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Introduction

As we oare all aware, praduate study in adult education is o rere thirte-7. .
or s0 years old., We can turn to historical treatments such as that fousd in . o.l.
Ecucarinna, Outlines of An Emerging Field of University Study published by the
AaA in 1964 and find from Mr. MHoule's chapter thar the first full-time | o tsor
adui: incation in the United Staies was Joubn Willard at Teachers Colieuc,

Cnlumbia University. The program first graducted Ph.D's in 1935, and it is a
matter of record that Wilbur Hallenbeck and William Stacy were the first recipients
of doclorates in adult education.

If you are historically oriented -- and to stress the point that graduate
adul: education is a relatively new area of study in higher education -- it wasn't
until 1955 when discussions were started at Allerton Park, Illinois arony a group
of people identified as "professcrs of adult education."” According to Watson Dicker-
man this was the first time in the history of the adult education movement that
these professors, charged with conducting gradvate programs in adult education,
mel tu wiscuss cormon problems and develop cosmon understandings. 1In Dickerwan's
WOt

The professors devoted wost of their discussion to matters related to
cwe ualversity training of adult educators. They exchanged inform~tion
s current trainilag programs, discussed clements of an adequate progran,
wid pondered the nature of the responsibility a professor of aduilt educalio
inas {or the functioning of the field as a whole.

As an outcome of the Allerton Park meetiup, the professors elected to continue
their dialogue and comaunications the following vear. They met in St. Louis
in 1996 to discuss such questions as: What should be taught in graduatc courses
in acuit education? Is acult (ducation supported . 7 a well-defined body of coucent?
Can a.u.t education be considered a disciplis ® doew can adult vducatien proicssors
recru.t, irain, and place leaders in the fielu to usefully assist the adult cducation
movemn, i ¥

/nd these questions were asked in 19536, a mere fourteen years avol We o
a young prvofession -- cne of the younges<. We have an estimated 657 »oople
1970 wao [9suess a doctorate in adhlt education and of that nusber it is saf
to estimate that there are less than 350 who are stili active as practitioncers
in the rfield.

but, back to historv. The commentencies needed by adult educator.: have
been i.vestigated since roughly 1950 wihen Thurman White completed his disser. siien
at the Uiwversity of Cuicago. WYhite explorved the similarities of ireiwning i..erests
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in course topics for the in-service training of adult education leaders. Aund,

since Waite de{ined "leaders'" to mean persons who had responsibility for the manige-
mene of adult education programs -- not necessarily preiessionally comnitted adulr
educarors who made a conscious choice to obtain «<cademic credentials in adult
educar.on -~ the investigation is of doubtful value in a discussion of doctoral
programs in adult education.

White's findings are, however, important tn us in the sense that they seem
to apply, a_priori, to professional adult educators as well as '"leadcrs' responsible
for prograns sponsored by the AAUW, publie schools, proprietary schoels and industrial
traiaing directors sample in his investigation. White identified the following
topics in which there was a high level of common interest:

1. T¢ pain a better understanding of the basic needs which cause aduits
to participate in educational programs;

2. To pain a clearer insight into the changing interests of ad its in
vocations, religion, family, leisure tire activities, healti and
areas of life;

3. To increase ability to apply psycholojical principles to the selection
of objectives:

4, To acquire techniques for relating our program more closely to the
needs and interests of adults;

S. To acquire techniques for relating our program more ¢losely to the
general needs of the community;

o become more skillful in recognizing the community needs and
esources that are important to adult education programs;

o
.
[l

7. To develop a better understanding of the kinds of educational nethods
most suitable for mature people;

8. To develop a better understanding of the kinds of educational materials
mist suitacle for mature persons; and

9. To become more familiar with proccdures for "keeping up" with now
developments and materials for adult education programs.

Svenson completed a doctoral dissertation four years later {n which he teviewed
professional preparatioin programs for adult educators. He found that while ii:ty-
th-ee institutions offered some kind of professional study in adult education, only
twelve were classified as having fully developed curricula. Briefly, his conc.usions
were as follows:

1. There were well defined training programs at the graduate level in adult
education but the fact that many Iinstitutions were revising their »rosrars
raised some doubt as to how comprehensively and carcfully these progcans
were developed.

2. There was a communicable body of knowledge of sufficient quality an.
quantity in the area of adult education to Justify {ts existence as
an academi{c¢ srea.

