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Educational institutions such as comunity wlleges have responded to the 

continuing edudon needs of professionds by offering pst-diplorna specialized 

programs. This thsis descrï'bes one such program that a comrnunity d e g e  developed in 

response to the needs of profkonals in the field of Early Childhood Education @CE). 

These proféssionals needed additional certification beyond their entry-level 

requirements, in order to qualifj. as resource teachers/consultants in their field The fkst 

program that my Coilege planned for ECE professionals s led ,  in large part due to its 

inflexibility and failure to meet the needs of the students. The focus of this thesis is on 

the revised program, specificaily its redesign and implementation phases. The thesis 

deScnies how models of program planning and principles of adult education were 

utiüzed during the revision The study concludes that prograrn delivery, which is not 

suited to aduit students, is one cause of program Mure; that eduation is a key 

component of the program planning process; that the students' orientation to program 

expectations is vital; and that motivation of students is a key factor in a program's 

success. The study recomends that as many stakeholders as possible be involved during 

the redesign and implementation phases of any prograrn. It aiso recommends that 

guidelines should be &en on how to redesign existing programs. 
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CEAPTERI 

INTRODUCTION 

As more professionais recognize the value of additional education beyond the 

entry level requirements of their jobs, they actively seek specialized leaming 

opportunities. Edudonal institutions such as commmity cdeges have responded to 

this inmasxi demand by offering pst-degree and pst-diploma specialized programs. 

Sorne of these programs have been nm successfûlly, whiie others have petered out afbr a 

shoa t h e -  Reasons for fdure vary fiom program to program, but a wmmon factor tends 

to be learners' dissatisfaction with the delivery p m s s .  &y of the people, who had 

been enroI1ed in these programs, complained that the delivery of the prognim did not 

take into account their preferred learning styles, nor was their practical experience 

vaiued- Another cornmon cornplaint was that the perceived needs of adult leamers were 

not king acknowledged, and consequently not met, Whenever adult learners start 

voicing these concem and nothing changes, they will disengage fiom a program. A good 

example is the pst-diplorna program in Early Childhood Education @CE) that was 

offered at the college where 1 teacA B was established in the 1980s, was offered for a 

few years, then ceased to attract students- 

In the field of Early Childhood Education, it has long been recognized that 

additionai education beyond the enw level2-year college diploma is essential in order 

to keep abreast of new legislation, issues, and research in the field One such issue in 

ECE is how to work effêctively with chikdren who have special needs, and their f d i e s .  

This study describes how adult leaming principles have been used to redesign the pst- 
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dip101na p g m m  in Eariy ChiIdhood Educaîion at the wliege where 1 teach because it 

had fàiied to meet the various educafional needs of the students, Henceforth in thk 

thesis- the collep where 1 teach will be specifidy referred to as "the College". 

Background of the Stady 

Cbildcare in Canada is not a new phenornena As early as 1850, Roman Catholic 

religious women in Quebec established child-care centers- In O n h o ,  the fht &y care 

center, calleci a creche, openeci in the 1880s. in fhcî, it is still in existence today and is 

hown as Victoria Day Care SeMces. The cities of Edmonton and Winnipeg s&rted 

childcare services in 1908 and 1909 respectively. The Vancouver Children's Hospital 

established an infant and preschwl centex in 19 10. However, it was not uniil Wodd War 

II, with the passing of the War Measures Acf that the feded government of Canada 

pmvided fun& for childcare- The Dominion-Provincial Wartùne Day Nurseries 

Agreement provided for s h e d  fiinding between the federal goverrunent of Canada and 

any province that was interested in developing child-care centers. When the War 

Measures Act ended, the fimding for chiidcare nom the federal govemment of Canada 

ceased The prevailing Mew at the time was that the women, who had been employed in 

the factories, wodd leave their employment and becorne full-time homemakeers once 

again hhny women, however, continueci to work outside the home and the issue of 

childcare remaïneci. This fact gave rise to a problem because any cost-sharing would now 

be limited to agreements between Local municipaiities and provincial govements. As a 

resuit of pressure fiom worlring women, provincial tegislation such as the 1946 Day 
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Nurseries Act of Ontario was enacte& However, it wouid be more than 20 years before 

the fedetaii govemment of Canada wouid address again the need for childcare fimding 

The federal government of Canada in 1966 passed the Canada Assistance Plan 

Act (CAPA) that offered to sbare with any province the cost of up to half of the financial 

assistance requireci for children in childcare, whose familes were deemed to qual.i@ 

through a needs or incorne test This CAPA arrangement appeared to be plausible, but it 

did not provide any special hding for children with special needs In fact, it was not 

imtil the Charter of Rights and Freedoms becme part of the Canadian Constitution in 

1982 that Section 15 guaranteed equal rights for aU citizens, including those with special 

næds. One of these rights is the right to an education Even though education is a 

provincial matter, parents of children with disabilities, who feel that they are king 

denied access to education, have the right of legislative appeal under the Charter of 

Rights. Unfortunately, this right appiies only to children over the age of 6 years, the time 

when education is mandatoryry Early childhood education (infants through children age 6 

yean in preschool settings, children ages 6-12 years attending child-care setbùigs before 

and after school) is viewed as optional and can not be considered a right under the 

Charter of Righrs. Forhmately, most provinces and territones have developed their own 

child-care legislation that has included provisions for children with special needs. The 

main intention of the legislation in most jurisdictions is normalùation and integration, 

The underlying philosophy of the legislation is that children and addts with special 

needs shouid not be institutionalized, but rather remain in their own co~~lt~lunity, 

preferably in their own homes. Similariy, children with specid needs should not be 



separated fkom other children either in presch001 or other school settings. They should be 

integraîed into early chîfdhood education progrmm as far as possible, so they can lcun to 

interact with their nondisabled peers (Allen, Paasche, CorneIl, & Engel 1994). 

As a mult of Ontario legis1ative changes, -ch included children with special 

needs attendhg mainStream eady childhood programs, the need for qualined resource 

teachers became evident These teachers are speciaily trained to plan and implement 

progranis at child-care centen for children with special ne&. A resource îeacher also is 

qualified to act as a liaison between the family and the child-care center, and the f d y  

ami other professiods. Unforiunately, a 2-year diplorna in Eariy Childhood Educaton 

provides ECE graduates only with very basic knowiedge about how to deal with children 

with special needs. Fmther advanceci training is required for these graduates so they can 

quaiiQ as certified resource teachers. 

At the College, initiai taks concerning the need for pst-diplorna resource teacher 

training are noted in the September 29, 1982 minutes of the Advisory Cornmittee of the 

ECE department This need had surfaceci because many of the ECE graduates, who had 

found employment in the school system, were not qualified to work with children with 

special needs on a one-to-one basis. At this meeting a subcommitîee was established 

Their mandate was to do some preliminary investigation relating to the availability of 

resource teacher training by contacting the other colleges in the province. At the 

November 3, 1982 Advisory Committee meeting, the chair of the subcommittee reportai 

that four metro Toronto colleges planned to offer a pst-diploma resource teacher 

program in the upcoming academic year, although none had received approval as yet 
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h m  the Councii of Regents- The outçome of the nem was that the College, on the 

acivice of the ECE Advisory Comniittee, decided to offér a similar program in its 

catchment area, and that the ECE department wouid design and impiement this pst- 

diploma program. The proposed start date was targeted for the f d  of 1983. Throughout 

the intewening months, a subcomrnittee ofthe ECE Advisory Cornmittee undertook the 

work of planning and preparing a proposal submission for the Council of Regents. At the 

June 8,1983 Advisory Cornmittee meeting, the subcommittee circulated the proposal 

before it was subnzitteci As the minutes report, the Advisory Cornmittee aclmowledged 

7he need for such a program for those already working in the ECE field and hoped for 

Ministry approval" A letter, dated June 30, 1983, fiom the past-president of the local 

branch of the Association of Early Childhood Educators, Ontario, confirmai the need for 

such a pst-diplorna program in the catchment area where the College is located. 

As with many proposais sent to the government for approvai, there was a time 

deiay. The program could not start until final approval was received It W l y  carne late 

in 1984. By then there were six colleges planning to offer, or who were aIready offering 

similar programs. The College offered its fint course in the fall of 1985 with an 

enrollment of 27 students. Between the winter of 1987 and the winter of 1989, only 24 

more students entered the program, brbging the total of entries to 41 students. Of this 

group only a small number (approximately 6) acîuaily gradiiated; the others dropped out. 

The program ceased to be offered in 1990. 



The Problem 

As eariy as the fall of 1986, the College had identified problems with the 

program. On WedneSday, December 3,1986 a meeting was held at the College during 

which students enrolled in the program were invited to share theiir concem. Af&r this 

meeting the Dean of Human Studies summarized these concem. One ConCern related to 

in-cIass course work; sorne of the students fek that the courses were not meeting their 

needs. Another conceni related to the design of the fieid placement component; some of 

the studeats found that they were unable to complete their field placement requirements 

because they could not leave their piaces of employment without losing pay. StiU another 

concem was the College's idexibility in granting the students credit for their work 

experience. This fact aside, the students felt that their experiences shodd be recogniad, 

at leasî partially, so that they might be able to lessen the field placement time thus 

enabling them to meet the program requirements without putting thernselves under undue 

flnancial strain, 

In June 1988, two iostnictors of the program wrote a report in which they 

identified the problem of low enrollment in the pst-diploma Resource Teacher 

Certificate program. As a remedy to the problem, these instructon proposed a 

compressed program as a way to attnict students. Their proposal included a realignment 

of the hours for the courses and a different delivery mode. They suggested that instead of 

the traditional one class a week for 15 weeks, thaî the College adopt a series of weekend 

worlcshops. The College, unfortunately, did not act on these suggestions. 
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Courses continueci to be offered with~ut any changes king madey and 

co~l~equently the problem of low enrobent continueci to plague the program In 1990, 

even though no courses were king offered that year, a survey was sent to students 

currendy enroiied in the program, and to those M o  had dropped out of the program, to 

find out why they were not continuing- The survey included some questions on the daign 

of the program Unfortunately, there is no record ofthe findin6 of this s w e y .  

In what would appear to be a last &ch effort to revive the program, an ad hoc 

cornmittee meeting took place on August 4, 1993. At this meeting, the main part of the 

discussion centered around developing and distrïbuting another survey in which various 

delivery options for the program wodd be presented to the shidents enrolled in the 

program. The objective was to ascertain which option would be most feasible for the 

majority of students and which would entice them to continue with the program. Some of 

the options included: evenings, weekend sessions, 4 rnonths of intensive study, and 

distance educaîion Seemingly, not enough interest was generated fiom the survey to 

revive the program. 

The Resource Teacher Certificate program sat in suspension until the ECE 

Advïsory Cornmittee meeting of November 1998. One of the committee members, a 

representative from the Minisîry of CommUILity and Social Services, the provincial 

depariment that licenses child-care programs in the wunty, intmduced the possibility of 

renewing the program because of the increased number of chiidren with special needs in 

the child-care centen. The ECE f d t y  on the wmminee dso reported that recently they 

had received several telephone inquines regardhg the status of the Resource Teacher 
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CediCate program Some commitîee members, who were familiar with the original 

program, immediately identifieci the problem of low endment, which they seemed to 

f d  stemmed in large part h m  the way the program was d e l i v d  AAer a lengthy 

discussion, the Advisory Conunittee decided that the feasibiIity of offering the program 

once again should be investigated They acknowiedged that the major challenge would 

be to offer the program in such a way as to retain the snidents for its duration At this 

point, as an ECE faculty member who had ken invited to attend the Advisory 

Committee meeting, I volunteered to take on this task and to report reguiarly to the 

Committee. 

Purpose of the Study 

The purpose of this midy was to redesign and implement, based on program 

planning models and on adult lesming principles. a pst-diploma prognim for ECE 

graduates who wanted to be certified as resource teachers. The intent of the snidy was 

that the students7 ne& would be met and that enrollment in the program, which required 

2 years of par-time study, could be sustained 

After 1 reviewed the work of notable adutt educators (Brooffield, 1986; Brundage 

& MacKeracher, 1980; Knowles, 1989; Merriam & BrockeK 1997; & Vella, 1994), 1 

selected key principles of adult education to use as guidelines during the redesign 

process. By keeping these principles at the forefkont of the redesign process, the 

subcommittee members and 1 were able to establish a sound philosophical basis for the 

study, which included the redesign, implementation, and evaluation of the-program. 
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S a p e  and Limitations 

This study had three parts. Fïrst, 1 evaiuateâ the program as it had existed. This 

was done by means of persona1 intaviews and telephone contacts with the psbple wha 

had been associated with the original program, such as former students, gmduaîes7 and 

instructors. 

Second, I took part in a series of subcommitîee meetings drrring which the 

planning of what the subcommiîîee referred to as ''the revised program" took place. 

Following îhese meetings7 I deveioped a m e y  that was distri'buîed as widely as 

possible. The purpose of the survey was to generate interest in the revised program and to 

determine îhe respondents' reactions to its redesign. The redesign process temiinated 

when the subcommittee presented its nnal report to the ECE Advisory Cornmittee- 

Third, 1 evaluated the program after it had been offered for a year. 1 gathered data 

mainiy through andotal obsemtions and comments fiom students who had taken part 

in the program. 

The study has three limitations. The fint was the constraints tbat the Ministry of 

Education and Training imposed, and that the Coilege upheld with regard to redesigning 

existuig programs. One constraïnt was the restrktion regarding changes to any program 

that already exists. In effecf 1 was not aliowed to change more than 10% of the original 

program eiîher in terms of its delivery or leaming outcornes. Another wnstraint, impased 

by the College, required that the leaming outcornes be in place before the students began 

a course. This constraint inhibited instructors nom consulting with suidents regarding 

their personai leaming goals for the course. 
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The second limitation was the slow, tedious process of changing the name of the 

Resource Teacher Certifïcate program to another name that would be more congruent 

with current jargon and changing job descriptions in the field of early childhood 

education, To change the name of  a program, although it was important for recnUting 

students, was not a simple tasL It required work at both the Coiiege and miniçtry levels. 

At the tune of the writhg of this thesis, the name the Coliege uses for the pro- is 

. . - tudies in Childhood ExceDtiodltres. This name bas been approved in prhciple by the 

College, but ît bas not been approved by the Ministry of Educaîion and Training because 

a provincial subcommiîtee working on a name change for al1 of the Resource Teacher 

programs in the province has not yet decided on a cornmon name- It is estimated that 

another year will pass before a name is determineci- In the meantime, the College 

continues using Studies in Childhood Exceptionalities. 

The third limitaiion was the fact that the teaçher seiected to deliver the fïrst 

course had very little teaching experience. She, however, was part of the planning 

cornmittee, a graduate of the original progra. and a well-respected practitioner in the 

field As a way to deal with this limitation, I volunteered to be her mentor throughout the 

fbt course- We agreed that the mentoring process was a rewarding experience for both 

of us. 

Gssamptioas 

This study is based on two assumptions: (a) the people who agreed to be part of the 

subcommittee wodd contribute not only their expertise regarding the content of the 



program, but also their experiences and suggestions relating to adult education @ce, 

and (b) a renewed interest in the redesigned program would be realized and worùd result 

in a sustainai enrobent of students- 

Definition of Terms 

Earlv childhood educato~ are persors who have completed a 2-year pst- 

secondary diplorna or a 3 or 4-year degree from a recognjzed pst-secondary educational 

institution This diplorna or degree certifies them to care for children fkom infancy to 

adolescence in licensed child-care settings, In Ontario, a diploma is the basic qualifier 

recognized by the Day Nurseries Act for employment in the field 

An exceptionaiity c m  be descnbed as  the ''extreme end of what society considers 

normal development" (Allen, et al., 1994, p. 12). This includes, by virtue of the 

definition, children who are both gifted as well as those with speciaf needs, a texm 

preferred by early childhood educators and other s e ~ c e  providen. These special needs 

are categorized under three broad headings. First, there are impairments which refer to 

incapacities or injuries, especially those which have to do with the sensory or neural 

systems; for example, speech or visual impairments. Second, there are atypical special 

needs which are broad in nature. When determining these impairments, the following 

questions are asked: How far behind is a child's development compared to a normal 

child? Does this gap make the child's development atypical? If the answer is "yes," then 

the child is considered to have special needs. Finaily, there are developmental disabilities 

tbat m d l y  refer to a variety of conditions that interfere with the child's physicai, 
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sensory, or cognitive development. Thae developmental disabilitiw always surface 

between conception and 18 years of age ( M e n ,  et al., 1994). 

A tesource teacher, a term used in the Day Nurseries Act, is a person who assis& 

children with special needs and their families by providing assesment.; individual 

program plans; and advocacy on behalfof the M y  and chikiren w i t h  the community, 

and with other professionaf organktions. A new tenn for resource teacher, which is 

king promoted in the field of earIy childhood education, is resource consuirant Aç 

dollars shrink for childcare, centers can no longer S o r d  the lwury of a resource teacher 

on Instead, the centers use resource consultants who work out of service agencies 

and carry a caseload of clients nom merent childeare senings. These consultants 

typically take care of the whole family, not just the child In this thesis, the term resource 

teacher is used throughout the text to avoid confusion. Names appear to corne and go 

with the changing focus of the field and the govemment's response regarding funding 

dollars availabie for children with special needs. 

Jarvis (1983) offers the foliowing simple definition of ~lanning 'The 

total number of courses that are actually organized and taught within the educational 

institution" (p. 2 15). Similady, Boone (1985) views program planning as a master plan 

for behavioural change in the leamers as a result of stated needs and objectives designed 

to meet those needs. Ln conîrast, Cervero and Wilson (1994) define program planning as 

a social activity involving the leamer and îhe organizttion. Brundage and MacKeracher 

(1980) refer to program pIanni~g as an extremeiy complex activity that defies an exact 

deEulition. For the purposes of this study, promm planni= is defined as the organization 





CHAPTERZ 

SURVEY OF THE IXIZRATURE 

In this chapter 1 review the iïterature rrlating to the topics discussed in this thesis- 

Firstiy, 1 review selected literature pertaining to key theories and principles of adult 

les-g- Seandly, I present an o v e ~ e w  of the program planning literature that 

provided a h e w o r k  for m y  study.  Finaiiy, I focus in detail on evaluation, which is one 

aspect of the program planning process. This review provides a backdrop and ratiode 

for the study descn'bed in the next chapter. 

Adult Learning Theories and Principies 

In this k t  section, 1 concentrate on the literature related to several key theories and 

principles of adult learning- 1 begin with a generaf discussion of theory buildine_ 1 next 

move to a more specinc discussion of sel& adult Leaming theories and principles, 

focusing on how these are applied specifically to practice. In the final section, 1 examine 

the literature pertahhg to program evaluafion I begin with a general discussion, and 

then examine vaxious models of program evaluation. 

-N Boildin~ 

Over 20 years ago, Dubin and Okun (1973) noted that "if a comprehensive theory 

of leaming exÎsted which was applicable to adults, it would be of great utility for both 

researchers and i11stnictors'' (p. 3). After lamenting the fact that there was no single 

theory, they tumed their attention to delineating and comparbg the leaming appmaches 
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prevalent at that tkne- A decade Iater, Cross (1981) acknowiedged the fàct that theory 

building is difflcult in adult education In her view, it would be highiy imwrely that there 

would ever be a single theory of addt edueaton due to its comptex nature- 

Merriam and Caffarelta (1991), Wnting a decade later, coxtcur wlth Cross's 

(1981) opinion As they see if there can never be a single theory of adult leaniing. 

because the field is much too complexto be wndensed into one theory, *ch explains it 

adequately. Wnting on this topic at the same time, BrookfieId (1992) notes tbat "the 

discovery, or generation . . . of a wmprehensive theory of adult education continues to 

exercise a fkschtion for scholars and researchers alike'' (p. 80). He believes that aU 

adult educatom develop some sort of informal theory based on their own conterd in order 

to understand how they hction as adult educators in their patticular ana of @ce. As 

Brwkfield points out, these theories remain ody as ideas if they are not criticaily 

feviewed and tested in various areas and aspects of adult education Brooffield, 

therefore, encourages the development of a formal theory in the field of adult education 

He claims that this step would be beneficial to the field of adult education for three 

reasons: fornial theories hold more weight in academic circies, personal hunches and 

intuitions can be fÏamed into theories of practice that can be usefid to others, and a 

conunon criteria of theory building would enable researchhers and theorïsts to talk to each 

other in terms that are understood by ail. 
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Adnlt Learnin~ Theories and Princides 

Merriam and MareUa (1991), d e r  examining cunent theories of adult 1-g 

have concluded that rather than formal theork, the field of ad& education is influenced 

by several rnodels of learning- They place these models into three categories: those based 

on adult chatacteristics, those based on adult situations, and those based on changes in 

on Adnlt Cbsraensticg . . 

