mes therebds the quest:i

It may be easy for some to dismiss Clemente students asetedted, ambitious people
who already value educatiorof cour se t heydd have positive th

Many of them are, but many are also fearful and directionless with dubious thoughts about

education. Studentsodo responses and Cl ementeos
high quality humanities education in underserved communities. Theyrmonfsh or r i s 6 i nsi
that the absence of humanities in disadvantag

lack of access.

ltds clear that many students | eave the ex
Interviews and observationsreveat udent s6 recasting their belie
and where they belong i n it. Such a profound

|l earning and represents fAthe revision of a fr
experenceo (Taylor, 2008, p. 5). Many students e

and frames of reference as they moved from feelings of exclusion and marginalization to

inclusion and community. ClementeEachkndt dAtran
student 6s experience iIis unique and what they
vari abl es, i ncluding course content and pedag

assets, and challenges.

At a mini mum, Cl| etneecntteed pirnotve ldleesc tau afilp rsop a c e ¢



in critical thought and dialogue (HylarRussell & Groen, 2011, p. 76). Those skills are
necessary for participation in a democracy, and education in the humanities provides
development in those skills. Dague, whether focused on philosophy, art, literature, or history,
provides multiple perspectives on the human experience and offers students ways to connect
their lives with structural contexts and discourses.

|l 6d | i ke to end werdewwithihadgak a 20i5mtadudte imher an i n
forties. She relayed an educational history not untik@y other Clemente students. Hers was
history marked by a lack of academic support and individual encouragement. What she found in
Clemente was sométhn g fimagi cal , 0 and while she coul dnbot
was, she | eft feeling smarter, more confident

it brings to students and how it makes them feel, far outweigh its weaknesses.

Thersowdmret hi ng magi cal in there. ¢é Thereds s
person has made the choice for sldfelopment through education that does not take

place in a | ot of school s. | 6m not sure wh
sudden we as individuals want to become the
|l earning. | dondot think thatoés it because

figured out somet hing magical and 1Ire donot

you are, o0 | donét know if ités that. | t 6s

because the curriculum is set up in a way that it gives the right perspective into your life

as an individual regardless of where you c
ités the professors, but everybody comes i

smarteri that confidence thing.

Even if we might never go back to a museunmaght never read poetry again or might

never pick up another philosophy book, som
that allows us to be better people. | guess in support of Clemente | wish | could see that
happening more often, and Iwish lcoblld e had t hat same support
children € [in] my middle school where | ¢
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