O
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3. People who had prerared themselves with advanced degrees in adult
cducation helu positions in a variety of agencies operating in this
field.

4, There 1s a contiriing demand for professionally prepaived adult educators.

5. Most poofessors of adult cducation knew little about graduate prograns
in adult education at other institutions.

6. leadership trainiang in adult educarion was conducted wi many institutions
and agencies other than schools or depsrtments of education.

7. 1f ar interdisciplinrary approach to graduate programs in adult educatic
waere accepted, many colleges of education would have to change their
peneral requirements.

Svenson drew several implications from his investigation., Importan: to
today's rcussion are the following questions he posed to professors of adulc
education., What hanpons rc students who go through your program? Are the students
better people as a reswdt of your program? What is their potential for leadership
in aduit education? Have you given your students the kind of experience that will
do them the wost good? To repeat this question: Have you given your students
tive kind of experience that will do them the most good?

Martin Chawberlain. in 1360, completed a study whose purpose it was to determine
whiether a graduate program in adult education could be described which might provide
some insight into the necessary education of professional adult ecducctors. He
described an adult educator as a full time administrator of a program ci adult
education regardless of academic prepuration for the field.

The procedure Chamberldain used was to identify forty-five statements of
vbjectives on the basis of a review of the literature and expert opinion. These
cbjectives were then used to develcp a forced choice Instrument to dztermine the
cssaatiality of certain competencies. The Q-sort instruments were mailed to 135
people comprised of eleven different adult education groups. Ninety people vespended
to the instrument.

The findings of the study resulted in a list of forty-five statements of

competencies arcanged on the basis of mean scores. Preceded by the phrase, "The

successful professional adult educator . . . ," the top rated fifteen competencies

were presented in the following rank order:
1. Believes that there is potentiality for growth in iost jeople.
2. Is imaginative iu program development,
3. Can communicate effectively -- speaks and writes well.

4. Has an understanding ot tha conditions under which adults zare rost
likely to learn.

5. 1Is himself learning.

6. 1s an effective group leadcr.

O
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7. Knows himself -- his values, his strengths and weaknesses.

3. Has an open mind -- is willing to accept the ideas of others.

5. Mas an understanding of what motivates adults to participate in prograns.
10. Has a'strong commitment to adult education.

11. Can organize and direct complex administrative activities.

12. ilas developed a system of values about adult education.

13. iias an understanding of the structure of the community, its organizatior
and groupings.

14. Believes that innovation and experiment are necessary to the development
cf the field.

15. Believes in freedom of thoupht and expression.

Charberlain further summarized che "positions" taken by the eleven groups
of adult educalors which made up the total sample of his study. ife tound that:

1. Prof. .sors, directors of adult education in voluncary organizatious,
and observers of adult 2ducation tended to plaze a higher value on
concents (the intellectual aspects). The directors also hiphly regarded
~elaticnships to the group. Ouservers emphasized relationships to
society.

2. Directors of evening collepes downgraded conceyts while emphasizing
skille or the practical approach. Deans of general extension divisions
followed a similar pattern but also gave positive emphasis to values.

3. College presidents and librarians showed a slipht preference for socicotal
relatior ships or a global view.

4. Trainiag directors in labor and industry stressed values and dwngraded
relationships.

5. There was no describable pattern to cesponses of graduate students in
adult educatiou. They showed a lack of enthusiasm for skills and greup
relationships, with some emphasis of societal relatijonships.

6. Directors of public school adult education were similarly unclassifiable.
They had « slight favoring toward group relationships and dosnpraded values.

Georpe Aker, in 1962, performed a study for the purpose of identifying and
organizing criteria that would be u eful in evaluating and determining the effective-
ness of graduate programs in adult education. The finaings of the study revealed
that twenty-three behaviors (out of 223 identified in th- literature) were judged
to be adequate criteria for determining the achievement of educational objectives,

O
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These behaviors, described as behavioral descriptions of the objectives of
graduate study in adult education, which resulted from his investigation are presented
below.

1.

10.

11.

12.

13.

14,

15.

-
[«

17.

18.

Each statement is preceded by the phrase, '"The adult educator. . .

Helps peeple control and adjust to change rather than to maintain the
status-quo.

Intelligently observes and listens to what 1s belng said or done and uses
this information in guiding his response.

Selects and uses teaching methods, materials, aud resources that are
appropriate in terms of what is to be learned and ip terms of the needs
and abilities of the individual learner.