The best known mode1 in this category is that of Knowles (1980), Who based his 

ideas about adult education on the concept of andrag~gy~ At the begianing, he viewed 

andragogy (the teaching of adults) and pedagogy (the teaching of children) as opposites, 

but later modified his stance because this contrast accatuted Merences and ignored 

cotlunonalities between children and addts' Learning- Collsequently, he later presented 

andragogy and pedagogy on a wntinumn, the former applying primanly to adults and the 

latter applying to children. He based his theory of andragogy on six ass\nnptions about 

addt leamers. He began with four assumptiom and later added a fifth and sixth 

assumpiion. In his autobiography, Knowles (1989) provides a summary of al1 six 

assumptions. 

The first assimiption is that adult leamers move fkom dependent to ~ e ~ d i r e c t e d  

learning In other words, in terms of their overail development, adults have a greater need 

to be self-directed. The second assumption is the c r i t i d  role tbat experïence plays in 

adult learning. As adults grow and develop, they "accumulate an increasing resemoir of 

experience that becornes an increasingly rich resource for leaming-for themselves and 



others" (Tbowles, 1980, p. 44). The third assumption is the concept of readiness. 

KnowIes befieves that peopie becorne 'Zeady to leam somethiarg d e n  they e-ence a 

need to learn in order to cope more satisfjlIigly with real-life task or problerns" 

(Knowles, 1980, p. 44). The fourth assumption, addresses orientation to learning- 

Knowies (1989) believes adults want to apply the lmowledge and skilis they have Learned 

to situations of irnmediate or f h r e  concern. Facilitators, theresore, need to be more 

concemeci with wmpetencydeveiopment rather than subjectdiivelopment The £ifth 

assumption focuses on orientation to leaming. Ad& are life centered (or task centered 

or problem centered) in their orientation to iearning Accordingly, leamhg eXpenences 

in ad& education are increasingly O# around life îasks or problems. Finally, 

Kaowles, in his sixth assumption, cIaims that although some adults are responsive to 

extrinsic motivators (better jobs, promotions, salary increases, and the like) the more 

potent motivators are intrinsic motivators (the desire for increased selfisreem, quality of 

life, responsibility, job satisfktion, and the like). 

Brooffield (1986) refers to the characteristics of aduit Igamers in his theory of 

segdirected leaming. He s u m m a r k s  his findings wncerning adult leaming as follows: 

Adults learn throughout îheir lives, with the negotiatioms of the transitional stages 
in the life-span being the immediate causes and motives for much of this learning- 
They exhibit diverse learning styles-strategies for coding information, cognitive 
procedures, mental sets-and leam in different ways, at different times, for 
Merent purposes- As a nile, however, they like their learning activities to be 
problem centered and to be meaningfui to îheir life situation, and they want the 
learning outcornes to have some hmediacy of application. The pst experiences 
of adults affect their current leaming, sometimes servùng as  an enhancement, 
sometimes as a hindrance. Effective learning is also linked to the duit's 
subscription to a self-concept of himseif or herseIf as a leamer, Finaiiy, adults 
exhibit a tendency toward self&ectedness in their learrning- (p. 3 1) 



Mimy of the same concepts found in Knowles7s (1980) work are echoed in the above 

quote. For example, Knowies cites as a critical assumption that adults are no longer 

interesteci in postponed applications of 1- rather they require an immediacy of 

applicafion. This assumption is consistent with BrwIdIeld's statement that adult leamers 

want "the learning outcornes to have some immediacy of application" @- 3 1)- Another 

example, which shows that Knowles and Brookfield have parailel thoughts is their views 

about the concept of leaniins; both men believe that adult learning shouid be 

pdormance-centersd or problem-centered rather than subject-centered. Both Knowles 

and Brookfield also agcee thaî selfkikected leaming is %e most distinguishing 

characteristic of adult learnhg" (p. 25). 

Cross (1981) offers what she refers to as a "tentative fiamework" for adult 

leatrilng- Her ccCharacteristics of Adults as Leamers" (CAL) is a wncepîual framework 

that attempts to cceluci&te merences between addts and children as leamers and 

uln'matPily to suggest how teaching adults should m e r  from teaching cWdren" (p. 234). 

She acknowledges that this t'ramework is basically the position of anciragoy. In her 

framework, she considers physiologicai, saciocultural, and psychological charactenstics. 

Physioiogical characteristics refer to such things as the aging process; sociocultural 

charactenstics relate to life phases; and psychological characteristics refer to adult 

development stages. 

eh Bosed on A&n I t  Life Situatim 

In this category of adult leaming models, Knox (1 977) and Jarvis (1983) are two 

authors, arnong many, who are representative of duit life situation rnodels- Both writers 



are wncemed with situations that adult Iearners often fkd themselves in, such as new 

employment, rather than with their personal chanimristics. Accurding to both authors, 

adults are motivated to search for new learning situations in order to build on their 

current experiences and to add new experiences, which wili evenhially enable them to 

feel more comfortabie in their new life situations, As Jarvis (1999) explains, "People 

carry aii theV learning nom their previous experiences (their biography) into every 

situation and these are employed in coping wiîh their current situation and in creating 

new individual experiences h m  &ch they leam'' (p. 46). 

Knox (1977) believes fh5lf' 

in mast instances in which adults purposefiilly engage in systematic and sustaked 
leamhg activities, their interest is to m e  performance. Their reasons for 
engaging in the le-g acfiyity and their anticipated uses of the new leamïngs 
typically relate to a coherent area of activity or performance. (p. 406) 

He contends that the situations in which adula often find themselves affect their 

Learning; therefore, factors such as health or age fan determine whether adults will or 

will not engage in some sort of learning Also, in various life situations, nich as 

embarhg on new employment, adults look to leaming as a way to build on current 

cornpetencies as well as to give meaning to new situations. Knox's idea is defined as a 

proficiency theory because it stresses the discrepancy between the current and the desired 

level of proficiency of the leamer. 

Jarvis (1983) M e r  expands on the concept of the addt life situation by placing 

the learner within his or her soc i~ul tura l  frainework He believes that not only does the 

individual leamer need to be considered, but the broader con- of society and culture 



also d to be taken into account Briefly, his mode1 wnsists of four interrelated 

components. The first is cuiture that he defines as "the smn total ofknowledge, beliefs, 

ik, values3 practices prevalent in a particular society" (p. 69). Culture, however3 is not 

sîatic, so ibis component of the theory is ever changing due to various influences such as 

technoIogy, politid forces, ami economic reaiïties- The semnd component deais with 

the agencies of cultural bransmission E s e d d y ,  the way individuais respond to 

of culture affecfs how and when they learn As an exampie, JarVis points 

out the difference between children and adults with regard to leatning, Learning for 

children, on the one han4 is Midirectional teacher to chiid Leaming for 

adults, on the other hand, can be in both directions, equally or imequaily, depending on 

the situation The third component of this model is the self. This concept has many 

interpretations, but in tenns of leaming, as Jarvis explains, it cornes into play when 

aduits assume the role of teacher, buî at other times are leamers themsehs. He 

concludes that however ditncult the concept might be, the self is "quite cruciai to both 

the th- and the pracîice of teaching adults" (p. 72). The final component of his t h e q  

refm to the leaming cycle. J a M s  explains this component as follows: 

In a cyctical f'ashion, the cycle starts with 'culture-a rapidly changing 
phenornena'. It moves dong to 'agencies of transmission-a selection of culture 
bransmitted by a variety of means'. The thùd step is the 'individual receives the 
cuItural transmission, depending upon physical ability and processes it in accord 
with previous experience'. Next the 'individual decides consciously or 
unconsciously to accept or reject the d t s  of process.' Finaily, the last 
comportent of the cycle is tbat the 'individuai integrates decision into the of 
knowledge, etc. in the self and may extemaiize these new cultural perceptions in 
action or in interaction with others.' The cycle then retums to culture- (p. 73) 
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Merriam and Mareiia (1991) have extrapolated three important points fiom Jaxvïs' 

complex model- Firstiy, ail Ieaming begins with e-ence; secondly, leamuig is an 

interacfive proces; and nnally, this mode1 is unique to du i t  leamers. 

Two represenîative theorists in this category are Freire (1970) and Mezirow 

(1991). Both these e r s  in their work deal %th mental con,sction of experience 

and inner meanhg" @ferriam & CafEirella, 199 1, p- 259). 

The work of Freire (1970) is a ciassic, although many 6nd him difficult to 

udmîand. His ideas are grounded in his cultural context, the oppression of the masses 

in BraPl by an elite who were fiom a different culturai background and who tried to 

force their dominant vaiues on the people. Through the process of Literacy education, 

Freire creaîed 1e-g siniations in which the people were given the opportunity to 

reflect on their own understanding of themselves and their socio-cuitural conte= He 

coined concepts like cCbankingy' of leaming and 'cproblem-solving education" that were 

very radical for his time. Even îhough his WTiting is not strictly concexned with 

developing a theory of education, it has had a great influence on the development of the 

work of others iike Mezirow (1978, 199 l), who first articulateci transformationai learning 

theory, a dramatic, firndamental change in the way individuals see themselves and the 

world in which they live. 

Mezirow's initiai ideas on perspective transfomation, fomiulated in 1978, 

stimulated a great deal of discussion much iike Knowles's (1980) theory of andragogy 

had earlier. MeProw's theory is based on his study of women returning to .hm1 a k r  a 
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prolonged absence. Taylor (1997), in hïs critique of Mezirow's theory, concludes that 

"the concept ofa t t a n s f o ~ v e  lleaming process is representatkve ofMezirow's efforts 

to develop a wmprehensive theory of adult learning" @. 34). The essence of MePfowYs 

theory is that of making meaning of prier leaming experiences by using reflective 

practices, a process îhat forces iearners to assess or reassess praiously held assumptions 

or premises. The leaming becomes aaa~formative when these assumptions or premises, 

if found to be distorted, are r e k e d  into new meaning schemes. In other words, there is 

a change in consciousness. In his critique, Taylor found "no discussion - - . about 

transfomative leaming theory as a viable mode1 for adult leamhg or about implications 

for p h c e  based on empiricai midies" (p. 35). Taylor concludes that even though 

Mezirow's basic prernises about leamhg have becorne accepted practice in addt 

education, there have been no empiriçcal studies relating to his theory. He makes a stmng 

case for this kind of research- 

Aduit Learain 

. In this section I review the Iiteraîure on the application of theones and principles 

to practice. However, th is  îask is not as clear cut as one might think because there are 

dinering views conceming the value of theories and the univedity of theû application 

to practice. 

Cross ( 198 1 ), in her discussion of theory and practice, points out thaî in an 

applied profession "theory and practice must be constantly interactive. nieory without 

practice is empty, and practice without theory is blind" (p. 1 10). Jarvis (1991) also 
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believes that "adult education as a field of academ-c study cannot be separated h 

ad& education as a field of practicen (p. 3). Cervero (1989) goes h î h e r ,  he notes that 

=in every &y practice, adult and contïnuing educators make judgements, they do not 

apply principles' (p. 107). He argues that everyday practice cannot be understood by the 

application of standardized principles because most leaming situations are unique. As a 

consequence, many educators are forced to make choices andlor judgements about how 

to deal with leaming situations. In his later writing, Cervero (199 1) examines the 

relationship between theory and practice. He deheates four categories of theory and 

practice- The first category is adult education without theory. hiLany people who 

subscni to this notion 'tvould argue that their 'cornmon sense', which was developed 

through their formal education and practical experience, is the basis of their success as 

educatorsi' (p. 22). The second category is theory as the fomdation of practice. The 

premise on which this category is based is that theory should inform practice and that this 

theory should be generated through a syçtematic process of research. The asunpion is 

that the theory derived nom this method is more scientincally sound than theory 

emanating from experience. Theory in practice is the third category. This category is 

based on the belief that theory can be used to help educators interpret practical situations 

by 'hcovering the tacit knowledge and values îhat guide their work. It holds that 

practitionen actuaIly do operate on the basis of theones" (p. 26). Brookfield's (1986) 

work on critically reflective practitioners is a good example of this category. The fourth 

category, theory and practice for emancipation, presents theory and p h c e  as 

"indivisible because they are part of a single reality" (p. 30). Earlier, Freire (1970) had 
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eIaboraîed on this viewpoint in his wxïtingsPT He felt that the people, during their 

education, must have a say in how this education is to be formulateci and delNerd 

Without input from al1 the stakeholders, people Who are oppressed have no way oflifting 

themeIves out of this oppression by way of education In other words, a grassr001 effort 

is needed in order for the people to becorne empowered. Cervero concludes his 

examination of the relationship between theory and practice by noting that theory is the 

foundation for practicece 

Merriam and Cafhrella (199 l), in their discussion of the relationship between 

theory and practice, ask the following specific questions: 

to what extent is the howledge that we have accumulated about adult lesming, 
.... reflective of what actually happens in practice? Moreover, to what extent is 
the knowledge that we do have derive nom practice, and to what extent does it 
idonn our practice? (p. 3 13-3 14) 

In response, they refer to Cervero (1991) and bis four positions presented in the previous 

paragraph They conclude that adult leamers, themselves, wilI be a major source for 

understanding adult learning in the fbîme and of helping practitioners to develop 

effective practices. Other writem such as Bnmdage and MacKeracher ( IWO), and Vella 

(1994) are less vague about how theory and principles relaie to practïce. 

Brundage and MacKeracher (1980), for example, derive 36 1-ng pnnciples of 

adult learning based on their research. For each principle, they suggest implications for 

facilithg feaming and p l d g  programs. A good example is Learning Principle 1 1, 

which States, cbadult leaming tends to focus on the problems, concems, tasks, and needs 

of the individual's curent life situation Adults are highly motivated to learn in areas 
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relevant to their cumnt dwelopmentzil îasks, social roles, Iife crises, and transition 

periods." (p. 103). The facilitating implications involve planning content that is relevant 

to the "current needs and problems, tasis and roles, developmental concerns, and life 

experiences" (p. 103) of the leamers. In terms of planning impiicatiom, Bmdage and 

MacKeracher (1980) recommend that program activities "need to be included which 

ailow ail group members to discover, acknowledge, and accept the learning needs of 

other leamers" (p. 103). The activities ais0 shouid "allow the Leamer to reflect on the 

indirect connectiom between past and present experience, new learnings, and future 

applications" (p. 103). 

Vella (1994) also discusses addt learning principles. She begins with the 

assumption that a principle is 'the begimiing of an action7' @. 3) and that adult le- 

is best achieved through dialogue. She outlines 12 principles that guide her work Two 

that are reflected in Bmdage and MacKeracher's (1 980) Leamhg Principle 1 1 are 

praxis and immediacy of the leaming. To facilitate praxis, Vella suggests that case 

studies be used to invite "description, analysis, application, and implementation of new 

leaming-that is, praxis" (p. 1 1). Immediacy flows fiom the recognition that adult 

leamers need to recognize the usefùlness of new learning. Vella contends that these 
- 

principies are applicable across cultures, and that "infonned decisions" should be based 

on sound educational principles. 
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Program Planning 

In tbis section, 1 begin by examining the concept of program planning, the next 

logical step in designing educaîiond opportunities for aduits. Program planning follows 

fkom an assessment of the leamhg needs of adults based on their charactteristics, life 

situations, andor their changes in consciousness. I also present generic models of 

program planning and then review seiected authors who have constructeci models that fit 

with their ideas of practice- 

In educafion, the terms curriculum and program planning are often used 

interchangeably. Jarvis (1983) points out that curriculum is a term thaî is commonly used 

when r e f e g  to the education of children, whereas program planning is the term 

generaily used for prograrns that are designeci for aduiîs. Vemer (1964) refen to the 

planning of programs for adults as îhe "design of learning" and Houle (1996) uses the 

tenn ''design of education" 

As Long (199 1) points out, ̂ the Iiterature on program planning is not usually 

identifieci with one persod7 (p. 82)- Many authors have Urntten on the subject, some even 

have attempted to define the t e m  Jarvis (1983), for example, defines program planning 

by wmparing it with the definition of cm*culum- As he sees it, c ~ c d u m  "cari mean 

the total provision of an education institution, it can also refer to the subject matter of a 

particular course of study or even to the leaming that is intendedm (p. 212). In contrast, 

pro- planning "refiects the content of the prospectus or the total number of courses 



that arp actually organized by and taught within the educationai institution'' (p. 215). hie 

to a wide variety of learning experïences in adult education, program planning would 

appar to be a more comprehensive definition 

brie (1985), in his comprehensive work on developing program in addt 

education, offers a definition for w h t  he c a k  the planned program that he descn'bes as: 

the master perspective (plan) for behavioral change toward which dui t  ediiratnrs 
direct their efforts. The planned program consists o f  (1) a statement of broad- 
based educatîonal needs, (2) a statement of objectives keyed to those needs, (3) 
speciscaîion of teaching stmegies for acbieving the objectives, and (4) 
spification of macro outcomes of the planned prognim. (p. 16) 

Boone's definition is consistent with the one that Verner (1964) offered 20 years 

peviously in which he defines a program as "a senes of learning experiences designed to 

achieve, in a specified period of time, certain specific instructionai objectives for an 

adult or group of aduiîs" (p. 43). 

Cervero and Wilson (1994) view program pianning fiom a different angie. They 

define it as "a social activity in which educators negotiate interests in organizational 

contexts stmctmd by power (p. 249). From this viewpoint, program pianning 

is seen as a social activity rather than an aaivity that deals only with leaming outcomes 

and behavioural objectives. Moving away from specific definitions, writers such as 

Bnmdage and MacKeracher (1 980) view program planning as an extremely complex 

activïty and for this reason argue that it defies definition They, however, offer general 

staternents about its nature based on adult learning principies. 
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Apps (1979) calls attention to what he refèrs to as a generic model of program 

planniag. Lt consists of a sequence of five steps: (a) assess the leamers' weds; (b) based 

on these needs, determine the objectives; (c) identifj. learning expaïences that will meet 

the objectives; (d) or- the leaming eXpenences; and (e) waiuate the program in 

tenns of meetin& the objectives detennined In Step 2. This d e l  has a linear flow fkom 

start to finish Brooffield (1 986), in commenthg on the use of this model in his 

institution, points out that the three integral components of the model are: assessment, 

instructionai design, and d u a t i o n  

Caffareila (1994) classifies program planning models as  either simple or 

cornplex, or closed or open She notes thai a model is dehed as ciosed when al1 the 

inputs in the system are lcnown and the outcomes can be predetermined and ensured In 

an open model, outside factors may impact on the program outcomes and these factors 

are beyond the control of the planner. She also identifies models as king linear, such as 

generic models, or non-linear, such as system or conceptualized models in which there 

are interacting components and various entxy points. Caffarella gives reasons why 

pmgram planning models are useful. These uiclude: resources are used more effectively, 

teamwork is fostered, there is some basis for control of the process, and overall better 

pmgrams are developed In andition, the worth of the program is verÏfïed by the 

evaluation component of the model. 

Not al l  writers agree that using models for pianning programs is usefiil. For 

exarnple, CafFaella (1994) cites reasons such as time pressures in momting programs. 



the organhtionai ciimate in which crisis mentaiity is the nom, the lack of knowiedge 

about various modds, and nnally the idea thaî models may be too confining to be 

helpfX BrookfIeld (1986) argues t&î there is a "disjunction between theory as depicted 

in the major texts on program deveiopment and the real world of practice" (p. 206). H e  

suggests that it is time to question the rigid use ofmodeis. His main objection centers 

around using predetermined objectives, the second step in the generic model. He 

The most fiindamental flaw with the predetermined objectives approach, then, is 
its tendency to equate one fonn of aduit learning-uistnrmental learning (how to 
perform technical or psychomotor operations more effectively)-with the s u m  
total of adult learning It neglects completely the domain of the most sipiiïcant 
personal learning-the kind that r d t s  fiom reflection on experiences and nom 
trying to make sense of ones's life by exploring the meanings others have 
assigned to similar expexiences. (p. 2 13) 

He continues wiîh a discussion of felt needs versus a& needs. As he sees it, felt needs 

are those that are perceivecl and wnsequenfly expressed by the leamer. Actual or 

prescfibed needs, such as specific ski&, knowledge, behaviours, and values, are those 

that the educator believes the leamers should acquire. His suggestion is to abandon the 

institutional model, as he refers to the generic model, in favour of planning programs 

based on leamers' needs- He cautions, however, that programs need to have a balance 

when using felt needs and prescribed needs as focus points for a program. Too much of 

one d e r  than the other will not allow for adjustxnents to be made to programs, 

especially in the context of ethnically diverse, multi-ability groups of adult Leamers. He 

concludes with the following advice: 



At the very 1- practitionen Who are engaged in the process of arr~l~lging 
educationai activities for adults should be presemted with a range of altemative 
models of program dwelopment They should be encouni@ to consider the 
extent to whkh the Mtrdional  model is culturally produced and reflective of a 
certain intellectuai era and orieirtatiox~ They sbuld be made aware of the 
contextuai variables that call &O quesîion the replicability of the textbook 
models of practice. They should be helped to realize tbat, by ushg the felt needs 
approach, the educator may simply be abdicating respomibility for makiag value- 
based judgements wncerning appropriate cuxricula. @- 236) 

Diamond (1998) offers one example ofa systems or flowchart approach that is 

Leamer-centered Although this basic concept has been around since the 1960's, recently 

Diamond bas updated it He maintains that the model is cost-effive and provides 

visible resufts in the shortest amaunt of time. Actually, the time element is very 

important because this is one of the cnticisms of using models. His basic design 

sequence starts with a statement of the needs of the -dent, the coxnxnunity, and the field 

of lmowledge. Next is a statement of goals nom general to specific. Third is the design 

of h c t i o n  and assessment The fmal step is the implementation and assessment, and 

ultimately revision as needed Diamond bdieves that this systerns mode1 is unlike the 

traditional generic model in that it is more comprehensive. In bnef, "it forces us to think 

in îhe ideal and uses a facilitator fiom another discipline to direct us through the process" 

(P. 28)- 

Dean (1 994) devised another flowchart or systems approach He views his mdel  

as a "systematic decision-makhg process that allows educators to identify the most 

important elements of the leaming process and to make decisions about what will be the 

most effective way to plan and implement a leaming activity7' (p. 2)- His model is 
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composed of four cells: assessing and developing skills, developing content and 

howledge, Ieaming about leamers, and understanding the leaming conte-. These four 

cells co~mect to each oîher in a hear fàshion fiom one to four- Each connects to the 

centrai portion of the model which is designing ùismrction This portion incldes the 

following subtopics: developing goals and objectives, developing learning activities, and 

developing leamer evaluation Dean contends that adult educators need instructîonal 

design models in order to provide a balanced approach to leamer needs and the level of 

structure qyired in the leaming process. He is of the opinion that anyone can benefit 

h m  using his model. The model can be used in any situation and by anyone because of 

its simplicity. He believes that traditional models are ofien very complicated systems, 

whereas bis is easy to understand and use. In addition, traditional system models are 

o e n  content driven and therefore are not easily adapted to a variety of settings der 

learners. 

A third example of a systems approach to program planning is that of Murk and 

Weils (1988). As they see it, the success of prognuns in the future may not depend on 

content only, but on how well pro- are designed and planned. Programs today need 

to be meaningfur for diverse uidividuals. They also need to be flexible in order to 

acc~mmodate the changing conditions in the Learning environment that both learners and 

instnictors often face. For this reason, they developed theK own model lcnown as the 

Systems Approach Model (SAM). The five components (ne& assessment, instructional 

p i d g  and development, administration and budget developmenf program 

impiementation, and evaluation procedures) are viewed as being dynamicaily interrelated 
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and yet independent. AI1 components must be used but they do not need to be foilowed in 

order. The authors c l a b  that the strength of their model is that it allows for greater 

flexi'bility, practicality, and creativity. This mode1 is readily understood, easy to follow, 

and can be adapted to many training situations. Its holistic approach is one that many 

program pIanners appreciate because it is compaîï'ble with aduIt education ideas, 

Caffaella (1994) proposes an Il-step interactive model of program pl- In 

d e v i s e  her mode4 she mainly draws on the work of Houle (1996), Knowles (1980), and 

Cervero and Wilson (1994). In wmmenting on these models, she draws attention to the 

commonalities among them with regard to: 

the attention paid to the leamer andior organhtional needs as centrai to the 
planning process, the importance of the context in which pro- are planned, 
and the idea that there are identifiable components and tasks that are important to 
the planning proces. (p- 27) 

She maintains that her d e l  mers h m  the others in that attention is paid to: 

the combination and comprehensiveness of the components and tasks that are 
included, the suggested ways the model can be used by practitionerç, and its focus 
on pxactical ideas for making decisions aad complethg program planning tasks 
for each component of the model. (p. 17) 

The 11 cumponent. are: establishing a basis for the planning process; identi-g 

program ideas; sorting and prioritizing program ideas; developing program objectives; 

preping for the tramfer of Iearning; formulating evaluaîion plans; detennining formats, 

schedules, and staff needs; prepahg budgets and marketing plans; designhg 

instructional plans; coordinating facilities and on-site events; and communicating the 

vaiue of the program (pp. 19-22). Her mode1 unlike those mentioned previously, 
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indudes budgets and marketing dimensions îhat some may consider outside of the 

planning process, but which are an integrai pan. 

A nnaI example of a systematic program planning model is that of Houle (19%). 

In Long's (1991) ckïfïcaîion of program models, Houie's model is viewed as a 

combination offlowchart/system and conceptuai modeis. Houle views program planning 

as a system. He a h  refers to it as the "design ofeducationn rather than a mode1 In 

formulating his desigs he draws on some of the concepts and components of other 

systems, then integres them into a pattern that he fetls is different fkom these systems. 

From this perspective, bis system is "nifficiently broad to acco~modate the conceptions 

and guide the actions of all educafoxs of adults" (p. 39). A bnef overview of the system 

reveals that it is based on nuie assumptions. Two of these are: "%y episode of 1 e a . g  

occun in a specific situation and is proformdy inauenced by that fact" (p. 41), and "any 

design of education can best be understood as a complex set of interacting elements, not 

as a sequence of events" (p. 49). Based on his assumptions, he outiines two 

cornplementary systems. The fïrst system looks at the situation in which the iearning 

activity occurs in order to determine the category in which it belongs. His large headirrgs 

of categories are individual, group, institution, and m a s  The second system is the 

application of a basic fiamework or model which is influenceci by the category of 

leaming (nom the f b t  system) in order to produce a design or program. In this second 

system, Houle designates seven decision points and components: a possible educational 

activity is identified, a decision is made to proceed, objectives are identified and refined, 

a suitable format is designeci, the format is fitted into larger patterns of Iife, the plan is 



put into e f f i  and the d t s  are meanacd and appraÛed As wîth the other 

flowchartsystem approaches, this one takes into account the co~~zmon elements of 

objectives, e d d o n a l  activity, ïxqlementation, and Gvaluatlon 

Conceptuai models of program planning d e  the systems models do not set 

out a set pattern ofîasks. Rather proponents ofthis approach acknow1edge th& the 

planning process is very cornplex; consequently, they prefer to look at assumptions and 

general principles. 

Bnmdage and MacKeracher f 1980) outline eight basic assumptions. Two of these 

are: "planning activity can focus on content to be Ieamed or processes to be used" and 

"every discussion about planning impiicitly involves a set ofvalues about leamers and 

learning, teachen and teaching, the content to be Iearned, and the nature of the 

relationships involved" Cp. 78). After examining theu assumptions, they r e m  to whaî 

might be referred to as a systems appmacb They recommend that five basic steps of 

planning be followd These steps reflect the genenc model mentioned previousiy. In 

addition, Bmdage and MacKeracher identm some basic issues that also require 

planning, but are not incliaded in the basic model. These include, for example, 

developing and maintaining an enviromnent conducive to learning, and identifjmg, 

wliecting, and making avaiiable resources for Iearning. 

Boone (1985) offers a second model thaî takes a conceptual approach. He 

contends thaî ccconcepts and construct~~~ are needed to provide a guide for thinlring about 

program planning in adult education and ultimately for establisbug principles of 
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pmctïce. He extensiveiy reviews the literature on adult education concepts as they relate 

to program pianning- Next, he considers the construction of the process. Here he 

ideirtifies three major sub-processes: planning, d a i w  and irnplementation, and 

evaiuation When viewed together, as he explains, they provide a "holistic systems 

approach to pmgraming and p b e d  change" (p. 64). As in Bnmdage and 

MacKer;icherYs (1980) case, the differentia.tion between conceptual and systems 

approaches to program planning blurs when Boone (1985) defines his approach as a 

The final example of a conceptual approach to program planning is that of 

Cemero and Wilson (1994) who are wncemed with the power and politics of program 

planning. !U they explain, most models only see these elements as "noise thaî gets in the 

way of good planningy7 (p. 25 1). They identify two problems with conventionai models. 

The nrst is that planning programs is a process ofapplying the same generic set of 

procedures to al1 situations, although they do acknowiedge that Boone's (1985) model 

attempts to incorporate the issue of conte- into the planning process. The second 

problem is ''that even wntexhially-sensitive planning theories offer an undefieorized 

and fiuidamentally naive view of the relationship between planner action and social 

context" (p. 252). In order to address these two problems, Cervero and Wilson (1994) 

argue that: 

planning practice always has two outcornes: plamers comt~uct educational 
programs an4 through their pmctices, they recomtnrcf-either mainiainhg or 
transforming-power relations and interests that make plannllig possible. We 
W l y  argue that planning has to be dehed in terms of responsibility because 
plamers are actively transfomUng the worlds in which they live. (p. 253) 



The four concepts that they address are power, interesCs, negotiation, and respo~l~liility~ 

ï'hey conclude that planners are really social activists, and for this reason: 

it is impossible to plan an educaîional program without attending to the interpstr 
of the institution or its power relations. Negotiaîing between these interests, along 
with those of the planmr, the potential leamers, those teaching in the program, 
and the affectecl public, is hdamentally a political act (p. 266) 

In rethhkhg planning theory, Sork (2000) proposes wbat he refers to as a 

question-based apprach to planning that has six basic elements. Each element represents 

a cluster of possible questions, decisions, and actions involved in planning pgrams. In 

his view, "one of the admntages of viewing these eiements as ciusters of possible 

questions, decisions, and actions is that planners can substitute any cohesive set of 

elements that thcy tind more cornpati'ble with their conte- or style" (p. 18 1). 

Program planning, as the above authors suggest, is not as simple a s  it mi@ 

appear at glance. Whether the fhmework for planning follows the generic, 

flowchart, or conceptual approach, program pianners shouid keep in mind the learners 

for whom the programs are king designed One aspect cornmon in each of the models is 

program evaluaiion. The authors point out that the continueci evaluaîion of programs is 

important because in this way planners can assess whether or not they are effective in 

meeting the needs of the leamers as weii as those of the orgmkation and other 

stalceholders. Ft is to th step of program planning that 1 now tum rny attention 
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Program Evalmtion 

There has been an abuudance of litenihae written on the topic of evaluatioa In 

this section, 1 lïmit my comments, however, to defining the concept of program 

evaluation and examining six models or approaches. 

What is Pr- E v a l e o n ?  

Assessment, measmement, and evaltxaîion are terms that have different meanbgs, 

and they can easiiy be confused ifused interchangeably. kbtk (1993) wmiders 

assessment to "include the gathering of information conceming the hctioning of 

studtmîs, staff, and institutions of higher learning" (p. 2). H e  points out tbat assessment 

can refer to two different activities. One is gathering infoxmation, which can be seen as 

measmement, and the other is the utilization of that information in order to make 

hprovements either institutionally or individually. This latter he refers to as evaluation, 

wbich he daims has "to do with motivation and the rendering of value judgements" 

(p. 2). Astin wnctudes his discussion ofterms by pointing out that %nce assessrnent and 

evaiuation are inextricably linlced . . . assessment policies and practices in higher 

education shouid always give fidl consideration to the eduative uses to which our 

measurements will be put" (p. 3). 

Brooffield (1986) dso makes note of the difference between assesment and 

Assessment is a value-fiee ascertainment of the extent to which objectives 
detennined at the outset of a program have been attained by participants- 
Assessrnent of these objecfives requires no value judgement as to @eir 



worthwhileness. It is simply a nonjudgmentd checkïng as to whether or not 
cerîain purposes bave been att;?ijnd . . . Evaluaîion, however, is iaescapbly a 
value-judgmental wnapt The word value is ât the heart of the term, mth d the 
nonnative associations this implies. (p. 264) 

Boone (1985) hesitates to denne evaiuation because he feels that the task is very 

comp1ex When explaining his mode1 of program plamiin% he offers the following 

working definition: "Eval21~lfion is a coordinated process carried on by the total system 

and its individual subsystems- It consists of  malàng jdge-s about planned programs 

on estabiished criteria and known, observable midence " (p. 179). A key word, which is 

also mendioned in Brooaeld's and Astùi's (1993) defznitions, is judgement This word 

underiines the fàct thaï there is subjectivity in the evaiuation process. 

Ca&rella (1994) dethes program evaluation as "a process used to cietennine 

whether the design and deiivery of a program were effective and wheîher the proposed 

outcornes were met. Evaluation is a continuous process that begins in the planning phase 

and concludes with follow-up studies" (p. 1 19). She disanguishes between formative 

evaluafion, which is carried out duRng the program in order to improve or change it, and 

summative evaluation, which is carried out at the end of the program and fwuses on the 

results. She agrees with Brookfield (1986) and Boone (1985) that judging the worth or 

value of a program is at the heart of the evaluaîion process. 

In a slight deparhue fiom the above definitions of evaluation, Veila, Berardinelli, 

and Burrow (1998), in expiahing their own specific programs at the Jubilee Popular 

Education Centre, define evaluation as: 

a means of celebrating obvious learning and of getîing feedback on perceived 
gaps beîween what we said we would do and wliat actually happened for the 



leamer. The learner's voice has always been cen?ral to evaluation in both 
immediate feedback and long-term (longiitudiaal) responses. (p. 1) 

Vella et aL challenge adult educators to look at aaluation in a different light They 

believe that it is important for the leamers to participate in ~ e ~ e v a l l u a t o n  It is througti 

this kind of evaldon uiat leamers can actively make decisions that affect their learning. 

However sticb the problem of denning program waluafion has been, it has not h i n d d  

the development of the program eduation models that 1 review in the next section 

In tracing the history of eduation, Guba and Lincoln (198 1) comment that 

measurement and evaluation are temis that were used inferchangeabIy- InitialiyI both 

meaSuTement and evaluation noted individual clifferences and both had Iittle to do with 

the school's programs and c d c u l a  For example, in the laîe 19' centmy AU?& Binet 

devîsed a test to measure a cbiId's intelligence quotient (IQ). After World War i, the 

focus sMed fiom messuring individual students to looking at a school's programs. 

According to Guba and Lincoln, what is referred to as the second generation of 

evaluation began with Tyler (1949). He used the concept o f  educational objectives to 

measure changes in behaviour. Tyler debed eva ldon  as ''the process for determining 

the degree to wbich these changes in behaviour are actually talrllig place" (p. 69). In 

comrnenting on Tyler's contriiution, Guba and Lincoln point out that he separateci 

measurement and evaluation. This was an important influence, because henceforth 

measurement took a back seat to evaiuation; it simply became the tool to obtain data for 
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the evaldon process. Guba and Lincoln point out that the third gaieraton concept of 

evduation, which devefoped in the late 1960s, resulted in the development of many 

models ofevahîion based on judgment, which was seen as an essential part of 

evaluaîion In these models, the evaluator assumes the role of judge. 

With regard to evaluation, Bmoffield (1986) argues that even though evaluation 

is seen as one of the key wmponents of the pmgram phnïng process, it is often not 

done with as much enthuskm as the design of leamhg outcornes and the delivexy of a 

program, Although the reasuns for this negiect often are the presnirrs of tïme and money, 

Brooffield believes thaî the lack of a more formai evaluation of programs is due to the 

absence of "an evaluatïve model that derives its criteria and procedural feaîures fiom the 

nature of the d t  learning process" (p. 262). As he explains, the models that are most 

o h  used are geared primarrly towards secondaq schools or higher education settings 

and then are adapted to fit the duit learning process. In his view, Guba and Lincoln's 

(1981,1989) and Kirkpatrick's (1983) modeis are the most adaptable. He claims that 

'tve [adult educatorg resist the temptation to adapt in a wholesale manner evaiuative 

fiameworks prepared by professionals nom other fields for nonadult educational 

praposes" (p. 274). M e r  than suggest a model of evaluation in his writings, he offen 

his opinion regarding the me& of the various models of evaluation that have been 

developecl over the years. 

owles9 Model of Evalmhog 

Knowies (1980) equates evaluation with "confronting a sacred cow" (p. 198). As 

he puts it, "'nothing in al1 the practice of educators in general and of adult-educatois in 



particular has produced more feelings of guiit, inadecluacy, and M o n  than 

evaiuafion" (p. 198). He then continues, Turthermore, 1 I think thats very 

overemphasis has caused an underproduction ofpnictid, feasïble, and artistic 

evaiuafion in temis of program review and impvement" (p. 198). He agrees on the 

importance of providing cuncrete data on a program's effécîiveness, especially in 

meeting its Iearning outcornes. This fkct aside, he acknowledges the diniculty in 

conducting worthwhile evaluations, because they are time consuming, and because it is 

expensive to deveiop adquate evaluative tools. As a way to overcome some of these 

barriers, he suggests an evaluation process consisting of four steps that he refers to as 

"apparently simple" (p. 203). First, "formulate the questions you want aaswered 

(benchmarks, criteria)"; second, collect the "data thaî will enabIe you to answer those 

questions"; third, d y z e  the data and interpret 'arhat they mean as answers to the 

questions raid"; and, fourth, modify ''your plans, operation, and program in Light of 

your findings" (p. 203). Knowles cautions that even though the steps seem simple 

enough, there are many decisions that must be made dong the way so the process is not 

really as mechanid as it first seems. 

r-ck9s Model of Evaluation 

Kirkpatrick's (1983) mode1 of evaluation is compriseci of four levels. The f h t  

level evaiuates the participant's d o n  to a coune. It is a measure of satisfaction; it 

does not iden* whether or not any iearning has taken place. Because it is easy to 

meesine what Kirkpatrick refm to as a "happiness" rating, this type of evaluaiïon is 

most often done. Happïness, however, should not be fiowned upon because it is an 
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important component to evaluate- If leamers enjoy the experience, then they most likeiy 

will make an effort to leam the matenai being presented 

The second level measuns "what knowledge, attiûdes, and ski& were teamed in 

the training program" @. 113). At this level, data is collected on the knowledge and slàlls 

that the leamers can demoastrate as a result of the prograni. This is o h  done via 

classroom performance and paper-and-pencil tests. 

Traderence of behaviom Iearned in the training program to red-Mie settings 

chanrcterizes the third level. At this levei, Kirkpatrick (19433) acknowledges tbat there is 

a big differene between knowing principles and techniqu-.es, and applyhg them on the 

job. Because bis focus is on industrial training his examp1es of evaluation at this level 

are geared towards on-the-job performance on a before-amd-after basis. Brmkfield 

(1986), in commenthg on Uiis level of Kirkpatrick's modei, daims that the same 

principle can apply to adult learning situations. 

Kirkpatnck (1983) labels his nnal level, "results". He concedes that "it is d3Eicu.k 

if not impossible to evaluar~ results because of the problem called the separation of 

v~~zables" (p. 121). There are many facfors that impact o n  the results of a prognun and it 

is often difficult to isolate the effects of a program on the wider community- 

Kirkpatrick (1983) recommends that it is best to k g i n  wïth the lowest level, 

because this type of evaluation is the fastest and easiest way to determine the 

effectiveness of a program even though it gives the least slgnificant results- Moving on 

through the levels requires more complex evaluative tools, t h e ,  and money, the effort 

spent, however, provides a more nalistic evaluation of the effectiveness of a prognun. 
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Boane's Mode1 of IEvahtation 

Boone's (1985) process of evaluaîion fi& with his conceptual mode1 of program 

planning as its the final step. His evaluative process consists of five seps that paralle1 the 

planning process: (a) describe program outputs, intended and unintended, manifest and 

latent, with appropriaie documentary evidence, (b) examine relations between 

activities/inputs and ouîwmes/outputs with the intent of  inferring nominally causal 

associations, (c) review implementation of objecîïves in relation to the input/oirtput 

associations, (d) scrutinize the translation of analyzed needs into objective statements, 

and (e) probe the aàequacy of neeâs identification, assesment, and analysis steps 

(pp 179-180). One of the main go& of Boone's program-evaluaîion mode1 is to relate 

the program outcornes to the =tuai results; therefore, the initial design of the program 

guides the way in which the evaluation is carzied out. The hdings of the evaluation are 

used to modirjl the other subprocesses of the program. 