Helps his clientele acquire the ability for critical thinking.

Provides an atmosphere where adults are free to search through trial-and-
error rithout fear of institutional or inter-personal threat.

Identifies potential leaders and helpec them to develop their potentials
and capacities.

Makes use of existing values, beliefs, customs, and attitudes as a starting
point for educational objectives.

Is actively involved in continuing study that wili increase his professional
competenca.

Understands the role of adult education ir society and is awarc of the factors
and forces that give rise to this function.

Actively shares, participates, and learns with the learners in the learning
experiences,

Helps adults to actively set thelr goals, and provides a variety of means
and opportunities for intensive self-evaluation.

Identifies and interprets trends taut nave implications for adult education.

Has clearly defined his unique role as an adult educator and unda2rstznds
his responsibility for performing it.

.

arranses learning experiences so that the learners can integrate theory and
practice.

Is effective in building a teaching team amony; lay leaders and group members.

Uses the process of appraisal to evaluate proprams and to hel»> clarify and
change objectives.

I1s creative and imaginative in developiug new programs, and beiicves that
innavation and experiment are necessary for tne expansion of aduit education,

Makes use of the contributions of all group members thrcugh the utilization
of 1ndividual talents and abilities.

(92
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19. Works with schools, teachers, parents, and pre-adults to assist them in

developing the motivation, attitudes, understanding, and skills necessary
for life~long learning.

20. Objectively presents contrasting points of view.

21, Assumes the initiative in developing a strong national perception of the
importance and essentiality of continuing education.

22. Recupnizes when the comuaication pracess is not functionirg adequately
or when it breaks down.

23. lIdentifies, ccitically evaluatcs, and discusses scholarly work by
investigators in adult education and related fields.

Aker concluded that (1) eacl of the twenty-three behaviors studied represented
an essential part of the overall ‘op perforumance of the adult educai. ., {2) in peneral,
adult ¢ ‘ucators need increased competence in theee bLehaviors; (3) morc competence is
required in some of these behaviors before graduate study than in others: and (4)
graduate programs are effective in developing competence in certain of these behaviors
whereas compcotence in others can be acquired better through other means.

There have been, of cout:c, thecretical models for gracuate study advanced over
the yecars, notahly these formulated by Professor Paul Essert and Professor
Malcolm Knowles. It was upon this base that my own md>del wis generated.

In 1960, after studying the field of adult education and the needs of sore
three hundred gr-tuates of the Teachers College (Columbia Unjversity) adult education
program, Professor Essert designed what he termed "a new program in sdult education.”
lie described the program as three concentric circles consisting of core, augmentation,
and specialization courses. While Essert did not present a visurl model, the
following was derived on the basis of his verbal description of the curriculum.

Core

ugmentaticn

ecializatio

FIGURE 1

THE ESSERT MODEL FCR GRADUATE STUDY
IN ADULT EDUCATION
O
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Tiae core of the mndel was described as consisting of five one-yecar courses
integrated by seminars with field study and guided activity in research. Specific
course titlas included (1) Toundations and Principles of Adult Education, (2)
Structural Organization of Adult Education in Relation to Social Institutions and
Cultural Change, (3) Adult Psychology and Adult Learning, (4) Program Design and
Educational Processes for Adults, and (5) Integrative Seminar in Adult Educaticn.
The core, it is seen, was aimed at developing a discipline of adult education and
advancing the knowledpe about it.

The augmentation courses would add ubreadth and depth to the core progran,
according to Esscrt's model., Students would take spproximately one-fourth of
their program here. Courses in psychclogy, scciology, anttropology, cconomics,
philosophy and aesthetics are examples of typica! augmentation courses.

Specialization ccurses could be selecterd by a student on the basis of his specific
experience and vocational goal. The courses would be limited by the criterion th ¢
they would te oricnted toward adult life and interests, or at least have usefulness
for application to these ends. Typically, specialization courses would prepare
students to become cormunity developuent specialists, adult basic education specialists,
cooperative extension workers, foreign adult education specialists, industrial adult
education specislists, and other specialists in the field.

While the model described the formal curriculum, the author suggested that scme
sort of mechanism scemed desirable whereby the student under-ook a self-directed
education project. It was here, according to Essert, where the iudividual discovered
the personal nwaning of the learning process.