9 s Model of EvaI~tion 

Guba and Lincoln (1 98 1,1989) offêr an altemative approach to evduation. This 

approach they have cdled "responsive constructivia evaluation," is simila. to 

Brookfield's (1 986) naîuralistic evaluation. This approach uses qualitative data iastead of 

quantitative daQ Tools for data collection are open-ended interviews, j o d s ,  and life 

histories rather than the pencii-and-paper tests and questionnaires that Kirkpatrick (1983) 

suggests. Users of this approach are also more aware of the political dimensions of 

evaiuation and the competing interests of the stalceholders. One advantage of this 

naturalistic method of evaluation is that the results can be reported more e f f d v e y  to 
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the StaLeholders in temis that are meanin@ to them, rather than providïng them with 

reams of seemingiy unrelateci facts and figures. 

Similar to Kirkpatnck's (1983) and Boone's (2985) modeis, Guba and Linçoln's 

(1989) model has four phases. The nrst is the identification of the stakehoIdexs and the 

collection of statements of their claims, wncerns, and issues. The second phase requires 

making all of the stakeholder groups aware ofthe claims, issws, and wncerns of each 

other. In this phase, some of these may be resolved. In the third phase, those "claims, 

wncems, and issues that have not been resolved become the advance organïzers for 

infomsition collection by the evduatof' @. 42). The final phase "negotiation among 

staiceholding groups, under the guidance of the evaluaîor and utilizing evaluaîive 

information that has been collected, takes place, in an effort to reach consensus on each 

disputed itemyy (p. 42). In examining these phases, it is important to note that data 

collection occurs in the nea  to last phase, whereas in the previous models, it is usually 

the nrst step Ïn  the evaluation process. 

Cafiarella9s Model of Evaluation 

Caffareila (1994) acknowiedges that there is "no one acceptable systematic 

process for conducting a program evaluation" (p. 120). Due to the complexity of the 

evaiuation process, she sugg~sts the use of more than one model or approach in 

combination because, as she expiauis, this o k n  resula in a more meaningfid evaluation 

Based on cumnt literature, CafEarella outlines a composite approach to evaluation Her 

approach consists of 12 steps: (a) secure support for the evaluation from those who have 

a stake in the results, (b) identia the individuals to be involved in planning and 
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ovexseeing the evaiuation, (c) define precisely the purpose of the evaluation and how the 

results will be used, (d) spec* what wili be judged and formulate the evaluafion 

questions, (e) detemine who will supply the n d e d  evidence, (f) specw the evaluation 

approach to be used, (g) detemiine the data oolkction techniques to be used and when 

the data will be wllected, (h) specify the analysis procedure to be useci, (i) spec* what 

criteria will be used to make judgements about the program or wbat process wiii be used 

to determine the criteria, 0) determine the specinc tirne line and the budget needed to 

conduct the evaiuation, (k) complete the evaluation, formulate recommendations, and 

prepare and present an evaluation report, and (1) respond to the recornmendations for 

changes in the overall program, specifk leaming activities, andor the educational unit or 

fiinction @p. 121-123). Several of the steps are consistent with phases mentioned in the 

above models. For example, Step b is similar to identifjing the stakeholders in Guba and 

Lincoln's (1989) model. Another exampie, Step d, requires one to "speci@ wbat will be 

judged and formulate evaluation questioas" @. 121). This step is similar to step one in 

both Knowles's (1980) and Boone's (1985) modeis. 

Caffarella (1994) believes that the "hea~t of program evaiuation is judging the 

value or worth of an educational program'' (p. 120). This view is consistent with those of 

Brooffield (1986) and Astin (1993). Caffarella concedes, however, thaî this is not an 

easy task because program outcomes are often elusive and subjective. She argues that it 

is easier to mesure the program design and delivery components of program planning 

than program outcomes. What may be meaaingfid to one group of stakeholders, may 

hold little relevance to another group of stakeholders. However, this fact should not lead 
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to the elimination of the evaluation process, because it is an Megrai part of program 

planning. Caffiuella's made1 offers enough flexibility in te- of &ta collection, the 

timing ofîhe collection of the data, and the iaterpretation of the results to satïsfy the 

needs of most program pianners who are searching for a model to use. 

V e b  ,v 5 

Veiia, et ai.3 (1998) evaluation model is the final one I wi l i  revïew. It begim 

wah the consideration of five evaluation questions and the ultimilte decisions that flow 

fiom each question In fact, each decision needs to be examined before an evaluation 

plan, as such, is formuiated, These questions are: (a) What is the purpose of the 

eduation?; @) Whaî should be evaluated?; (c) Whaî are the sources of information?; (d) 

What are the methods for gathering information?; and (e) When should evaluation be 

completed? @. 15). From these questions, Vella et al. have developed an accomtabiIity 

process for educational evaluation that they use at the Jubilee Popular Education Centre, 

whue adult learning is based on concepts of popular edudon that emphasize 

participation, dialogue, and learning by doing. In brief, they describe a three-step process. 

First, two types of information are required The f m  is Somation on the change in 

Leamers (knowledge, skiils, attitudes); and the second is information on program design 

in order to assess the effective characteristics of the instructionai aciivities, the resources 

used, and the personnel facilitating the program. Second, one must consider methods of 

gathering evaluation idonnation To evaluaîe knowledge, a more formal testing 

approach can be u s d  To evaluate skîlls, actual perfomance in the workplace or the 

observation of skiils by the iastnictor can be used To collect data on the evaluation of 
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atiitades, the perceptions of othas, dires observations, or seif-perceptions can be used. 

VeUa et al. stress the fàct thaî the type of evaiuation at this second step can be either 

informal or formai, and it can occur at any the in the program- The finai step requires 

one to evaluaîe program design elements. At this step, there is the need to ident- "the 

eIements tbat are wnsidered critical to the success of the program" and then to CLdescrii  

the characteristics of each element to be evaiuated that will be used to determine 

effectiveness" (p. 58)- Another task required at this step is to "name the anticipated and 

observabIe results of using the elementt" @- 58). Finally, cornes the "infomation- 

gathering procedures7' that are wd to assess each element (p. 58). Each of the steps 

oiitlined in the VeUa et al. evaluation mode1 ciiffers very slightly fiom those identifieci in 

the previous models. 

One key feature of the VeUa et al. (1998) mode1 is the Accountability PIanner. 

This evaluation tool is divided into six columns corresponding to the three steps in the 

evaluation process. The six columns are Labeled as follows: skius, knowledge, attitudes, 

content, and achievement-based objectives; educationai process elemenîs, learning tasks 

and rnaîerïais; anticipated changes (leaming, tramfer, impact); evidence of change 

(content, process, qualitative, quantitative); documentation of evidence; and analysis of 

evidence (p. 37). Vella et aL daim that any existing program can be evaluated 

systematically and effectively by using this tmi. As with the other authors reviewed in 

this section, Vella et al. concur that evaiuation strategies can differ gready fiom one 

situation to another, and that no one system is inherently better than another one. 
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With regard to models or approaches to either program planning or evaluation, 

Sork (2000) alerts adult educaton to what he refers to as the challenge ah& He says, 

"It is time that we shifk the focus h m  hding the @et planning model to asking the 

right questions" (p. 186). He continues, "Maybe in an ided world we would ail be 

motivated, seif-directed, liberated leamers who do not require erg-ed 

programs....It,ut] at least, during my lifetime, planning will continue to be of central 

theoreticai and practical interest in adult education" (p. 187). 

Summary of the Literature 

The literature on addt  leamhg theones discussed in this chapîer highlights the 

debate conceming the usefidness of theories; there tends to be, however, a generai 

consensus that no single theory wuld ever explain the complex topic of aduit leacning. 

The authon have their own interpremtions of how theory is or cannot be applied to 

practice. These range nom the vague directions ofsome authors to the more specific 

directions ofothers. In reviewing the theories and principles and appiying them to 

practice, there appears to be an overlap of ideas. Whaî aiso becomes clear is that 

principles of practice are derived fiom theory. 

Program planning is a cornplex process- Many models have been developed 

ranging fiom the simple five-step generic model through to complex conceptual 

approaches that endeavour to look at d l  aspects of the process hcluding concepts and 

construction. Severai authors argue that models are not necessary because they oniy 

wmplicate the procedure and M e r  remove it fiom what the leamer really wants out of 
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the proces. Those who advocate the use of modeis, do so with the intent of maLuig the 

process of program plamhg reflect the reality of the adult lemer* the Ieaming situation, 

and the demands of the educational institution By using m u s ,  lt~any aidhon believe 

that beaer programs for addt leamers are developed 

In this overview of the program evaluation literature, s e v d  themes emerged. 

Fi- the process is cornplex; therefore, no one mode1 or approach can be used in aii 

circumstances. Second, even though the models dBer dependinp a n  the perspectives of 

the writers, severai steps or phases appear to be cornmon. The first is deciding to 

evaluaîe. The second is gathering information The third is andyzimg and interpreting 

this informaton in order to relay to those parties interested the outwmes of the program 

evaluation 

This chapter has presented a review of the literature relaîed. to adult leamhg 

theones and practice, pro- planning and program evaluation. The next chapter 

describes how the theoreticai information presented in this chapter is used to redesign an 

existing program. 



CEAPTER3 

DESCRIPTtON OF TEE STUDY 

This chapter descrr%es a three-stage pmcess 1 used to redesign a wllege lwel 

postdiploma certifiate program. The first stage consists of an evaluation of the original 

program to detennine the factors tbat lead to its termination. In the second stage, I 

describe four phases of the redesign process: the f k t  phase was to fonn a subcommittee 

and to deveiop a survey as a way to gauge the interest of the local early childhood 

education comrnunity in a Resource Teacher Cermcate pro- The second phase 

included tapping into the content expertise and the adult iearning experiences of the 

mernbem of the subcommittee as a way to update the leaming outcornes of the e W g  

program and fonnulaîing a sound philosophical base for the program in light of several 

adult leaming principies. The third phase was to redesign the program The fourth phase 

was the presentation of the final report to the Early Childhood Education Advisory 

Cornmittee and the immediate planning for the program's implementation The third 

stage includes a report on the courses offered so far in the program, concluding with a 

discussion of  the findings of an evaluation of the redesigned program to date. 

Preliminary Stage of the Study 

At the November, 1998 Early Childhood Advisory Cornmittee meeting, those 

present proposed that the department reactivate the Resource Teacher Certificate 

program, that had been ofEered in the late 1980s' but which ceased to be oflered for a 

variety of reasons referred to in the f h t  chapter. As a member of the faculty at the 

50 
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Coilege, 1 volunteered to study this propos& and if it was faible, to redesign the 

program so that it would more closely adhere to sound adult leaming principles and to 

report back to the ECE Advisory Committee on the pmgress ofmy study. 

Evaluation of the Onginal Resource Teacher Certificatte Program 

1 began my evaluation of the program by gaîhering as much print materid as 1 

couid. In the Department archives, 1 found the original program proposal that had been 

submitted to the Ministry of Colleges and Universities in the province where 1 work, and 

one of the original flyers. 1 discovered that the dnving force behùid the development of 

the original Resource Teacher Certiflcate program was the impending release in the eady 

part of 1983 of the new Day Nurseries Act, in which new regulations regarding 

prognimming for children with special needs was being enacted for the first tirne. Staff 

qualifications, as outlined in the new Day Nurseries Act, included over-andabove an 

Early Childhood Education diplorna or quivalent diplorna or degree, an approved pst- 

secondary program of studies that contained both theoretical and supervised field 

placement components geared specifically to children with special needs. 

At the September 29,1982 meeting of the Early Childhood Educaîion Advisory 

Committee, a suiicommittee was formed to investigate the resource tacher training 

oppohties  being offered by other coileges in the province, and to bring back to the 

cornmittee concrete suggestions for offering this training at the College. Once this first 

task had been completed, the shmrnittee worked diligently throughout the fa11 of 1982 

preparing the original proposal for sub~nission to the Minisûy of Colleges and 



Universities. The proposal consisted of five pages and twelve supporthg appendices tbat 

outlined the folIowing the language of instruction, the duration of the program, the 

format of the program, füture empioyment opportunities, supporting documentaiion h m  

the Eariy Childhood Education Advisory Cornmittee, the need for the program, the 

program's piapose, and the content of the specific courses. What stnick m e  as 1 read 

these documents was the quickness with which the College administration of the time 

responded to the incoming legislaîïon regarding children with special aeeds by iniîbthg 

this postdiploma program- Only 6 others of the 23 colleges in the province had similar 

prograns in the planning or operational stages. 

The pupose of the original Resource Teacher Certificate program was stated in 

the proposai as followç: 

To provide pst-diplorna Early Childhood Educators with the howledge and 
techniques necessary to work with children who have special ne& Graduates of 
thïs program will be qualifieci to become Resource Teachers as d e h e d  by the 
(proposed) Day Nurseries Act The cUmculum will f ius on integraîïon and 
programming for individuais and groups. The graduate will be able to heip each 
child and hisher family lead a full, more productive and independent life in the 
co~~llllunity. 

Following the purpose, the proposal outlined eight objectives. Of these, five were 

particularly relevant as a starting point for redesigning the program. These are: 

dernonstrating a thorough knowledge of the categories of special needs, 1-g how to 

access seMces available to chiidren and families, designing developmentally appropriate 

curriculum, understanding the roie of the resource teacher, and a c q u i ~ g  howledge on 

the topic of integration 
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The original flyer, printed on buff coloured paper with burgundy p ~ t ,  listed the 

reasons for taking the program_ The most signiscant reason was: T o u  will have the 

required qiialifications ofa Resource Teacher as deked by the Day Nurseries Act" The 

flyer outiined, on the back, the eight courses that comprised the program It also d d e d  

the following specific entrance requirements: an Early Childhood Education 

diplomafdegree, or a related human services diplomddegree, or a Bachelor of Education 

degree with a kindergarten to grade 3 speciality; and at least one post4ploma/degree 

year working with young children in a group setîing. The work expenence, which was 

rnaudatory, was considered to be an Mportant entrance requkment. The final portion, 

on the fiont of the flyer, contained a section on employment opportunities. The College 

advised prospective shidents that this speciality was " a  growing area of employment 

opportunities reiated to Bill 82 and the Day Nurseries Act" Of the eight required 

courses, there were two relating to aspects of program planning, two field placements, 

and the other four courses covered topics such as community resources, working with 

families, advocacy, and the role of the resource teacher with regard to issues like 

integcation and nomaiïzatÏon. 

1 obtained several of the old course outlines nom a former program instnrctor and 

reviewed these to get a sense of the time h m e  and the delivery modes in which the 

courses had been taught. 1 found out that the majority of classroom courses had been 

taught in the evenings for a period of 3 hours over 12 weeks during the winter and fa11 

semestem. Some courses had been offered during the spring/summer semester, twice a 

week for 6 weeks. For the classroom courses, the Uistnictors seemingly used a varïety of 
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delivery techniques including lecturesy group discussion, case studiesi in-class tests, and 

group/individual presentations. In one coursey the uis6nictor utilized a "diary7' technique 

in order to provide c'students who do not o h  speak out in class discussions an 

opportunity to have their say." Unfortunately, 1 was ody able to locate a course outhe 

for one of the two field placement courses. This ouuine sîated "Students wili be 

respo11~ibIe for arranging their own placements and negotiatîng with the supe~sing 

resource teacher how they may best meet the objectives and assiguments of this 

placement" It also noted that an "extendeci relaîionship" with two children and their 

aimilies was required. This requiremenî, as 1 later found out, had been a stumbling block 

for many students. 

My second step was to identiry former students and instnictors w b  had taken 

part in the program. From the College chta base, 1 printed out class lists. 1 asked 

colleagues in the field to help me in locaiing former students. Luckily, I was able to 

contact and in te^-ew five people, two students and three instructors. 

Interviews Witb Stridents 

The fbt student I talked to had enrolled in the fa11 1985 program- At the time of 

her entrame, she had her diploma in Behavioural Science Technology PST) and had 

been hired at the College as an instmctor in a program whose purpose was to assist 

disabled adults with life skilfs. While working in this program, she decided to enrol in 

two propms: the Early Childhood Education (ECE) as well as the resouce teacher 

Certificate (RTC) programs. She graduaad k m  the Mer program in 1988. Her overall 



comment was although the RTC program had been a positive experience, she fond  

some overlap with the BST program that she had completed earlier, especidy in the area 

of individuai program planning. In her view, the field placement component of the RTC 

program was a problem Although she was able to manage her field placement M e  

working full t h e 7  she was aware that other students had a much harder time with this 

component When 1 asked her for ideas about how the program could be improved, she 

suggested that the program shouid be individ* to meet the needs of people fiom 

various educationai and experiential backgrounds- To accommodate these needs, she 

recommended offering a variety of assignments that would meet the individual needs of 

students rather than the colIective neah of the class. Her second recommendation was 

that al1 students entering the program would be required to have a base level of 

knowledge and experience in the field of early childhood education Since this program 

was a pst-dipIoma offerin& she felt that the education and experience entry 

requirements should be strictly adhered to. Evidently, when the original program started 

to fail, some students had been admitteci who did not have the required practical 

experience- In her view, this change in policy compromiseci the program, because these 

students were not able to contribute effectively to the class discussions. 

The second former student I consulteci hi worked in the field after receiving her 

Early Childhood Education Diploma Mer a few years, she had taken time off to raise 

her family. Currently she is the director of a child-care center. When she enrolled in the 

RTC program, she was working as a teacher in the field She successfiilly completed the 

fbst year of the RTC program (four courses), but did not cornpiete the other courses. She 
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neither had the time to attend al1 the classes, held once a week for 3 hours a night, nor 

did she have the time to do the field placement wmponent hiring the RTC program, 

she had becorne the director of the center where she is currently wodckg and had found 

that she couid not take time away fkom her job to do the field placement In our 

discussion, she pointed out the infiexi'bility of the field placement component Dining the 

time she had taken courses, she remembered some discussion about work exchanges in 

lieu of field placement, but this idea had never rnaterialized She expressed an interest in 

nnishing the RTC program in the futurt after shc completes her degree program at ou.  

local University. She recognized the value of taking the program. As a director of a 

center, she would like to acquire additional knowledge and skills, so that she can be 

benn preparcd to serve fimilies with children with special needs when they approach 

her center for childcare, 

t e ~ e w s  With Instnictors 

Fortunately, 1 was able to interview three of the former instructors who taught in 

the original program. The fint one continues to work at the Coilege and is cmently 

involved in prior Iearning assessrnent At the t h e  the RTC program was king offered., 

she had a number of responsibilities in the Human Studies Department. She did some 

wunseling with special needs students; and she also was a placement supe~sor, who 

had visited students dohg field placements within the geographical area as well as  in our 

neighbourïng large city. In reference to the field placement component of the program, at 

Ieast in her opinion, the calilber of the work of the students she had superviseci was 
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excellent. She hsrd enjoyed the m e 1  to the field placement sites, and the d e n t s  had 

seemed pleased with her visits. 1 s h e d  with her the leaming outcomes of the origîd 

prognun and she felt that they were stil l  very valid Her only sqgestîon was to change 

the wording of some of the leamiag outcomes in order to reflecî the current jargon in the 

field of early childhood education 

The second instnrctor, wiio has moved to another wmmunity, had taught in the 

RTC program on a reguiar basis. Accordhg to her, the main concern of the students was 

the time cornmitment for class- At one point, two courses had been offered per week, 

*ch rneant that the -dents had to attend classes for 6 hours in the evening. Uany had 

young m e s ,  so they could not sustain this cornmitment When I asked her opinion 

about the leaming outcomes, she suggested that more emphaas should be placed on 

communication disorders. She also expresseci some ethical concems relating to the w of 

families during the field placement courses. She felt that many times the students had 

latched on to a family simply to satisfy the program requirements rather than for the 

bettement of the child Finally, she said thM she would like the admission policy to be 

upheld especially with regard to the expenence requirement The student 1 had 

inte~ewed identified the same concern; both referred to the fact that the quality of class 

discussions had suffered when inexperienced students began to be admitîed to the 

program. The experienced students seemingly objected to this compromise because, in 

their view, class discussions were a major part of each course; therefore, al1 students 

shodd be able to contribute by sharïng relevant work experiences. 
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The third teacher I spoke with had been iwoived in the course work ofthe 

program as well as the field placement component She and the second teacher had tried 

to maintain the program when the enrobent dwindled and the interrst ofthe students in 

the program had fâded. This third teacher also identifid problems relaihg primarily to 

the field placement, and secondarily to course wbrk With regard to the field placement, 

she acknowiedged that there were some difficulties. The two major ones were time 

wxnmitment and fiinding. Many students could not take the time off nOm work to do the 

field placement, nor were they willing to use thei. holiday time for this purpose. Their 

requests to use work exchanges in lieu of field placements had been ignored Altemative 

finiding for placement had been discussed, but none was ever foumi. With regard to the 

program courses, she felt they were, for the most part, relevant and the content was 

useful. When the original program had begun to fater, she had suggested various 

delivery options ranging h m  weekend workshops to intensive condenseci classes. These 

suggestions, however, were not acted upon 

Fhdly, to compiete this stage of the project and before begimbg the redesign 

process, 1 made out a tentative thefiame for the completion of the study. My purpose 

was to move the process dong in a timely manner so that the redesigned program muid 

be redy  to be offertd in time for the fa 1999 semester. 1 also needed time to get new 

flyers printed, marketing done, and insmictors chosen and prepared- It was vezy 

important that 1 meet the CoIlege's deadIines. At the first meeting of the subcommittee, 1 

presented them with my proposed t i m e h e .  



The Redesign Process 

The second stage of the study, the redesign process, involved receiving kpuî nom 

the mtlllliunity and potentiai students via two methods of data coliection 1 collectai data 

fiom members of the Eady Childhood Edudon Advisory Cornmittee, Who had agreed 

to sit on a subcommitteettee I also gathered data h m  potential -dents by using a m e y  

that 1 disîri'buted to various cbild-care agencies in our cafchment area. The redesign 

process aiso involved identifying aduit leaming principles that would underpin the 

program; in other words, these would form a s m d  philosophical basis for the redesign 

and impfemenîaiion of the program 

At the fàlI 1998 meeting of the ECE Advisory Conunittee, seven people incIuding 

myseifvolu11teered to form a subcommittee that would detennine the feasibility of 

offering the Resource Teacher Certificate program once again; later they agreed to work 

on its redesign The eight members of the wrnmittee came h m  a varïety of backgrounds 

which included- a full rime ECE Program coordinator, a rwource cod tan t  who works 

for the local Association for Community Living and who graduaîed fiom the program; 

an owner of a private child-care center, the manager of the College's child-care center; 

the director of the Childcare Resource Center, a program supervisor working for the 

Minisûy of Community and Social Senices; a first-year ECE student who had an interest 

in exceptional childreq and myself, an instnictor in the ECE program at the College. The 
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nnt meeting was schedded for November 25,1998. Unforfunate1y, k d e s  -If: only 

t h e  other members were able to attend, 

e F113f Meefiu . 

At this meeting, afkr asking for approval of the agenda, I presented my tentative 

thefiame for the completion of the redesign process. In light of the comminnents of the 

members and the reaIity of m y  own teachg schedule, coupleci with the the constraints 

of the College with respect to marketing the program, the subcommittee wnsidered the 

tirnefirame to be reaiistic. The next item on the agenda was my suggestion that the name 

of the program should be changeci, although the name Tesource Teache? is still used in 

the Day Nurseries Act, it is not commonly used in the fieid of eariy chüdhood e d u d o n  

Coll~equently~ many colleges that offer RTC pro- have changeci the name oftheir 

pmgrams. For example, some use names like Earliy hterventionist, Chiidhood 

Exceptionaiities, or Resource Consultant programs. As 1 briefly explained in the first 

chapter, changing the name of an established program is a Lengthy process. 

As a fïrst step in the process of changing the name of the program, my school 

manager directed me to request a place on the agenda of the College's Academic Corncil 

meeting where I couid ask permission to change the name. Subsequently, the Chair of the 

Academk Council asked me to appear at the March 3 1,1999 meeting. There 1 was 

~uestioned quite vigorously by the Academic Vice Resident about the reasons for the 

name change. The end result was a resoiution of the Academic Council which read as 

follows: 'TIAT Academic Council approve the name change of the cwent Resource 

Teacher Certificate to reflect changes in the cment trend, and that the final name wïU be 
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adopted pending provincial nomenclature." The College has changed the name of the 

original RTC program to Studies in Childhood Exceptionalities ( S E ) .  However, the 

program is stiU referred to as the Rwoiirce Teacher Cemficate program within the 

CoUege and the wider c011l11l~ty untii the officiai province wide name is adopted and 

promoted. As noted earfier, no name change to date has ken forthcomiog h m  the 

Mullstry of Education and Training m e n  the name is fioally changed, I will r e m  to 

the Ademic  Councii with this informartion and recommend that the CoIIege aQpt the 

provincial name- 

At the second meeting of the ECE subcommittee held on Janiiary 20,1999, two 

members sent their regrets. The purpose of this meeting was to discuss the redesign 

process. I began the meeting with the history of the Resource Teacher Certificate 

program and also familiarhed the subcommittee members with the original eight 

learning objectives. When it came time to discuss these-now referred to as learning 

outcomes by the College-it was iinanimously agreed that the origînai eight learning 

objectives for the 1984 program were still valid, and that these should be our learning 

outcomes. However, some of the wording had to be changed to reflect current changes 

and trends in îhe field of early childhood education. For example, the original first 

leaming objective stated that: 

Upon completion of this program, a graduate wiIl be able to: 

Demonstrate a thorough know1edge of the causes, symptoms, prevaience, 
diagnosis, and beatment of the major categories of special needs in young 



chiïdren such as: mental retardation, physid disabiIity, semory defi&, 
exnotionai disturbance, and hguage or leaming dkabilities. 

AAer much discussion wnceming the rneaning of certain words such as mental 

retardaton, a term which is no longer used today, the cornmittee changed the wording to 

read as the foliowing leaming outcorne: 

Upon completion of  this program, a graduate wiU be able to: 

Demonstrate a thorough knowledge of the causes* symptoms, prevalence, 
diqposis, and îreatment of deveZopmentai disabilities in young chiwen such as: 
physicol dirobfity, s e n s o ~ ~  a%@cits, behaviowai, Zmguoge or lemning 
disrrbif ities. 

Of the remaining seven original learning objectives* the memben a@ that changes in 

wording were only necessary in two others. The sixth leaming objecîive read: 

Serve as a consultant and provide support for a child with speciai needs, henhis 
family and teachers. 

The subcommittee cbanged the wording of the leaming ordîome to r d  as follows: 

Serve as a coIlSUltant and provide support for a child with special needs, herlhis 
M y  and cmegivers. Wote: Caregivm is a more inclusive tenn that is widely 
used in the field today.) 

The seventh learning objective read as follows: 

Integrate children with special needs into pre-school programs. 

The subcommitîee changed this objective to reflect a broader range of programs- The 
leaming outcorne reads: 

Integrate children with special needs into chifdkwe programs. 

The next item on the agenda of the January 20,1999 meeting was how the 

program should be deliverd We began with a discussion of how the original program 
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had been defivered, This was foliowed €y an open discussion about how the College 

must leam to acco~~llllodaîe the needs of post-diploma students who are juggling both 

careers and famiiy Ne. At this pin& a few suggestions about how the program might be 

I proposed that the program be divided into two sections- The fïrst section could 

acco~~ltllodate the ne& of those students who wanted to gain a greater cotnfort level 

when woricing with children with special needs and their fiimilies. At the end of tbis 

section, students could receive what 1 referred to as a Statement ofAchievement. The 

second section of the prognim would fffius on the changuig role of the resource teacher 

from that ofa person working with a child in a particular child-care center, to tbat of a 

resource consuibnt, a person with a caseload of chiidren in a variety of settlligs 1 

recommended that at the successfui completion of both sections ofthe Resource Teacher 

Certificaîe program, students would receive a certificaîe. The program flyer would state 
, i- 

that this certificate will enabfe graduates to qualiQ for jobs as resource consuitaats or as 

resource teachen working in agencies such as integrated childcare centers, school 

programs, family support programs, and treatment centers for children with special 

needs. This certificate would be recognized by the Ministry of Community and Social 

Services as the qualifier for a job as a resource teacher. 

The subcommiîîee members agreed with my suggestions and recommendations. 

They recognized the ment of dividing the program into two sectiom in order to fit the 

ne& of prospective students- They agreed that the Starentent of Achievement awarded 

after the completion of Section 1 codd act as a motivator for students to compfete the 
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program, in fad they hoped it would With regard to the ordering of the program courses, 

the subco mmiaee mabers agreed with placing the two field placements at the end of 

each section of the program instead of situathg them as the thud and surth courses as in 

the origimi program_ In this way the placements would serve to consolidate the theory 

learned in the classroorn and through independent study- Severai of the subcommitee 

members suggested that the final field placement could be done ushg a mentorhg 

system In response to this suggestion, 1 indi& tbat 1 expcted to inaugurate a 

mentoring process during the spring 2001 semester- With regard to the mentorhg i d e -  

the subwrnmittee members expressed concems about the lack of gualified people in the 

field who rnight be able and willing to mentor students. These wncems aside, they did 

agree with the direction and focus of the program îhaî 1 proposed. 

Another mggestion proposai by the subcommitîee members was a wmbination 

of distance e d d o n  and regular meetings. Apart fiom the appeal of doing some of the 

course work by distance and at a time that was wnvenient for the students, there was the 

appeal of reduced costs refating to o f f e ~ g  some of the program Ma distance &cation 

One of the main difnculties with on-site continuing e d d o n  programs is the problem of 

enroiment in programs, especially with those tbat extend over a period of  years. Unless 

there is a suBiCient number of students, who register for the entire program, the College 

generally cannot S o r d  to operate the program. The cost fktor appeared to be only part 

of the problem that the miginai Resource Teacher Certificaie program fitced With 

distance education propms, payment for the instnicîor and the overhead costs arc 
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pro-rated to the number of students in the course raîher than a set paymcnt for a course 

regardes of the number of students in attendance. 

Another problem we ddressed was the nict that the College has a reputaîion for 

offering programs and then cancelmg them before the studenîs are able to complete the 

requirements. The subcommittee memben did not want this to happn to the redesigned 

RTC prognun The wnsequence ofa closure again would be the College's complete loss 

of credibiliîy within the ECE wrnrnuaity. 

At the end of the session, I introduced the notion of adult leaming principles, how 

tnese could be applied to practice, and how the redesigned program codd reflect these 

principles. I proposed that the subcommittee members consider the following principles: 

(a) adults should be treated as leamers who need to have their individual leaming styles 

taken into consideration; (b) adults sîrive to be ~el~directed leamers; (c) adults require 

that their leamhg experiences be relevant; (d) adults need to be provided with 

opporhinities to reflect on their leaming, (e) adults want to demonstrate in a variety of 

ways "'how do they know they knod' the material king presented; and (f) adults 

appreciate learning that is in a respectful, caring, social environment Time for the 

meeting was nuining out, so discussion of these principles was delayed until the next 

meeting. In the meantirne, 1 suggested that the members read and reflect on these 

principles and try to relate them to their practice. In this way we couid anticipate a very 

lively and informative discussion at the next meeting. 

At the November 25,1998 meeting I had agreed to design a swey  by which we 

could gather information that the subcomrniîtee could use when redesigning the RTC 
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program, and that the subcommittee would be sending to selecfed agencies and child- 

care centers in the local area At the Imuary 20,1999 meeting I asked if anyone would 

vobîeer to help me with the survey- The members suggested that 1 draft the s w e y  and 

then bring it to the next subcommittee meeting for discussion and approval. 

The purpose of this s w e y  was to gather information in two areas: interest in the 

RTC program, and suggestions reganhg the delivery of the program. Therefore, I 

decided to divide the survey into two parts. Part 1 was concerneci with childcare 

workers' interest in the program. 1 began the s w e y  by exp1aini.g how the ensting eight 

courses would be divided into two sections. 1 expked that the rationde for this division 

was to break the program into two manageable sections, of which the first section wuld 

be completed as a unit unto itself with a Staternent of Achzevemenî awarded at its 

completion. Students could opt at that point to continue on with the program in order to 

obtain the full certificate, or they could withdraw h m  the program with the option of 

retuming at a later date to complete the second section In designing the s w e y  

questions, 1 asked how many people were interested in taking the whole program, or ody 

Section 1. With this information, 1 would be better able to determine the conmitment 

level of the potenrial cohort of students. For example, I asked : "How many of your staff 

are interested in pursuing this pst-diploma certificate?; How many of your s ta f f  are 

interested in taking oniy Section 1 at this t h e  (the option to continue at a later date is 

available)?; How many of your staff are interested in taking both Sections 1 and 2?". 
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Part 2 of the navey deait wim the delivery of the program Here I used a rating 

d e  in order to gather information regarding students' preferences for delivery. 1 sougtit 

feedback on whether the students wanted the program to be offered by distance 

education, onsiite delivery, or a mixture ofthe two. 1 asked the respondents to rate their 

preference on scale of 1 to 3 with 1 k i n g  the preferred option Once the respondents had 

decided on theu option, îhen those who opted for either on-site delivery or a mùmae of 

on-site and distance education were asked to rate their preference as to the times for the 

class meetings. These times included the folIowing options: ''Courses offered for 2 to 3 

hours per week on a designateci night (same night for al1 semesters) in the classrwm"; 

C+Courses offered once a month for 4 hours on a week night with assignments due in 

between the meetings"; or 'cCourses offered by distance education with reguIar telephone 

contact fiom the instructor." 

1 also included questions in the survey about field placement; however, I did not 

offer options. Instead 1 outlined how the field placement component of the program 

would operate and invited the respondents to comment on this plan. For example, 1 

explained that the second field placement "is taken after ail of the other courses in the 

program have been cornpIeted" 1 con- by noting that c'tbs placement should be 

completed in an agency other than the one in which the student is currently workuig. 

Students may need to arrange for leave days in order to complete the placement 

requirements." At this point, I wanted to rnake it very clear that even though the College 

was willing to individualke field placements for students, the students must make some 

personal commitments in order to complete the program. 
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The meeting set for February 24,1999 was canceled due to scheduling diffiicdties 

widi most of the members. March 10, 1999 was the date set for the next meeting Even 

with this change, most subconimittee members could not aaend 1 found this reality to be 

very disheartmhg. At this point, I senseci a growing lack of enthusiasm with regard to 

the RTC program even though the subcommittee members, onginally enthusiastic, had 

endomxi the concept of reactïvating the program. 1 also felt that the members of the 

subcommitke were not genuinely interestexi in the redesign process, especiw d e n  it 

began to involve more of thek time than nrst anticipateci The members were quite 

wiiling to let me do the research for the study and to redesign the prograni. My task 

M d  be to bring this information to the meetings for discussion and approval. The 

agenda for this meeting included two main topics: the swey and a discussion ofaduit 

learning pnnciples. 

1 presented the survey, which I had drafted, that wouid be sent to various 

agencies and childwe centers in the local and surrounding wmmunities. The purpose of 

the survey was to: (a) inform directors and staffthat the College was proposing to offer 

the RTC program in a redesigned format, and to elicit interest in such a program; (b) to 

rate the preferred delivery options of prospective students; and (c) to inform prospective 

d e n t s  of the field placement requirements. The respondents were also given 

opportunities throughout the s w e y  to make general comrnents regardlng the RTC 

program. The subco~nmittee members present at the meeting endorsed the s w e y  At 

least in their view, it should be well received by the ECE community, because many 
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child-care centers already were aware of the proposed rdvat ion of  the prograxa 1 

inforrned the group that 1 would be sending out 52 surveys and that the retuni date wodd 

be April30,1999- 

The second item on the agenda was a discussion about the six adutt 1earning 

principies introduced at the ianuary 20 meeting Because most of the subcommitîee 

members had very litîle knowledge and understanding of adult learning prhcipies, 1 

shared with them selected passages fkom various writers in the field of addt education 

that 1 consider to be relevant to the sîudy. h the handout 1 prepared for the meeting, I 

inciudd excerpts fiom Brooffield (1986), Knowles (1989), Merriam and Brocka 

(1997), and Vella (1994). 1 distilleci the writinps of  these various authors into five points 

that 1 thought codd be easily undersîood by the members of the subcommittee. 1 aIso felt 

that these points generaily reflected the members' views about d u i t  education based on 

our informal discussions over the yean. In s u m m q  these points-referred to henceforth 

as the six learning principles-became the subcommittee's philosophy and the basis on 

which 1 redesigned the RTC program (see Appendur A). 

Due to the s m d  nmber of participants in aitendance at the meeting, we 

adjoumeci to the cafeteria to talk informdly over coffee about our hopes and aspirations 

for the program. During the course of the conversatiou, 1 referred to the handout that 

contains the key points that later bewne leamùig principles. For example, when one of 

the members mentioned how advantageous it wouid have been when she was taking the 

program if students had been given more oppoRunities to direct their own field 

placement expriemes, 1 referred to the handout's second point, in which Merriam and 
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Brocken (1997) emphasize the benefits of seKdirec?ed learning- As the conversation 

progressed, the members who had been part ofthe original program, shared 

remembranices of fÎustration in some ciasses when the information king presated did 

not seem re1evant to their needs. At trie same tirne* they aclmowledged that tbere were 

many valuable leaming experiences, most of which tend on dialogue with other 

studems. These had been times whenthey had shared personal experïences, concems, 

problems, and solutions- Seemhgiy7 the opportuniity for dialogue was what they 

remembered rnost. This fact convinced me that opportunities for dialogue must be an 

integrai pazt of the redesigned program- 

Between the third and final meeting, I distriiuted the survey to 52 centres in the 

geogcaphical area of the College with the direction that it be returned by Apri130, 1999. 

As with many m e y s  that corne across the desks of managers, they are often put into a 

file and sometùnes forgotten As the deadiine approached, 1 phoned threequarfers of the 

centers to remind them about the survey and to request that it be presented at the next 

stafï  meeting so that a response could be given My retum rate was 33% ( 1 8 surveys). 

Uany of the suweys had multiple reqmnses representing the views of various staffat the 

centers. 

Tbe FinaI Meeting 

The final meeting of the cornmittee was held on May 12,1999. Again attendance 

was low. I reported the results of the mailed survey to the group. The findings of the 

survey indicated that six people were interesteci in completing only Section 1 of the 

revised program. They simply wanted a bit more lmowledge beyond what they had 
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received d h g  their ECE training, so that they codd feel more cornfortable in working 

wiîh children with special needs when opportunities for îhis type of work was offered to 

them in the future- They did not want to commit more tha. one year to the program 

because becoming a resource consultant was not their aspiration Twenty-five people 

were prepared to piimie the whole program- Five other people indicaîed that they were 

interest4 in the program, but at a later date. The nrst choice for the preferred delivery of 

the program was a mixture of on-site sessions and distance delivery, with the courses 

offered 2 hours every other week and working on assignments in between on-site 

sessions. The second option was o f f i g  d l  courses by distance education Most 

respondents indicated that while they preferred to work at Iheir own pace and according 

to their own tirnetable, they realized that there was great value in king able to get 

together to discuss various topics ofconcern and interest The wmments regarding field 

placements indicated thaî the respondents wanted these assignments to be as flexible as 

possible; that the College take into account their previous work experïences; and îhat the 

assignment be as individualized as  possible- These wmments were congruent with the 

views of some of the members of the subcommittee who atîended the March 10,1999 

meeting. 

The s w e y  proved to be an effect vehicle to transmit information about the 

proposed direction of the revised program and to gather input fiom perspective sadents. 

Even before the survey was distributeci, 1 was asked to present information about the 

reviseâ program at the Children' s Services Fee Assist Childcare meeting on Februmy 23, 

1999. Present at this meeting were most of the directors of child-care centers in the city 
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where 1 Iive. This meeting afforded me the opportunity to market the program, to 

asceaain potential interest in the program, to inform the directors about the m e y  1 

would be distniuîing to enwurage them to bring the revised program to the attention of 

their stafS and to retum the s r w e y  to me by the deadluie date. 

In my opinion, the survey was a useful tool for marketing the program more so 

than for @exhg Sonnation 1 felt that the sukornmittee accurately pinpointecl the 

level of interest in the program and the method of deiivery. The responses to the s m e y  

v&ed the need for the program to be delivered using a mixture of on-site and distance 

education. 