Professor Knowles, in advancing his theory c¢f tha doctorate in education,
suggested that the ideal model would be comprised of core characteristics and
optional characteristics, presented graphically as follows:

o

T

Core

\\\\fiiional

FIGURE 2

THE KNOWLES MODYL OF THE
DOCTORATE 1§ =DUCATION

According to this construct, the theory says:

"Our doctors of education have a basic equipment that is common
but about an equal arr.a of competenities thal varies with each individual;
<het. you hire one of them you can be sure of getting a good ail-round
. educator, but you have a choice among specialized competencies.". . .
Q :
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This construct has been called the "role theo.y" of the doctorate in education
by Knowles. He perceived the doctoral degree holder as fulfilling certain generaliced
ard speciaslized roles such that all educators possessed cormon corfpetencies as gener-
alists and certain differentiated competencies as specialists. In this sense, a person
is first an educatcr and then a teacher, administrator, counselor and so orn.

Knowles assumed within this framework that the dictor-l prcgram for each student
woull be based on the individual's previous experience in developing comp<tencies both
as an educational generalist and as a specialist. He suggested, however, that prior
to determining what learning experiences a student sheuld have in his program, a
graduate curriculum must be defined on the basis of answers to the following quustions:

1. What are the finctions required in the roles of an educational generalist?

2. What are the functions required in the roles of each kind of educaticnal
specialist?

3. Vhat are the competencies required to perform cach of the above functions?

4, What are the cognitive, affective, aand psychomotor learnings that make up
each competency?

5. What are the objectives, in terms of behavioral change, which will affect
these learnings?

6. What program ¢f learning activities will achieve these objectiv2s according
tc a design that vrovides for continuity, sequence, and integration of the
learnings?

1f a doctoral program was bascd on answers to these questions (or on the "role
thecry”), Knowles csuggested that the curriculum would be competency centered rather
than subiect centvred. Units of learning would be specified in terms of competencies
to be developed. Study would be directed toward the stiwnalation and guidance of
mutual inquiry by the students and teadliers together. Further, the relevant role
of the student would be one of responsible inquirer rather than of dependent receptor.

THE NU MODEL FOR A DOCTORAL PROGRAM 14 ADULT LDUCATION

Building on these models as well as the investigations of White, Sveason,
Chamberlain, and Aker in adult educattion, and Bereleson, Hollis, Jlexner and others
in fields outside of adult education, the model for my own investigation was theorized.

The rodel was depicted as three overlapping circles shown in the following diagram
It was based on "he hypotheses tha*:

1. 7The field of adult education was sufficiently well defined so as Lo 2aable
professional adult educators tu hold specialized positions as administiators,
teachers, and/or researchers, and
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2. ‘The educational needs of professional ad 1t cducators serving jiu positior.:
of administration, teaching, and/or researci: were:
a. similar enough to determine a core of learning experiences common for all;

b. similar enough to determine learnin; vc.periences whici are pgeneral
ior all; and

c¢. different enough to determine learnii; experiences which were spacific
to the administrator, the teacher, :n. the¢ researcher.

—

- Core FExrariences
Teaclhing Il - Generalisis Producing
Experiences
1V AT = Adminis oo tor-Teacher
/ T = Teacher-Researcher
AR ~ Administrator-Researcher

111 Administration Spccialist

IV - Teaching Specialist

V - Research Specialist

Adninistration

1

\
Research

FIGURE 3

THE NU MODEL FOR A DOCTORAL
PROGRAM IN ADULT i DUCATION

Procedure

The study sample was made 'p of one hundved professional adult educators who
were randomly sanmpled from a population of 190 people. As defined in this scudy.
a professional adult educator (1) had an carned doctorate w!th major emphasis in
adult education, (2) was employed full-time in an agency or depariment of aduic
education, (3) held mertershiy in the field's professional association (thie Advit
Education Association of the U.S.A.), and (4) was located in the United States.

Data were collected by the we of a study questionnair. which included seven
classification items and sixty subject matter arcas. The criterion used i. rating
the subject matter areas was i{n terns of the relevanca with which the arcas helped
the respondents function {n their day-to-day professional roles.

The questionnaire was developed by having a national jury of ten professioial
practitioners react to a pilet questionnaire. The pilot was then revised and submitted
to a jury of three local adult educators for further refinement. The study question-
naire was administered to the sample by mail. The analysis of dita was based on a
return of ninety usable questionnaires, or ninety percent of tte deirined sampie.