The other item on the agenda was the philosophy of the program. In my view, it 

was important to corne to grip with the philosophical base of the program before we 

decided how the courses of the original program would ultimately be delivered In this 

regard, a number of subcomrnittee members had expressed a desire to see more 

experiential teaching in the program rather than an excessive amount of theory. What 

they wanted to foster in the graduates of the program was a cornfort level when working 

with children with special needs. They c o n c d  that îhis outcorne was the key purpose 

of posî-dïploma training programs. In order to achieve this end, they suggested that the 

delivery mode should be flexible enough to allow for plenty of t h e  for discussion and 

reflection during the classes. The independent Leamhg activities also should be relevant 

for the individual students; in other words, they should not be blanket assignments that 

d l  students shouid be requùed to wmplete. 
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The nnal topic of discussion at the h4-q 12,1999 meeting concemeci the logistics 

of delivering the nrSt course. 1 had spoken with the manager of the Hinnan Studies 

Deptatment and had received permission, upon approval of the ECE Advisory 

Cornmittee¶ to offer the first course in the fàil of 1999 and to begin irnmedi;rtely to 

recniit suitable teaching candidates. 1 will comment on this aspect of the study later in 

this chapter- 

The subcommittee meeting portion of the study end4 at the conclusion of the 

May 12,1999 meeting. 1 thariked the members of the subcommitîee in aîtendance for 

tlaeir tmie wmmitment over the past se- months and for their input into the design 

phase- Even though I had chaired meetings in the pst, 1 found that this group was a 

challenge. First, the group dwindled in size Second, even though great enthusiasm for 

the study was show initially, it was not sustained As I mentioned earlier, they probably 

mderestimated the amount of t h e  thaî would be required when they volunteered to be 

on the subcommittee, 

The Xedeshed P r m m  

As 1 pointed out earlier in this thesis, I was only able to change 10% (courses 

W o r  hours) of the original program thaî had been approved by the Corncil of Regents 

in 1984. The Ministry of Education and Training imposed this restriction, and the 

College monitored it Mthough I experienced some initial resistance to a few of my 

ideas, fortrmately 1 had the support of the administration for the work I was doing, 

consequently we were able to arrive at a compromise. For exampie, I requested that the 

course inshuctor be paid for the fidi 36 hours of teaching t h e  even though there were 
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ody 18 student contact hours. In briec each course consists of 18 hours of on-site time 

and 18 hours o f  individual distance education At f k t ,  the ColIege administration wouid 

consider only paying for student contact time, which wouid have cut the program time in 

half(more than a 10% change), but 1 convinced them ofthe vaiue of the individual 

component. 1 assured them that the iastnictor would stiil be monitoring the students and 

rnarking the assignments relating to the independent study component of each course. 

While 1 was examining the archivai documents reWg to the history of the 

onginai Resource Teacher Certificaîe program, as a way to shed some Iight on the reason 

for the high dropouî rate, the thought stnick me that students involved in the redesigned 

program wouid need to be highly motivated in order to complete the program 

requirnnents successfully. Although the time commitments of the *dents would be 

demanding and wodd be especially hard to sustain over a 2 year period, especially in 

light of their work and family coII1IIiltments, 1 had to consider the motivation fiactor fht 

when redesigning the program. 

At the Jan- 20, 1999 meeting, 1 proposed îhat the program be divided Lnto two 

sections. The fïrst section would be compnsed of three courses and a field practicum, 1 

suggested that the name of the originai first course, Introduction tu Resowce Teuching, 

be changed to Studzes in ChiMzood EkceptionuZifies: Issues und Trends in order to 

broaden its scope. The second course, IndivdzrclI Program Planning 1, which involved 

leaming about the four main areas of prognun planning and how these areas related to 

meeting the needs of children with speciaI needs, remained the same. The course, 

Working With Fumilies, which focuses on how to be sensitive to the needs of f&Iies 
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and how to work with them for the bettement of the chiid, aiso remaineci the same. The 

final component of this first section wouid be the field placement. I recommended îhat 

this placement be implemented at the student's place of employment as long as there was 

a suitable fkmïiy wiiling to cooperate with the student For many of the students this 

requirement would not be a hardship because most have been worbg  with famiiies and 

cbildren reguiarly and have built a rapport with them This field placement could add 

more depth to their interactions with children and the fàmilies. The Prior Learning 

Assessrnent (PU) option that is offered by the College wuld allow some students, who 

have worked for years with children with special needs, to o p  for the development of a 

portfolio as a way to prove, based on their work experience, that they had met the 

learning outcornes for the particular course they wished to challenge. 

At the end of the first section of the program, 1 recommended that the students 

receive a Starmen? of Achievenzenr- From an administrative point of vîew, these are not 

difncult for the College to generate. In my opinion, an aclmowiedgrnent of the students' 

achievement in the program to date could motivate them to continue and complete the 

second section Students, who wished to stop at this point, would have a tangiile piece of 

evidence that they had pursued additional training in the area of special needs. At some 

point in thne they might decide to continue with the program and take the second part 

For those students who had already made the conunitment to continue in the program, 

the Statement of Achzevement would serve as a "pat on the back," congratui;tting them 

for reaching the halfimy point in the program. As 1 reminded the subcommittee when 1 

presented my suggestion, motivation is an important factor in adult education. 



With regard to the second section of the program, 1 recommended that it focus on 

the role of the resource consultant because the primary ta& of a resource consuitant ïs to 

work closely with the chiid-care center &and other prufessiollsils in order to deveiop 

wmprehensive progcams that meet the needs of children and their fhiiies- Therefore, 1 

suggested that the k t  wurse in the second section shouid be an dvanced course in 

program planning that takes a more indepth Iook at programing fkom the perspective of a 

consultant. The original wurse, IdNidua i  Program Planning Il, wntinued on fÎom 

where the nrSt course lefi off- In the redesigned program, this course focuses on the 

family model. The second course in Section 2, Advocacy in Childcare a d  S c b l  

Senings and the Commmity, focuses on the broader issues of helping families with 

special needs children, This course continues the discussion about some of the topics 

touched on in the fïrst course of the program, Studies in ChildlloodExceptiomiities: 

Issues and Trends- Co-ordimting Resourcesy the find classroorn coursey focuses on 

developing s W s  for conducîing research into specific topics and on how to present the 

hdings effectively to the public. 1 recommended that this course d l  be included in the 

program because resource consultants often must address groups of people as  a way to 

educate or to augment peoples' howledge about children with special needs. The final 

field placement, unlike the first one, which can be completed in the students' place of 

employment, is designed as a simulation of the role of the resource consultant. 1 

suggested that the course ùictude a formalïzed mentoring system that wodd facilitate this 

placement. Students taking part in this course would be required to determine their Iong 

and short tem goals. The purpose of this field placement is that stuâents simulate, under 
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the guidance of a mentor, the role of a resource collsultant an4 during this proce~ç, 

becorne more seIf-directed in their learning. 

In temis of the delivery of the individual coiases, the subcommittee suggcsted 

that the courses be offered on-site at the College every second Monday night during each 

semester for a toral of 18 hours The remaining 18 hours wodd be devoted to 

independent study on topics agreed upon by the instnictor and sîudents. This arrangement 

fit with what the survey respondents indicaîed as their preferred delivery mode. The on- 

site meetings would allow îime for spinteci discussion on topics in the course and on 

issues that are of immediate concem for students in their daily work The subcornmittee 

was of the opinion that tune for these spontaneous discussions was important, because 

students should have the opportunity to discuss issues of particular reievance to them. 

The independent portion of the individual courses, the distance iearning part, 

could provide students with opportunities to delve into topics generated by the course 

content that are of particular interest to them As a d e ,  adult students want their leaming 

to be relevant, so this is one way that this p ~ c i p l e  wuld be incorporateci ïnto the 

pmgnun redesign For exampie, in the course, Srudes in Chzldhood Exceptio~ïlities: 

Issues and Trenak, students rnight research syndromes that are new to hem; others might 

take the opportunity to focus on a syndrome of a child they were currendy working with 

in their place of employment In the Individual Program Planning I course, some 

students might choose to study a particular assessment twl in depth; others might choose 

to examine a variety of assessment tools and to compare the mexits of each one. The 

d e n t s  also would be given the option to present their independent sîudy material either 
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in a writtai or oral prese-on Because praxis is a large part of the independent portion 

of the ppogram,  each course now har a reflection piece in which the students comment on 

how their learning is afSecting their pracîîce and vice versa This report cari be shared 

with the instructor and with the other students, if desired, during cIassroom discussions. 

The bmuctor's task is to assure respect for the individual student's level of dîsciosure. 

Students wifI feel cornfortable sharing their ideas, opinions, and thoughts with othm in a 

RJpectful, carhg, social environment that an duit leamiag classroom should promote. 

1 purposely promoted the idea of the cohort mentaiïty in the redesigned program. 

M y  rationale for this inclusion is the fact thaî a cohort is a group of people who are 

wnnected together by some common factor, in this case the RTC program. In putting this 

idea into practice, 1 had three purposes: to create a feeling of cohesion withlli the group 

so that the students couid motivate each other by their support and by their determination 

to wmplete the pro-; to foster within the group a cornfort level with each other; and 

to promote the cohort idea, so that students wuld begin to network with each other and 

to continue this networkhg after they have wmpleted the pro-. In other words, their 

cohort would serve as the beginning of their consulting contacts. 

On Wednesday June 16, 1999,I presented my final report to the Early Childbood 

Education Advisory Conmittee. My presentation consisted o f  the history of the original 

Resource Teacber Certificate pro- starting with the original proposal to the Ministry 

of Colleges and Universities in 1984 and ending with its demise in 1990; a summary of 
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my c011versations with the former instructors and students; and an outiine of the 

redesigned program including the six adult leaming principles that guided the redesign 

process* 

The members of the cocomitee appn,ved the division of the program into two 

sections wiîh a Statell~ent of Achievemenî awarded afkr the first section is compIeted 

They recognized, as did the subcommitîee members, the motivational effect this wodd 

have on the students. The cornmittee was impressed by the retum rate of the survey, 

because many surveys have a less than 20% r e m  rate and we had a 33% rrtr<m rate- 

Many members felt that the combination o f c k o o m  and distance education was the 

most viable method for delivering the  pro^^. They were pleased with the level of 

interest show to date in the program 

1 then presented the six adult leaming principles that underpin the program. As 

each principle was mentioned, the members' heads noddd hiring the eaniing 

discussion, many members r d e d  some of their learning experiences as adults in less 

thsn fàvourable conditions. One member recalled that her first college course reminded 

her "'of king a Iittle girl again entering grade one on the first &y of school and feeling 

very inadequate." Another member told the story of the instnictor '"who never let us 

finish an argument as she always seems to have the right answer. It was her view or no 

view at d!" The Advisory Committee expressed the bope that the redesigned program 

wodd be able to live up to its philosophy. 1 assured them that it was my intention to see 

that it did 
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Finally, 1 outlined the plans for the fd of 1999.1 had spoken to the manager, 

prior to the meeting, about hiring an instructor to teach the nrst course pendmg the 

approval ofthe Advisory Cornmittee- The oirtcome of the meeting was unanimous 

approval for the redesigned program, 1 was given the green light to proceed as plamieci 

and to act as the coordinator of the program. 

During the summer of 1999,I prepami the flyer for the Resource Teacher 

Certificate progran I met with the marketing person at the College and mangeci for 

advertisemenîs to be placed in the local newspapefs. The nrst course of the program was 

also inciuded in the f d  continuhg education flyer. In consultation with the manager, I 

appached a member of the subcommittee to teach the first course- 1 felt thaî she was 

the logical choice because not only was she a graduate of the original program and had 

been actively involved in the subcornmittee meetings, but was well respected in the field 

In fm in October 1999, she was the recipient of the Chil&en2s SeMce Award given by 

the local branch of the Association of Early Childhood Educators. At first she was 

reiuctant to accept the position because she had not done much formal teaching 1 

volmteered to act as her mentor her during the course- 

Progress and Evaluation Stage 

In this section, I frrst review the Resource Teacher Certificate program after the 

redesigned program had been implemented for one year. I discuss each of-the courses 
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that have been o f f d  Second, I present the findings of a progtam ewaluation thai had as 

its pmpose to deamiine how well the adult leaming principles that underpin the program 

had been translated into @ce. - 
Twenty-seven students enroUed for the k t  wurse in the redesigned Resource 

Teacher Certificate program. They entered with a variety of e>qxnences in the fieid 

When I asked them wtiat attracted them to the program. their respotlses varied nom the 

repuration of the instniaor. to the need for the piece ofpaper to retairil their cuneot job. 

To orientate them to the phiiosophy of the program, 1 spoke infomally to the group at 

the beginning of the fint courseurSe 1 outlined the six adult leaming pnnciples that 

underpinned the program. and expiained the weekiy operation of the course. For 

exampIe, 1 explained how they would become self-directed in their leaniing as they 

progressed through the program. In other words, we would prepare them for the final 

field placement, so they wouid be cornfortable articulating their long and short tem 

goak and objectives. 1 also expIained that self-direction is also neçessary in theu work as 

resource consuitants. One student commented that she "was not very good at p- 

goals," but that she hoped to become better at i t  

The nrst course, Sndies in Chilmtood ExceptionaIities: Issues . and Trends, 

foc& on introducing the students to the role of the resource teacher,. reviewing the 

major syndromes, discussing the concepts of integration and nonnalization, and 

identifLing recent trends and issues in the field 1 retumed to the class again near the end 
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of the fidl1999 semester to elicit some informal feedback about how the students 

thought the program was progressing- Most students fond the course content to be very 

useful in their daily situations. In terms of the delivery of the course¶ they Wred the fàct 

that the class was offered every second week ALI of the students found the independent 

part of the course manageable. Some expressed their iack of  enthusiasm for the reflective 

report, but they understood the relevance of reflecting on how the theory thqr were 

leaming apptied to theV work situations. Of the 27 d e n t s  who sîarîed in September¶ all 

but 2 students completed the course. 

The second course, IndividtlCIi Progrmn Plomiuigl. began during the winter 2000 

semester. Enroiment dropped because some members of the cohort chose to pursue the 

prior leaming assesment option that the College offerd The course instnictor, a 

resource consultant fiom a neighboucing geographiical area taught the course. Her course 

focused on planning prognuns for children with special needs using the child focus 

rnodel, that many of the students were already using in theu work settings. I decidd not 

to meet with the students at the beginning of their course, instead I met with them near 

the end of the course. Most were still h f i e d  with the program, but they expressed a 

concem about the current course because some felt that they felt that they were not 

learning anwng new. Consequently, the instructor madined the assignments by giving 

the students more leeway in choosing topics for their independent study. During this 

meeting, the students told me that they were lodong forward to completing Section 1 and 

receiving their Statenzent of Achzevement. This fact indicated how important this 

seemingiy small motivator was going to becorne. 



83 

The third course, Workazg Wîth FmiIies, was offered during the spring 2000 

semester. The instnictor, d o  tau@ in the program when it was originally offaed, 

agreed to teach it again She has had many years ofexperience of working with chikiren 

and aduits with special needs. When she presented the stuQnts with the refiective 

j o d  component ofthe course, they voiced theu dislike for this assignmet She 

handled the situation welI by asking the students for theü ideas on how to fùEl this 

requiremenî for the course in lieu of the refldve j o d  assignment. The students 

suggested a broad spectnnn of ideas ranging from scrapping the assignment altogether to 

iastnictor-student interviews. The final decision regarding the assignment was a variation 

of a j o d .  In other words, each time the students met as a class, they wrote a report on 

what they had leamed in clas and how it miated to a parti~uiar situation in their w o k  

As aduit leamers, they felt respectai by the instnictor and they fond  the5 report writing 

a good way to evaluaîe their learning. 

The finai course in Section 1, the field placement, was ako offered in the spring 

2000 semester- The instnictor was a resoufce teacher at a local chiid-care enter. Many 

students chose the PLA option based on tbeir experiences in the fieid For most students, 

the field placement component gave them the opportunity to be self-directed in theu 

learning. They were required to locate their own placement sites if they chose not to do 

the field placement at their work place. Some students needed to negotiate time away 

fiom work in order to fblfil the course requirements. The instructor met with the students 

on an individuai basis in order to monitor their work and to discuss any issues or 
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concerns that they had with the field placement assigrment, All of the students, who 

enro11ed in the field placement course, compIeted it 

I spoke to many ofthe studenîs in the program over the wurse ofthe first year of 

its operation. They seem to be pleased with their leamhg not only in terms of the course 

content, but also the delivery. At the end of the fidl 2000 semester, I formaiized the 

evaluafion process by asking each of the current srudents to complete a program 

evaluation form (see Appendix B). 1 invited them to make comments regarding the six 

key adult learning principles that underpin the program. For the nrst principle, aduits 

should be treated as leamers who need to have their individual learning styles taken urto 

consideration, one student wrote, "In ail the courses, 1 feel we have ken  treaîed as adult 

leamers, respecthg the fact that we have outside jobs, tami1ies7 etc." One student, in 

commenthg on the second p ~ c i p l e ,  adults strive to be self-directed Leamers, wrote, "I 

believe the program is headed in that M o n  The first few courses were more teacher- 

directeci." Another student wrote, '3 have been chdienged to direct my leaming" 

However, another student expressed a concem. She noted that "selfdkction is very 

important and at the same thne 1 felt more was required. Often when we asked for 

clarificaîion we were given no more information than what was in the original hand-out" 

For the principle, adults require that their 1e-g expiences be reievant, one student 

wrote, '7 bave my ECE but this course somewhat veers in a different direction that am 

unfamiliar with and challengeci by." Another student commented that ''1 fPel we have had 
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excellent exgmiences and tbat we wiU have more intereshg expiences in future 

coursesUllSeS" ConCanmg the princip1e relating to refiection on their learning one Went  

wrote The reflection bas made me aware ofmy persona1 strengths and needs which 

makes me aware ofmy biases. This materiai shouid then be reviewed and goals set £hm 

these revkws." The one principle that the students appeared to have the most diBFicuity 

with was demonstrating "how do they h o w  they know" the maferid king presented. 

Some felt that the assignment. in the courses were graded for effort raîher than content 

Others felt they needed more direaion and daail in order to enhance the work taught and 

leamed Several of the -dents did not comment on this Ieaming principle. The final 

principle, adults appreciate leaming that is in a respectfid, caring, social environment, 

eficited the most positive comments. Examples of some comments are: 'Enjoyed coming 

to class with sorne farniliar faces and knowing new persans coming from a distance"; "I 

felt understood when a class had to be missed due to home life"; and: 

Certainly the teachen and peers have been respectfirl of one another socidly as 
we are professionally. This is so important as we work in a d l  community and 
we are required to act and treat others in a professional and respectful way. 

For theu part, the ùistructors have endeavoraed to uphold the philosophy of the 

program through their teaçhing. The cohort is becoming more whesive, a developrnent 

that is viewed by the students as a positive aspect of the program. This feeling is 

expresseci by one student who wrote, "Partiy due to the fact that we have had the same 

group of peuple, this has been a very caring and respectfiii environment to leam in 

Teachen and students have been very helpful." In the next chapter, I discuss the redesign 
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piocess, the impiementation of the program, and the evaiuation of the program up to the 

end of the Grst year in terms of the literature revïewed in the second chapter. 



CaAPTER 4 

DISCUSSION OF THE OUTCOME: MALYSIS AND INTERPRETATION 

The purpose ofmy nudy was to redesign and implement a pst-diploma program 

for earIy childhood education graduates based on adult learning principles. The data that 

1 dected came from three sources: interviews with fonner students and instnictors who 

took part in the original program; meetings with members of the ECE advisory 

subcornrnittee; and a survey of child-care workers in the College's catchment area In 

this chapter, 1 discuss how I redesigned the RTC program based on the data collected and 

the literature reviewed, and how six adult learning principles, identified as relevant for 

the task have been applied 1 first discuss the consistency of my fhdings with the 

literature on program planning, in particular program evaiuation Next, I discuss how 1 

applied the six principles of adult educaîion to pfactice, in light of the literature. 

Following these two discussion sections, 1 provide conclusions and recommendations for 

adult educators engaged in redesigning pst-diploma progams. 

Program Planning 

M y  study focused on the redesign of an existing program. The development of the 

program had been completed at the time that the original proposal had k e n  submittcd to 

the Ministry of Colleges and Universities in 1983. As 1 undemood it, my task was to 

ascertain whether the prograrn had value and whether a sficient nurnber of people had 

an interest in taking i t  Once these questions had been annvered positively, I then 

Cntically examined the original program to discover why it couid not sustain a sufficient 

87 
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number of students in order to keep it functioning Following this task, I began 

redsigning the progtam based on adult learning principies. My first task was to examine 

the literature on program pianrurig in order to 6nd a model that would heip me in the 

redesign process. In the section that follows, 1 bnefly summarize my findings, discuss 

these in iight ofthe literature presented in chapter 2, and explain my conclusions with 

respect to the various program plannurg models. 

In my examination of the literaturet 1 discovered Apps' (1979) genenc, five-step 

model that essentially involves three areas: assesment, design of instruction, and 

evaiuation Flowchart or system program models such as those designed by Caffaella 

(1994), Dean (1994), Diamond (L998), Houle (1996), and Murk and Wells (1988) al l  

foilow a variation of the generic model. Each clah, however, that their models have 

-ter flexibility or are easier to use and understand. Another category of program 

planning models is descnbed as conceptual, because they are based on assumptions and 

principles; for example, the Brundage and MacKeracher (1980) model is bas& on 

assumptions and general principles, which can be applied to program planning using f i e  

basic planning steps that are very sMilar to the generic model. 

1 found that these program planning models, either the linear or conceptual, did 

not specifically address the process of redesigning an exïsting program. AcbLally, what I 

needed to do was to start with an evaiuation of what had gone on in the past before 1 



89 

wufd make any changes to the program. C ~ l l a ' s  (1994) modei, even though it is 

Iinear in nature, offèrs whaî she refm to as C'pracîicaI ideas for making decisions" 

(p. 17) in the pIanning proces. Although 1 found her mggestions usefiil and her modei 

flexible, no &on was made of how her model wuld be used in redesigning a 

program- 

The conceptual models, however, offered a bit more flem'bility in terms of 

suggesting at wtiat point evaluation could occur. Boone (1985) describes his model as 

being "holistic". His approach incoprates a unified and comprehensive concept of 

prr35gga1nmbg w i t .  a framework of thRe essentid interrelateci subprocesses which he 

refers to as: planning, design and implementation, and evaluation and acc~untability~ In 

what order each occurred or how they interact, appears to be up to the program plamer. 1 

fond this concept to be heipful in the redesign process as  I needed to examine each of 

the subprocesses of the original program plan, not as individual entities, but as 

intenelated units. 1 also found Cervero and Wilson's (1 994) ideas usefùl. They caution 

that program planning can not take place without considering the concepts of power, 

interests, negotiations, and responsibility. In redesignhg the RTC program, 1 realïzed tbat 

these concepts were very important For example, with regard to power, 1 had to 

negotiate with the College administration the rate of pay for the instructors who would be 

oniy in direct contact with the students for oniy 18 of the 36 hours of each coune. In the 

original program, the couses included 36 hours of mident contact However, in the 

redesigned program, in response to d e n t  needs, this t h e  was cut in half 1 had to 

convince the administration of the value of the independent midy portion- of each course 
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in order to justify full payment for the instnictorsTS The rpdesigned RTC program also had 

to serve the interests of both the early childhood education fieid and the College. I had to 

- .  convine ECE nnministtatnrs and their associaies that the program wodd provide the 

field with a greater number of qiialified resource teachers. At the same tirne, 1 had to 

- * 

convince the College -on that its crediïiIity in the ECE comrnuuity would be 

reesîablished by offering a pst-diplorna pro- that was badly needed in the 

wmmunity, and by d e h e ~ g  the program in such a way that students wodd be 

rnotivated to complete the program. 

1 concluded fkom my review of various models of program planning that although 

none of the rnodels speci-fIcally addressed the redesign of  a program, 1 could use the basic 

elements of the planning process for the work I was doing. For example, the 

subcommittee and 1 reviewed the original learning objectives and revised them to reflect 

current trends and jargon in the field I ais0 gathered data using a survey to asses the 

needs of potentiai students with regard to the delivery scheduie of the program. 1 then 

redesigned the course delivery by dividing it into two sections and reordering the courses. 

On completion of the first section of the program, which took one year, the students 

received a Statement ofAchievement- AAer compieting both sections, which took 2 years, 

students received their resource teacher's certificate. I reordered the courses within each 

section so that the field placement component would corne at the end of each section 

aRer the in-class theory work had been completed In other words, field placement, in the 

redesigned program, is viewed as a consolidation of theory- 
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Wth regard to program planning models, 1 selected fkom those F reviewed what 1 

comidered best for the task 1 had voIu11teered to do- Therefore, 1 kgan my study with an 

evaluation of the or ig ïd  program, because in rny view this was the logical place for me 

t o m  

In some rnodeIs of program planning (e-g Borne, 1985, Brundage & 

MacKeracher, 1980, Caffhrella, 1994, Cervero & Wilson, 1994), evaluation is one of the 

major sub-processes. Along with the other sub-processes (planning, design, and 

irnplementation), evaiuafion cau occur at any point in the process. In other words, 

evaluation is viewed as a way to provide a holistic approach to program planning. Even 

though eduation is recognized as king a key component of program planning, Knowles 

(1980) and Brookfield (1986) acknowledge that when Ieft to the end, it is often 

fkquently done half-heartedly- 1 wanted to avoid falling into this trip, because one ofmy 

objectives was to make a program that had originally failed, a success. The tirnehune of 

my study dictaîed that 1 would not be able to determine the end results of the redesigned 

program mtil well d e r  my study had been completed, specifically in the fd of 2001. 

Based on the work of Caffgrella who defines evduation "as a continuous process that 

begùrs in the planning phase" (p. 1 19), 1 quickly determined that 1 needed to wnduct 

evaluations at various points in the redesign process in order to monitor its progress. By 

m o n i t o ~ g  the progress of the redesigned program throughout, 1 would be able to adcires 

pressing concerns and deai with them before any disgruntled students decided to leave 
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the program However, before 1 could put my evailuation plan in motion, 1 had to evaluate 

the original prograrn 

The £kt forma1 evaluation o c c d  at the beginning of the study. My objective 

for this w a l d o n  was to gather information about the original program as a starting 

point for its redesim Using CaffateUa7s (1994) evaluaîion model, and ideas gleaued 

nom Vella, et al.'s (1998) definition, 1 de- the purpose of this evaluation and how 

the results would be used. VeUa et al. caution that it is important not to have '%O many 

piaposes for evaluation at one t h e  or the design will be quite complex and the 

information gathered difficult to interpret7' (p. 16). Keeping this point in miad, 1 limited 

the purpose ofthe evaluation to ascerraining fiom students and instructors, Who had 

taken part in the original program, their perceptions of the program, reasons for its 

fàilurey and recommendations for the redesigned program. 1 used inteniews as the data 

collection technique. Based on the findingsy I made recommendations for changes in the 

original program. For example, foxmer students ktervïewed had recommended that field 

placements have more fiexibility, and that course content have some individudized 

components as a way to capitalize on students' interests. Fomer instructors had also 

recommended that the fieId placements be individualized and that the entrance 

requirements, specifically the one year of related expenence in the field, be upheld 

The next evaluations were informal ones wmpleted during the fa11 2999 and 

winter 1000 semesters. In effect, these evaluations correspondeci to Kirkpatrick's (1983) 

Level 1 evduaîïon, or what he refers to as the "reaction7' Ievel. 1 decided to do this type 

of informal evaluation because it was important, at this point in the RTC program, to 
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determine the reaction of the students to the redesigned program. Kirkpatrick defines 

remion as '%ow weil the traînees Wred the training program- (p. 101). From informal 

conversations both with individuais and groups of studenîs, 1 concluded tkî, for the most 

paz& they were sa.tisfied with the RTC program, and planneci to continue with the 

program to iîs conclusion 

I completed a second forma1 evaluation of the RTC program during the fa 2000 

semester. 1 took the opportunity, at the halfway point in the redesigned program, to a& 

the students for their reactions, specincally with regard to the six adult learning 

principles that formed its foundation In denning program eialuaîion, Vella, et al. (1998) 

explain that evaluafion is a process of "getting feedback on perceived gaps between wtiat 

we said we would do and what actuaily happened for the leamer" (p. 1). This idea is 

consistent with Bmdage and MacKeracher7s (1980) admonition to gather "ongoing 

feedback or assessrnent of progress so as to rnodie M e r  activities and define new 

needs and problems" (p. 82). 1, therefore, resolved that a formal evaluation at the midway 

point of the redesigned program was cruciai to my study. 

For tbis particular evaluation, 1 used Knowles' (1980) evaiuation process 

wnsisting of four steps. Fint, I formulateci the questions that I wanted answered, 

specifically how the -dents regarded the redesigned program and how well the six adult 

leamùig principles were being put into practice. Second, 1 gathered the data using a 

written questionnaire. Third, I analyzed and synthesized the students' respnses. Fouah, 

based on the findings of this evaiuation, 1 advised the instmctors regarding better ways to 

maintain a positive learning climate within the cohort M y  approach was consistent with 



94 

the fiterature on adult I d g  For example, Cross (1981), BrookfZe1d (1986) and 

Kwwles'(1980) urge addt educators to not oniy recognize individuai duit learning 

styles, buî to validate them Respecting these differences is a way to create a leaming 

environment that promotes self-worth, a -or whkh is very important to successfid 

Another uisight from m y  study was the importance of the program delivery- As 

mentioned previously, the origiaal prognun consisted of 3-hour classes every week 

during the semester. UnfortunateIy, tb.k fotmat was not one that appeared to work In 

redesigning the program, 1 decided thaî a difKerent format was needed. Therefore I tumed 

CafkeIla's (1994) program planning modei because one of her steps is to detemine 

formats, scheduies, and staff needs- As she puts it, one aspect of program planning is to 

"devise a program schedule tbat best fits the format(s) chosen and the participants' 

personal &or job wmmiîments" (p- 21). The key here is to decide on a format thaî fis 

with the neah of the students. In the evaluation of the redesigned program, the *dents 

touched on this point when they were asked to comment on the principie that caUs for 

learning in a respectful, e g ,  social environment Because of their comments, 1 came 

to understand that respect for their personal Iives and job commitments is ves, important 

for them. This respect was exhibited in many ways. For example, each instnictor aliowed 

the students the choice of presentation dates which would fit with their personal 

schedules. Combining this factor with the redesigned format for the program; that is, 

classes every second week signaied to the students that the course instnictors and the 

program plannefs (myseif and the subcornmitke) were Listening to hem when we asked 



about uheir needs. Findy, in a4alyzi.n~ the findings of the formal & d o n  of the 

redesigned program, 1 was stnick by the fàct of how important it is, especially in a post- 

diploma program, th& the les- be relevant This was consistent with Bnmdage d 

MacKeracher's (1980) P ~ c i p l e  1 1 which states: 

Adult learning tends to focus on the problems, conceInSi tasks, and neeàs ofthe 
individual's current Me situation, Adults are hi- motivated to leam in areas 
relevant to their current developmental tasks, social roies, We crises, and 
transition periods. (p. 103) 

This principle was obviousiy very important because mimy of the students in the 

program were there to acquire the necessary certification as an assurance that their 

positions at work wouid not be put in jeopardy. Many of these students were alrrady 

performing the job ofresource consultant; therefore, the RTC program was not 

something they relished doing. For this reason, it was vitally important that their time 

would not be wasted Once in the program, however, many fomd that they were l e d g  

new information, and couid apply it directly to their work, thus they were motivated to 

continue with the program to its completion. Knowles' (1989) fifth assumption in fis 

- andragogical model, orientation to leamuig, also supports this finding. He believes tbat 

learning experiences in addt education should be "increasingly organized around Iife 

t%sks or problems" (p. 84). In the next section, 1 discuss in detail the application of each 

of the six adult ieaming principles to the redesign process of the Resource Teacher 

Certificate program. 
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Applying Adult Learning Theorks and Principles to Practice 

When the decision to offer the program again was made, one of the key 

comideratiom was how to sustain the necesary level of enrobent At this point 1 

suggested thaî the comrniîîee redesign the program based on duit Iearning principles- 

This suggestion was based on my readings of various authors in îhe field of  adult 

e d d o n  (Brwffield, 1986; Cross, 1981; KnowIes, 1980; Knox, 1977; Merriam & 

Cafkella, 199 1; VeUa, 1994). 1 was especially infiuenced by Brooffield (1986) who 

proposes six principles tbat focus on the fhciiitation of leaming- niese prïnciples include 

participation, mutual respect, wUaboration, praxis, critical reflection, and seIf-direction. 

These points are evident in the foiiowing principles: addts shouid be treated as learners 

who need to have their individual learning styles taken into consideration, adulîs strive to 

be seIf-directed learners, addts require that theU learning experiences be relevanf adults 

need to be provideci with opportunities to reflect on their learning, adults want to 

demonstrate in a varieîy of ways "how do they h o w  they know" the material king 

presented, and adults appreciate learning that is in a respectfiil, caring, social 

environment 

Individual Learnin~ Stvles Should Be Takea Into Consideration 

Both Knowles (1980) and Cross ( 1  98 1 )  focus on how the adult learner is dileFerem 

fiom the child leamer. One of the major ciifferences is the acknowledgment that addts 

have comparatively richer life experiences than children. Furthermote, aduits organize 
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these experïences differently- Knowles views this Iife experience as a reservoir that 

functions as "a nch source for learning" @- 44). 

A knowledge and understanding of how important life experiences are in adult 

Ie(amilg as well as  an understanding of adult Me development nui help the adult 

educator better understand individuai leaming styles. Jawk (1983) suggests that the 

learner brings to every 1earni.g situation his/her CCpresent concept of himseif [fierseIfl; 

memory and past experience; emotions and style of learning; physical body" (p. 80). I 

leamed nom my inte~ews with students who had taken part in the original program, 

that past educational experiences had an impact on their perceptions of what they 

consider to be important leaming outcornes of a program. For example, one interviewee 

felt that the program overlapped with much of what she had already taken Instnictors 

also bring to the program their ideas of what shodd be learned. This fact was apparent 

when one instnictor of the onguial program told me during our inteniew that some 

topics, which she had considered to be important, were not covered in the original 

program- 

Jarvis (1983) points out îhat individual learning style is a combination of various 

types of leaming styles, whïch have ben identifia and that often overlap. He explains 

nine of the most fiequently mentioued learning styles by wmparing opposites, for 

example: active versus passive, focusing versus SCSII1Iilng reflection versus ïmpulsivityty 

Jarvis cautions adult edwaîors to keep in mind learnllig styles when they pian programs 

and individuai learning activitïes. Kolb (1984), too, reminds aduit educators to keep 

individuality in learning in the forefront of the planning process- 
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In my stuc@, both the subcommrmmrttee members and I clearly identifid the need for 

the students, who took part in the RTC pro- to be treated as addts and to have th& 

individu81 leaming styles vafidated. We agreed that this principle was important because 

many of these adutts were returning to school a £ k  many years. Some subcommiîke 

membm remembered their past leaming experiences as king quite painful because the 

programs they were taking were very rnuch child-oriented, causing some ofthem to feel 

qiiite inadequate and uncornfortable. Co~l~equently, students offen lefl the programs 

disgnmtled and disillusioned Because the subcommittee did not want this to occur in the 

RTC program, one of our main objectives was to communicate clearly to each course 

instnictor the importance of treahg their students as adulîs, who have individual 

ieaming styles that need to be recugnizea As Kolb (1984) exphim, 'The leaming 

process is not identical for al1 human beings" (p. 52). 

One of the cornplaints about the original program was that the courses were 

"pitched" too low because much of the content the students already knew fiom their 

experïences. Another complaint was that the courses were too difficult Those who 

voiced this cornplaint, were uruaIly the students for whom the admission requirements of 

at least one year of work experience had been waived, Although this example refers to 

the lack of expenence as the problem, some of the cornplaints about the onguial program 

can dso be attributed to differences in leaming style. For example, students interested in 

abstnict ideas might have found the content devoid of these ideas; students intefested in 

the immediate application of ideas might have found the discussion of ideas a waste of 

the.  The instructors, seemingly. did not account for these differences in ability and 
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leaming style, and did not try to adjust their CO- content accordingly. The 

consecpence was a general dissatisfaaion with the program. Based on this information, I 

asked the hstrwtorsy who delivered the courses in the redesigned program, to use a 

varkty of assignments and presentation methods that would cater to individuai learning 

styles. As Bmffield (1986) puts it, addts leam throughout their lives and they "exhibit 

diverse leaming styles, cognitive procedures- mental sets-and leam in different ways, at 

different h e s Y  for dinerent purposes" (p. 3 1). Consequently, when students retum to 

Iearning situations, they demand to be treated as addts, not children, In the evaiuation of 

the redesigned program, students reacted favourably to king îreated as adult leamers, 

wbo had their individual leaming styles recognized As one student noted, Y believe thaî 

we have been treated faùly and on an equal level with that of the tacher. m Felt more 

cornfortable to share wmments." 

Adults Strive to Be Self-Directed Learnerg 

Brookfield (1986), in writing about self-direcîed learning, acknowledges that 

adule tend to "exhibit a tendency toward self-directedness in their learning" (p. 3 1)- His 

sirth principle of e f f d v e  practice focuses on self-tion He encourages fziliîators 

to assist leamers in becoming self-directed, because in his opinion self-directed leaming 

is "the most distuiguishing characteristic of adult leaming7' (p. 65). He believes that in 

order for adults to becorne self-directed leamers7 they not only have to develop s u s  

such as how to locate resources or to retrieve information, but they also must leam how 

to set their own leaming goals and then identi@ an evaiuative aiteria to measure them. 
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A f k  much discussion concerning the concept of seE-directed Ieaming the 

subcornmittee mernbers decided to include it as one of the guïdïng principles of the 

redesgned program They di4  however, express conce~ls about how it wodd actually be 

transiated into practice- At this point, 1 suggested that the independent study component 

ofeach course wouid lend iîseifvery nicely to self-directed leamhg- Instead of the 

instnictors assipnùigtopics and directing the component, the midents could take fidl 

responsibility for this ta& The role of the instnictor wodd be advisor and facilitatorr X 

a s s u d  them that as the sîudenîs moved through the program, each of the courses would 

becorne more seE-directed until the final field placement was reached At this point in 

the program, the students would be d e l y  responsible for developing and demonstrating 

their long and short terms goals and objectives, and deL. ' ' g how they would 

evaluate themselves. This part of the prognun would prepare the students for their role as 

resource consultants/teachers, people who need to be very setf-directed in their work 

Brwkfieid (1986) clsu'ms that self- learning is "a matter of learning how 

to change our perspectives, shift our paradigms, and replace one way of interpretbg the 

world by another" (p. 19). He continues by noting that leamers must be prepared to taLe 

wntrol of their learning, particularly in institutions where a more traditionai mode of 

learning prevails such as at the College, where the traditional mode1 of  learning is 

prevdent. Although imoads have ken made by individual insîructors in d g  

nontraditional teaching methods, such as having the students generate l e d g  outcoma 

for courses and encouraging them to take an active part in group assignments, 

dortunately, the College administration continues to request that learning outwmes be 
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determuied before the students begin any course. In the redesigned program, the theory 

cornses are designeci with an independent wmponent so that the students can at least be 

 se^^ in this part of the program 

Knùwles (1980) agrees that seIfairected Iearning is essentially an adult ad*, 

he stresses the fact thai the ka--teaching transaction is one of mutual responsïbility 

between the studeds and iasbnictor~~ This point is hlgbIighted in the redesigned program- 

Both students and iastnictors have a clear responsibility to ensure that the leaming 

environment is conducive to promoting productive discussions of the topics being 

presented at each class meeting KnowIes refm to the insîructor's r d e  as that of a 

"procedural technician, resource person, and coinquirer; more a catalyst than an 

iastmctor, more a guide than a Wizard'' (p. 48). 'This role is evident in the designed 

RTC program- The -tors view themselves as facilitators of lesirning especially in 

the field placement components of the program The students are requûed to determine 

îheir long and short terms goals and objectives, carry out their plans, and evaluate their 

leamhg in cunsuitation with the instnictor. One student noted on her program evaluation 

that "the program and courses faciltates seIf-directed learning. Many of the assignments 

have been directed to us p e m d y  and what we m t  to leam for ourseives 

professionalIy." She evidentiy viewed self-directed l e d g  as important. As Memam 

and Brocken (1997) point out, self-directed leaming allows learners to plan, implement, 

and evaluate their own learning Self-direction is a way that learning experiences becorne 

reievant 
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A d u h  Reanire That Their Legm i-riences Be Relevant 

The need for relevant learning experiences is echoed in the works of BrwffieId 

(1986), Brundage and MaEKeracher (1980), Knowles (1980), and Vella (1994). The 

defining point of adult education for each of these authors is its orientation to Iearning, 

which shiffs nom being subject oriented to king task or problem oriented For example, 

as Bnmdage and hkKeracher explain, adults are very highly motivateci to leam when 

the focus is relevant to %eir ciimm developmed tasks, social roles, Me crises, and 

transition periods" (p. 103). In kilitating relevant leaming experiences, Vella points out 

tbat aduits "needto see the immediate usefbhess of new leaming" (p. 16). Knox (1977) 

concurs with this fact, and suggests that effective addt learning uivoives "an active 

search for meaning in which new learaings build on current cornpetence" (p. 465). By 

recopniang this fact, insbructors can decide how to best organize their classes to achieve 

this end In the RTC program, the instructors made evexy atiempt to blend the necessq 

theory with relevant experiences. For example, in one course (lndividzml Progant 

Planning l), the insmictor asked the students to research an assessrnent tool that could be 

used for diagnosing the developmental level of children with special needs. In the 

subsequent field placement, they were able to use this tool to help in determining a 

child's level of development in order to plan a more effective program. 