Ebel's intraclass correlation procedure was used to determine the extent of
agreement among the iespoadents' ratings of the sixty subject matter arcas. he
corrclation coefficients were transformed into z-scores as a way of determining the

Q e significance of agreement or reliability among the respondents' ratings.

9
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The ratings of the subject matter areas were sumated and arranged in ranked
ovder fo. al!l respondents. This procedure was also 1ollowed in controllin: for type
of posicion held (tha: is, for administrators, teachers, and/or rezearchers), agency
in which employed, and academic background prior to studying toward the doctorate.

The wwengy highest rated subject matter aveas identified by admin strators,
teachers, end/or vesearchers as being relevant or exiremely velevant to thrm as
they functioned in their professional roles were used as a basis for testing the
theoretical model of the study.

Findinyse
LAndines

An ¥bel intraclass correlation cnefficient of .977 was obtained when the datae
i1 respondents were analyzed. Tiis index of reliability awong raters was

teensiorn»d into a z-score of 4.12 which proved to be significant beyond the .l

por cent level of significance. It was found that on the basis of this in ormation

that theie was a hish degree of agreecment among the respondents' ratings of rhe

relevance of the sixty subject watter areas.

Significant intraclass correlations were alco obtained when the data were
controlled for age range, years of experience in primary job responsibiliity, i{or
respondents employed in colleges and uriversities, for administrators, administrator-
teachers, teacher-researchers, and administrator-teacher-researchers, for respondents
who ecarned the doctorate fiftecn or less years ago, and for persons with academic
backgrounds in the biological sciences, humanities, and social sciences. Nonsigniii-
cant corrclations were obtained when the data were controlled for variables in wihich
there were six or less respondents :uch as for persons employed in public schools,
governmenrt agencies, voluntary associations, industrial organizations, and "cthers",
for respgondents emploved as teachers, researchers, administrator-researchers, and
"others" for cecpondents who earned their doctorates sixteen or more years ayo,
and for persoans with academic backgrounds in the physical sciences.

When the data were practically applied, the following subject matter areas wecre
described as core, generalist producing. and specislist producting areas of the
study model.

I. Core Expericnces
€01 - iiistory and Philcsophy of Adult Education
£N3 - Designing and Evaluating Adust Education Progrums
304 - Paychology of Adult Education
805 - Scciology of Adult Education
513 - Social Caange
§20 - Special Problems in Adult Education
8§40 - Motivation

Ii. Generalist Troducing Experiences
802AT - Orpanization and Administration of Adult Education Aicncies
806AT - Methods ard Media in Mdult [ducation
808AT - Educational Peyciiology® General Survey
550AT - Cultural Change
810AR - Fundamental Resecarch Techniques
838AR - Utilization and Evaluation of Audio-Visual Ajds
§24TR - Interpreting Educational Research
. 843TR - Social Psychology
©
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II1. Administration Specialist Producing Experiences
g11A - Public Relations '
§12A -~ Personnel Administration
§21A - Internship in Adult EJducation
830\ - Eudget Development and Control in Education
8350, - Public Sreaking
847A - Cormmunitv Planning and Organization

Iv. Teaching Specialist Producinyg L:ijeriences
807T - Integrating Seminar in Adult fducation
825T - Contemporary bBEducation Treonds
826T -~ Philesonhies of EAducation

IN

V. Rescarch Specialist Producing “¥periences

809R ~ Sratistical Methods

817R - Research Design in Education

818R - Advanced Statistical Metlhods

845R - Sociology of Small Groups

849R - Sociological Research Disipn and Analysis

It is pointed out that these supiect matter areas were selected hy professional
adult educators as being relevant or highly relevant to them as they carried out their
day-to~day responsibilities. As such, the arecas were descriptive, not prescriptive,
and represented learning experiences which wvere more relevant than the other thirty-
oae subiect matter areas presented in the queostionnaire.

Conclusions

It was concluded that the findings of tuc study supported the hypoihesis
that the field of adult education was sufficiently well defined so as to enable
professional adult educators to hold specialized positions as administrators,
teachers, and/or researchers. Further, it was concluded that the educational
needs of professional adult educators serving in these positions werc similar
enough to determine a core of learning experiences common to all, similar enouph
to determine learning experiences which were general for all, and different cnough
to determine learning experiences which were specific to the administrator, the
teacher, and the researcher.

Recommendations for Further Research

The following recommendations for further research developed frow tne work
of this investigation.

1. While curriculum experts such as Ralph Tyler advise that curricula shouid
be built, first, by assessing the educational needs of the clientele, other
rescarch approaches might be used as a basis for determining the directisns
a course of studies might take. Ooe suca. approach is competency centere.
whereby the very specific competencies of practicing professional adult
educators are determined. These competencies can then be used as thie . a
input foci for a lattice based training system.
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The respondents studied in this javestip.tion identified the subject
matter areas they thought relevant or highly relevant to them as they
functioned in their day-to-day professional roles on the basis of titles
and descriptions of subject matter areas generally found in g :duate
school course catalogs. The findings of this study could be wmeaningfully
extended if each of the twenty-nine subject matter areas were described
in terms of specific behaviors the courses wer2 designed to effect.
These behavioral objectives could then be submitted to the population
identified in this investigation. Those cbjectives which proved to be
relevant or highly relevant to the preparation of < 'ult educators could
be grouped and combined by the process of content analysis. Enuvirely
new subject matter areas might evolve through such an investigation.

There is, of course, some difference between educational needs and edi.caiicnal
interests. While this investipation was designed to focus on needs,

there was no obvious way of determining if respondents rated the subject
matter areas in terms of their needs in perforrming ¢ eir daily profcssional
roies or in terms of interests ia continuing their education. A wertiw.ilc
investigat 1 might be to study rhe interests of professional adult educators
and to capiialize upon these interests in designing a graduate progranm

of studies in adult education.

The present investigation was concerned with determining the educational
neads of professional adult educators as they functioned in their day-

to-day roles in 1968. It is reocommended that a study be conducted which
will determine the long-range educational nceds ol adult educatars so

that those persons charged with administering gradua“e programs can anti..-
pate and plan for the future changes.

In addition, the professiunal adult educator was defined as a person

*ho had an earned doctorate with major emphasis in the field of adult
education. Siuce there are several hundred persons in the Urn.ted States
who are emploved full-time ir an agency of adult education, but who have
their doccor's degrees in Ume field other thun adult edi:ation, it might
be wortlwhile to replicate the present study using this group as the
porulation. A comparison between the results of both studies would point
out similarities and differences in the expressed educational nceds of
both groups.

This study dealt only with professional adult educaters who had an earncd
doctarate in the field. A worthwhile investigation would be to identify
the persons who have presently terminated their graduate studies with

a Master's degree ia adult education and to design a graduate progran
which wouvld be relevant to their professional preparation.

he data of the study revealed that proficiency in one (or more) forciun
languagze and proficiency in computer programming were not relevant to

adult educators, generally, in carrying out their professional responis.iv.. o=
ties. Aa investigation might be warranted whereby these rescarch praiicicvacies
were studied in depth tou determine if there are other tool: af researc.

which are relevant to the preparation of adult educateors.

Subject matter areas in the fields of saciology, fu this investigation,

generally appeared with more frequency in the highest rated subject matter
areas than subject matter areas ir educational administration and educational

12
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psychology (with the exception of research desizn and related courses).

While the data supports the irterdisciplinary nature of the field of adult

education, perhaps a worthwhile study would be to determine the specific

way in which content from sociology is used by adult educators in carrylng

out their daily professional responsibilities,

In surmation, the investigation provided more questions than answers. JIn this

sense, the study can serve as a psnt of departure for further research on the pre-
paration of professiona. adilt educators.

SUMMARY

“ne acadenic field of adult education is a relative néwcomer in higher education.
‘v +o have graduate programs which prepare adult educators to eiter into the pro-
fession. Research on professional preparation of adult educators has teen conducted
in the past twenty vears. At least three mcdels for doctoral prograis ..ve been
offered.

—

How graduate proy.arns are started and iwmplemented in adult education is another
question. Have they beaen based on theory and founded on models? Has priuvious
research oeen utilized? Or, whea a program has been started, has some dean of
contiru.ng educailon peliticked to have tie school of education nire one man to
teach chree courses in adult education? Following this, does a graduate progranm
then develop by adding required courses from psychology, sociology, general education,
business administration, law, or whatever? And, how are such prograrms relevant
to the experiences nceded by professional adult educators?

The questions raised by Svenson are as appropriate today as they were sixteen
years -- or several hundred doctoral degree holders -- ago: What happens to studenus
who go through your program? Are the students better people as a result of your
progran? What is their potential for leadership in adult education? HKave you
given your students the kind of experience that will do them the most good?