For the most part, the students in the revised program recognized the fact that 

their learning experiences were relevant The foliowing is typical of some of the 

comments on the evaluationr "The best learning experience was doing the Workng With 

Fmiiies course. I felt the leaming was more defined and it addressed the students' 
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concenu in this area" From informal conversations with several of the students eariy on 

in the program, same felt that several of the instructors seemed more attuned to the field 

ofadult education and thus to the needs of the stuâents. When appraised ofthis fact, 1 

spoke with new course insttuctors to remind them of the program's cornmitment to 

principles of adult Ieaming In one case7 1 acred as mentor for an instructor, who was not 

frimiliar with teacbing- 1 assisted her throughout the course by helping her to plan her 

course delivery so thaî it wodd reflect adult learning principk 

ts  Need to Be Prdded Witb O p p o w e s  to * .  
on 

Both Brookfield (1986) and Vefla (1994) agree that refiection or praxis is an 

important component of adult leacning- Mezirow's (1991) perspective transformation 

theory also has a strong grounding in re f ldon  In essence, each ofthese writes believes 

that reflection on past and present experie~lces is important in order to make meaning and 

to help leamers recognize the usefiilness of  new information in their current situations. 

At the subcornmittee meetings, when 1 presented the concept ofpraxis, the rnembers 

were mure  of how it would be implemented in the program- For many of them7 praxis 

was not a major component of their pst  leaming experiences. To better açqw.int the 

group, 1 guideci them through a discussion of the term by referring to Vella who describes 

praxis as "description, analysis, application, and implemeatation of new leaming7' 

(p. 11). Once the tem was explained to them they began to recall times when they were 

asked to reflect on their leaming. Most agt-eed that this was a good way to learn and that 

this type of learning shouid be encourageci in the redesigned pro- Most of the 
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Ilistnictors relied on the use of case sîudies as a way to apply the principle of praxis. For 

part of each course reqinrement, the sîudents had to write a reflective j o d  on their 

leamhg In the first corne, Shrdes in ChiI&OOdEXceptiodities: Issues and T t e d ,  

the d e n t s  seemed to enjoy Wnting about theV leaming experiences as evidenced by the 

length of theu journal entries. In the second course, Indivdtial Program PIming 1, the 

instniaor reported an undercurrent of resentment regardiog the reflective joiimal 

component of the course. This fkct manifested itselfin the q d t y  ofthe journal enîries; 

they were not as long or as indepth. 

Unfortunately, the instructor for the third course, Working With Fmilies, found 

herself fâced with a class revolt when she announced that one of the course requirements 

would be a refiective journal- The students clearly did not want to write another 

refiective journal. Rather than demanding that they write one, she wisely suggested îbat 

the students decide among themselves what they wanted to do. In the end, they decided 

to do reflective reports based on the topics of discussion in each class. The students, 

although they rrcognized the value of reflection, seerning1y were unwiiling to do another 

reflective journal because they found the task arduous, and because it took too much 

t h e  away h m  leaming new information. I found this point sipificant M e r  consulting 

with the instructor and speaking infomally with the students, 1 discovered that the 

students viewed praxis as king an isolated le-ng event rather than one that is an 

important part of the total learning process. As a way of addressing this problem, 1 

suggested that the instnictors tq to build the reflective component of the course into eaîh 

l d n g  activity without singbg it oid, thus making it a more naturai part of the l h g  
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process rather than an evaluafion reqyirement This approach would be more in keeping 

with VeWs (1994) description of praxis as a process of "doing-reflectingdeciding- 

changing-new doing" (p- 12). 

To Demonstrate a Variety Of Ways Wow Do Thev Know Thev Know" 

A program can be well designed and delivered, but if there is no tangiible 

evidence of learning taking place, îhe question tKcomes, "Cm the program be considered 

a success?" Boone (1985), in his mode1 of prognim planning, addresses the issue of 

monitoring planneci leaming experiences, He mairitains that once the learning is 

acfivated, which in my study was the deiivery of the cornes, the next task is to "dwelop 

and irnplement a systematic approach to obseNùig, studyïng, and monitoring the leaming 

activities" (p 162). Boone maintains that effective two-way communication i s  vital to 

monitoring these learning activities. As a way ofpldting this idea into pracfice, 1 asked 

the instructors to keep in contact with me throughouî theïr courses, and to kt me know of 

any studentys concems- 

Boone (1 985) also asks7 "Whose sole is it to provide continuhg feedback and 

reinforcement to adult leamers?" (p. 164). He believes thai it is everyone who is involved 

in the leaming activities, k m  îhe instmctors, to the resource pefsons, to the 

organizaîioa Students in the RTC program were given feedback on a regular basis 

throughout their courses, either infonnally or through Wntten CommentS. Whaî becornes 

clear is that when one ûies to put this principle into practice, much of the climaîe setting 

in the leamuig environment depends on the individual instniaor and the rapport that she 
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or he esîablishes in the classoom starting nght fiam the f h t  night of the course- I 

suggested to the subcornmittee tbat I attend the first night of the program {fa 1999) in 

O& to "set the stage7' for the leaming joumey ofthe students for the next 2 years. 1 did 

so, and 1 have continueci to visit the various classes at some point during the course in 

order to get a feel for the mood of the stuclents as they p r d  through the pro- As 

the coordinator, 1 feel that it is my role to monitor the program as a whole in order to 

detennine both the students' and instructors' satisfàction with it Ifprobfems occiur, I can 

address them immediately. 

Dean (1994) notes that the reason for evaluaîïon is to ascertain the students' 

cornpetence in the goals and objectives thaî have been established for the course or 

program. In considering what to evaluate, he looks at seven areas: students' reactions to 

the learning experience; information; probiem-solving sIcills; psychomotor skiils; 

affective facm such as attitudes, values, and feelings; personal growth and 

deveiopmen; and changes in the organization and wmmunity. 1 solicited the students' 

d o n s  to their leaming experiences at the half way point in the redesigned RTC 

program when 1 asked them to comment on the six addt learning principles. Based on 

the students' reflective joumals and reports, the instnictors also evaluated affective 

factors as well as evidence of personal growth and development Dean suggests that there 

are four time p e n d  for evaiuation: before the leaming îakes place, during the learning, 

immediately following the learning, and at some time after the learning is cornpiete. In 

my study, I evaluated the program before the courses had been offered (evduation of the 
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oripinai program) and durhg the program (the infinmal and formal waluations 

wmpleted to date). 

Diamond (1998) states that it is vitally important to keep in mind the relationship 

betweem the idividual courses and the overall program. In the redesigned program, 1 

made sure that the leaming outcomes for each of the cornes contributed to outcomes for 

the entire program_ In other words, each course was a part of the whole- The learning 

h m  one course would be used in the subsequent ones For example, all of the theory 

courses in both Section 1 and Section 2 of the program are completed before the students 

do the field placement wmponents It is during this wmponent that students can 

demonstrate how they know the material presented in the classes. With regard to specific 

learning in the RTC program, 1 talked informally with several students regarding their 

first field placement They found the placement to be very worthwhile because it enabled 

them to put into practice what they had Iearned in their course work For example, &ey 

leamed in the Working With Families course the theory about creahing positive 

relationships with families of children with special ne&. Once in their placements, their 

task was to integrate this howledge with the practidities of the placement in order to 

create a positive working relationship with the family of the speciflc child that had been 

assigneci to them. In discussions with the field placement supervisor, she indicated that 

the students were vexy successfiil in putting theory into practice. This ability was 

demonstrated in their placement plans, during conversations with them, and in their 

writîen reflective commentS. 



Broakneld's (1986) work served as a stamng point in developing the overall 

philosophy of the RTC program. The esbbIishment of a respectful leaming environment 

for the redesigned program was of critical importance for myseif and the subcornmi#ee 

members. We wanted to promote the concept ofa supportive group mentality in which 

the students, who would be together during theV leaming joumey for 2 years, would feel 

cornfortable sharing their ideas, opinions, and relevant experiences. The question for the 

subcommitîee became how could we put this prïnciple uito practice. One of the first 

suggestions offered was that the first night of program would be devoted to encouraging 

the students and insbnictors to get to h o w  each other. They suggested many dxfferent 

types of ice-breakers to facilitate thïs process. As well, they recommended that an 

orientation to the program be given by myself, as the coordinator. I readily agreed to 

these suggestions and impiemented them. Duruig this orientation, 1 familiarued the 

students with the redesigned program, both the courses and the philosophy. As a way to 

get the students to know each other, 1 used an ice breaker for introductions. We spent a 

longer time over coffee just chaîting about our wllective hopes for the program At the 

end of the first evening, 1 felt that the students were wmfortable with me, the course 

inStNctor, and their peers. 

Houle's (1996) system for the design of education nsts on nine assumptiom, one 

of which is the wumption that education is a c'cooperative rather than an operaîive art" 

(p. 44). He maintains that students must work in terms of their individualkm as well as 

in ternis of the social interactions found in group learning. Instructoa, as well, must work 
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within these botmdaries Each group must be aware of the way their abilities and 

intensts impact on others. He suggests that at tlmes "it is possible to involve 

leamers....in plamhg and thus foster a coliaborative approach" (p. 46). At other times. 

howevers the hstmctor must act alone in designhg learning experiences, and be dert to 

adjust them as necessary. In m y  study, hsüuctors were responsible for designing their 

courses. However, as wituessed in the Worknlg Wirh Fornilies course, the instnrctor used 

a collaborative approach to solving the dilemma of the reflective course requiremenî 

This approach created a feeling of mutual respect among the midents and instnictor. 

Bruudage and MacKeracher (1980) stress the fact that instructors need to "remain 

flexible and responsive in situations *ch might involve anxiety and stress" (p. 73), 

even if these situations are not necessarily related to academics. For exampie, al1 of the 

students in my study were females and many of them have young children. One student, 

who needed to take the program in order to r e t .  her position at work was anxious 

about coming to class for a 3-hour period because she was breast feeding her infant 

When she approached the ktructor with her problem, the instnictor very wisely 

presented the issue to the rest of the ciass. They al1 agreed that the student shodd bring 

her ïnfànt to cfass to avoid king burdened with worxying about the well-king o f  her 

*t. 

Merriam and Brockett (1997), in discussing the three dimensions of the leamhg 

environment (physical, psychological, socid), note that insîxuctors need to help students 

feel welwme, at ease, and safe right nom the first enCounter. ïh is  includes attending to 

the fears and doubts that students may be experiencing. Vella (1994) also addresses the 
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issue of establishg a positive learnulg environment in 3 of her 12 principles for 

e f f d v e  adult leaming Principle 2 focuses on the issue of safety in the classroom 

activities. This pnnciiple exhorts adult ed~lrafnrs to create an invithg atmosphere in 

which leamers feei cornfortable sharing their opinions and accepting the risk of tcying 

new learning expenences. One ofthe d e n t s ,  who did not work in an agency iike the 

others, told me that she felt ïntimidated at fïrsî by the other students because of her lack 

ofexperiences with children with special needs. Fortunately, the ktructors made her 

fsel that she had something of value to add to the ciass discussions7 and her feelings of 

insdequacy-ppeared 

In Principle 3, Vella (1994) points out how sound relationships for learning 

"involve respect, safkty7 open communication, lïstening, and humility" (p. 8). Many of 

the students, who participated in the study, rather than "stick" together, as ofkn happens 

in such cases, chose to mix with the oîher students right fiom the outset. The insîmctors 

obviously had created a very cornfortable and safe learning atmosphere right fiom the 

start of the first course. As VeIla sees it, the establishment of sound relationships is 

paramount to effective learning, ohenvise the group might becorne angry, disappointeci, 

or even in extreme cases, fearfui of the instructor, others in the class, or even of the 

ieaming experience itself 

Vella (1994) again retunis to the importance of a respecthi environment in 

Principie 6. She maintains that mentally heaithy adults "resist king treated as objects, 

sometbing that can be used by someone" (p- 12). In her expianation of this p ~ c i p i e ,  she 

discusses the merence between aduit leamers makhg suggestions or malang decisions 



regarding their Ieaming and stresses the fact that both have a vdid role in eEdve  

leaming. The third course* Working With Fmziies7 is a good example. The students 

rebelled when the instnrctor assignecl a reflective journal. The ktmctor, rather than 

becoming codkontational, asked the d e n t s  for their suggestions. Evidently each 

student felt wmfortable enough to offer suggestions that would help the group come to a 

decision about how best they could satisfl this course rquirement The instructor, for 

her part, valued each suggestion and guided the group in a merrningfbl discussion The 

result was a variation of the on- reflective j o d -  

The comments fkom the eduation regarding this principle ranged fkom a single 

word "grrat" to comments such as "partly due to the f a t  that we have had the same 

gcoup of people, this has been a very caring and respectfiil environment to l e a .  h" The 

idea of establishing a strong cohort appears to be working. One insîmctor, who has 

taught two of the five courses to date, commenteci that the students are "jehg" together 

nicely. In her view, tbere is more lively discussion as the students get to know each other 

better. There seems to be no hesitance in sharïng differing opinions with each other. 

Merriam and CaEarella (1 99 1 ) believe that "leaming in adulthood can be 

distinguished from childhood leaming by the way in which conte% leamer, and leaming 

process blend in adulthood" (p. 3 1 1). They have come to the conclusion that many of the 

theory-building efforts (Cross, 198 1; Freire, 1970; Jarvis, 1983; Knowles, 1989) focus on 

some aspect of the context, the lemer, and the leaming process. As a result, this 

blendiag reflects a holistic perspective of adult iearning that differentiates it fiom child 
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iearning In light ofthis fm they continue by asking '%O what extent is the lmowledge 

that we do have derived fiom @ce, and to what extent does it inform our practice?" 

(p. 3 14). M b  and Cafkella refer to Cervero's (199 1) work in *ch he articulafes 

four positions regardhg the relationship of theory to pracfice. F M  is adult e d d o n  

without tiieory-, second, theory as the fomdation ofpractïce; third, theory-in-practice; 

fourth, theory and practice are indivisible. Cervero wncludes by staîing that whatever 

- position is taken, "the relatiomhip between theory and p-ce must be negotiated by 

real peopie in real situations" (p. 35). Memam and Cafhella concur with this position 

by noting that "we are more cognkmt of the social and ethicai dilemmas involved in the 

provision and practice of duit learning" (p.3 16). These Wnters suggest that there is still 

much to be learned about learning in adulthood- 

In my study, each of the aforemenîioned six addt leaming principles were 

grounded in sound addt learning theory and practice. By keeping them at the forefiont of 

the redesign process, I was able to develop a sound philosophical base for the RTC 

program- To date, this approach appears to have paid off. In addition to their positive 

wmments about the program, most of the students enrolled in the fm course are 

conhuùig with the program and look forward to receiving their certificate. In the next 

section, I draw conclusions fiom my snidy and make recommendations for those 

involved in redesigning programs. 
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Condusions 

In this section I draw four conclusions fÎom the prrceding discussion of my study. 

The conclusions s m m a r k  the major fkdings of the study *ch învolved the redesign 

and implementation of a pst-diploma program, 

1. Evaluation is a key cornponent of the program planning process. It does not 

appear to matter at what point an evaluiition is done, but rather that it is cornpieteci- An 

evaluation at the beginning of the planning process, especially when a program is king 

redesigned, can yield fïndings usefûl in the redesign process. Evaluation can be both 

Uiformal or formai in nature- both of which have their place. The resuits of formal 

evaIuations, however, can be reporteci in a more systematic .mariner- Evaluafion at the 

micipoint of a program, *ch is ofien idonmi, can help the plamers to make necessary 

changes in order to meet the overall goals of the program. 

2. One cause of program failure, especially in postdiploma programs that are 

geared to adult snidents who have been out of forxnai leamhg experiences for a number 

of years, o h  can be atîributed to the delivery of the program. Adult students want to be 

treaîed like adults; they want a say in the direction of their leaming. By adhering to sound 

adult education principles, program plannea can establish positive environments in 

which leamers' experiences and their self-worth are respected The students in this study 

unanimously agreed that king respected, as well as leaming in a caring, social 

environment, were important to them as adult leamers. 

3. In order to retain students for the duration of the program, it is vitdly important 

that they be given an orientation, not only to the course requirements, but also to seK 
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directed learning For many duit leamers, the transition from the traditional mode of 

lesnWag to being seIf4kcted is an unwdortable shifk With~ut adequate support, 

students may choose to leave a program, not because ofthe content, but because of the 

e-on that they will be reqilired to be self-directed leamers- 

4. Motivaton is a key faaor in adult education Seemingly, recognition oftheir 

efforts motnriites adults to continue with a program- In my study, 1 recammended that the 

Wege award a Statemenî of Achievement at the end of the fint section of the program 

This recognition has helped to encourage some of the students, whose interest might 

have been waning, to continue with Section 2 of the program. It has also helped to retain 

the numbers in the program cohort 

Recommendations 

In this section 1 make severai reco~~unendations regardkg the design and 

implernentation of a post-dipioma pro- These recommendations may be usefid for 

adult educators involvecl in a similar kind of task 

1. 1 recommend thaî the program planning process involve as many stakeholders 

as possible. Because the planning process is cornplex, the more lmowledgeable the 

people involved are, the better the program wili be because many Merent ideas and 

viewpoints can be utilized 

2. 1 recommend that program plamers work closely with the organization with 

which they are cornecteci From a vezy early point in the planning process, positive 

relationships must be established Without dose cooperation, adult Ieaming theones and 
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principles can not be eEectiveiy put into practice- 0reani;rations are often resistant to 

change; however7 they need to be mmiinced that fiexi'bfity is required when it cornes to 

de- with the needs of aduit saidents. 

3. I recommend that at the outset of aU adult education programs7 an oriestition 

be given to both instnictors and studenîs regarding adult learnuig principles Most 

instxwtors and students are làmiliar with traditional teaching and Ieaming methodology 

only. A shift of paradigms is o h  difncult to achieve, but the needs ofadult leamers 

should be the driving force behind this shift 

4.1 recomend tbat both format and informal evduations be conducted 

îhroughout the duration of a redesigned program in order to monitor its effectiveness. By 

keeping abreast of the mood of the students in a prograxn, the program planner can make 

any necessary changes before the dissatisfaction level rises to the point where students 

leave the program. 

5. I reçommend th& guidehes should be written on how to redesign existing 

programs. The processes and models available in the curent aduit education literature do 

not specifically address this topic. The need for redesigning propms based on adult 

leaming principles is evident in existing programs that are losing students b u s e  of the 

inability of the program to satisfu the needs of aduit learners 
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Appendü A 

S~bcommittee InComation Eandont, &rch 10,1999 

Seiecied Passaga from Variomm Writers in the Field of Aduit Edacation 

Zn contrast to children's and yolrth's subject-centered learning (at least in 

schooI), addts are life~e~ltered (or task centered or problem-centered) in 

their orientation to Iearning (Knowles, 1989). 

O SeIf-duected leaming involves leaming activities that are planned, 

implemented, and evaïiiAteA primarily by the leamers themselves 

(Memam & Brockett, 1.997). 

TrStIlSformation theory bas impiidons for w0-g with adults in that it 

shapes people, it can be a process for empowering leamers, and it can 

develop crÏti4 thidcers (Merriam & Brockett, 1997). 

Effective practice is charactenzed by a respect arnong participants for 

each other's self-worth ((BrooffieId, 1986). 

a Accountability means "how do they know they know" (Vella, 1994). 



The purpose ofthe evaluation, at this point, is to ascertain ifthe program is meeting the 

adult l e a .  pinciples that serve to underpin the redesign ofthe program. 

1 invite your comments aromd the foilowing duit  leaming principles. 

1. Aduits should be treated as leamers d o  need to have their individual 

leaniing styks taken into consideration 

2, Adults stmte to be self-directed leamers. 

3. Aduits reqizire that their learning experiences be relevant 

4, Aduits need to be provided with opporbunitities to reflect on their leatning. 

5. Adults want to demonstrate in a variety of ways "how do they know they 

know" the material king presented 

6. Addts appreciaîe learning that is in a respectfiil, h g ,  social 

envirom& 

Thank you for your wmments. 