My own Investigation merely adds to the knowledge generated hy White, Chamber-
lain, Aker, Knowles, etc¢. It at least can provide some sort of base from which
a doctoral program in adult education can be built.

ERIC
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3 4 FURTHER MODEL TO CONSIDER

% As an outgrowch of the investigation, but not a part of it, the idea of
‘ th2orizing a program model for the education of professional adult educators
seemed interesting ard worth pursuing. The model is merely an idea for your
. consideration and discussion. It has neither been tested nor put into prac-
tice. But, if Thurman White's prophecy at the 1966 AEA Conference in Chicago
proves correct, as it seems to be, there will be at least one imstitution oX
! higher education in e¢ach year of the next decade beginning to offer an advanced
degree in adult education. Perhaps one of these programs, to be developed in
1971, 1274, or 1976, will test the model,

As a point of departure in the model, we have a student inputting him-
self into the program, Wa know from Mr. Houle's work that most all graduate
students in adult education have had experience in the field and after this

experience decide to gaia a formal education so that they might prepare them-

selves for advancement in the field. The students in this model, thea, come
to us of their own volition. They are highly motivated. They are older on
the average than other students entering graduate school. They have families
to support. They are task oriented to earn a degree,

Waile the student has had uxperience in the field, the experience wiil

gencrally be limited. Some students will be experts as county agents, librarians,
1 home economists, counselors of adult students, cenference coordinators, youth
agents. They will have a narrow view of the field und will probably not know
of the vast opportunities available to them once they earn the doctorate.

The orientation phase of the model would be ar in-depth study of the maay
opportunities available to the students and would enable them to reach a deca-

sion point. Should they entevr another prcgram? Should they give up the icea

ERIC

14



'RI0WINDT] YNPY TRUOISSDJOd] JO 1oneanpy duyl 0] [PPOIN Y

\ p YN0
s
i e _ O:o:_mz 1oLVING3 w,.oEmEF
s weangy Y\ 0 OMAILI0D ¥ LENOISINS ==
[ BN 1A T N LN L !
I § 4 I 1 ! !
L A.rr_u.:imhltl.._ J ! “ !
e e e — U URTNI0) AUOSIAGY f S~ e et
! 1 rs lllllllll —— et
w [ ign]
B “ 3
Ty s TR T T T T YR T T T TTTTORNTTTTTT,
|l Lo ] i ;
3 MLADUE | B
N 3 ssizzas ) v
C (1no)
| <>
L Jamszamn J O O w0 QAVQ rovaao J( 1w
[
(Ese ﬁ:oé
wiviumsa
: Co. - RS
\l

Aruitoxt provided by Eic:

E



O

ERIC

Aruitoxt provided by Eic:

of a graduate education? Chould they continue in the program and enter the

core phase? .0r, stated another way, a team of adult education professors can

use the orientation to make some determination of the student's potential success
for the adult education program and/or graduate school in genefal.

The student would then achieve core experiences and together with his
professors make a determination as to whether he should Prepare himself as a
generalist or as a specialist.

He would then enter into a mandatory internship experience in an adult
education agency Similar to that which he is preparing himself to enter. It
is during this internship where he conducts the dissertation research, completes
tha requirements for the degree, and is then outputed form the formal program.

It can be seen from the mwodel, however, that there is no real outpst from
the program. The student (néw a degree holder) enters his first position and
through continuing education, borh on-the~job and through programs planned and
executed by his graduate department, moves into a subsequent position, through
the continuing education cycle and then to another position.

The feedback loop, or advisory committee, is, in this model, perhaps the
most important element. It is the advisory committee which keeps the graduate
program up-to-date and always responsive to the changing needs of the field
and to the professional practitioners who make up the field. Graduates, now
placed in diverse positions, combined with students in the graduate program,
and a representative body of people who empley the graduates, will proviQe life,
vitality and relevance to the program at every phase of the model.

operatiorally, the advisory comnittee would provide students as input. It

would assist in the orientation phase. It would help to teach core-producing



~

generalist-producing, and specialist-production learning experiences. It
would help t; structure competency centered goals and objactives for each
course. It would give guidance to the development of instructional media
anc¢ evaluation devices. It would provide internship positions throughout
the world. It would supervise students in conducting individual study and
research projects. It would give leadership to its own continuing education
experiences. It would provide its own placement agency for itself and the
graduates.

There's the idea. Do you think it will work?
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