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ABSTRACT

The purpose of thiz study was to examine the nature and
extent of professional development needs of adult educators in
Alberta. Five specific research questions were used to facil-
jtate the development of the study and the analysis of the
data.

The data were gathered using a survey with a sample of
300 adult educators taken from a list of 1,639 individuals in
Alberta. The response rate was 67.6 percent. The data were
processed to report the descriptive findings by using fre-
quency counts. The statistical procedures used in analyzing
the data included t-tests, F-tests, and chi-square tests so
.that.differences between and among groups based on independent
variables could be analyzed. Respondents' comments to open=
ended questions were analyzed by searching for underlying
themes.

Results of the study indicated that adult educators in
Alberta primarily participate in conferences, in-service
workshops, short courses, and on-the-job training to meet
their professional development needs. The research showed
that adult educators want to participate in professional
development activities that are directly linked to their roles
and‘positions'as adult educators. The areas in which adult
educators most preferred to pursue professional development
activities were: program planning, program evaluation tech-
niques, needs éssessment techniques, using computer

alternatives.



The barriers most likely to be met by adult educators
when attempting to participate in professional development
were lack of time, job responsibilities, feeling that present
activities do not meet present needs, inconvenient times and
financial considerations. This study showed that adult ed-
ucators in Alberta feel their need for professional devel-
opment activities is moderate or higher. They feported that'
they participate in professional development activities to
increase their job effectiveness, satisfy personal needs and
lead to career advancement.

The results of this study show that adult educators in
Alberta want to participate in professional development
activities in formal programs, preferably at the graduate
level. They would like to participate on a frequent, regular

basis.
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CHAPTER I
INTRODUCTION

Adult education has experienced rapid growth in the last
sixty years in North America. This growth has lead to much
examination of the field during the past several decades.

Long (1983) outlines five characteristics that have
historically characterized the nature of adult education. He
states that adult education has been (1) creative in meeting
the needs of its clientele, (2) pragmatic in the adult
learners' participation for some specific reason and a wish
immediately to apply new knowledge and skills, (3) voluntary
in the adult's free choice to enrol and continue in the
learning experience, (4) pluralistic in the audiences served,
in its delivery systems and philosophical orientations, and
(5) dynamic in responding to change by developing innovative
practices.

These characteristics of adult education have lead to a
very diverse field of practice with both strengths and
weaknesses. There are many institutions, agencies and
programs in adult education that meet learner needs but there
is no single approach to preparing adult educators for work in
this diverse field. Most adult educators have had no formal
preparation for their work. Therefore, professional develop-
ment for people who work in the field of adult education is a

current issue that needs addressing.



Purpose Of The Study
The purpose of this study was to determine the nature and
extent of professional development needs of adult educators in
Alberta. A number of specific research questions served as a
guide to the development of the study and to the analysis of
the data. These questions were as follows:

1. what professional development activities are
* adult educators presently participating in?

2, what areas of need for professional development
are indicated by adult educators?

3. wWhat barriers do adult educators perceive in the
area of professional development?

4. what motivates adult ecducators to participate in
professional development activities?

5. How should professional development nedds be met?

significance of the Study

This study has both practical and theoretical signifi-
cance. Consequently, the results should be of interest to
those who are employed in the field of adult education, to
those who are concerned with planning for and providing
professional development, and to those who are interested in
expanding the field of knowledge in the area of a theoretical
base for studies in professional development in adult educa-
tion.

Many organizations that provide adult education may find

it relevant to their operation to examine the professional



3
development needs of adult educators. The results of this
study can be used by these organizations to provide informa-
tion for planning a program of professional development and to
identify expertise in the field. Specific data from this
study may be of particular use in designing professional
development programs.

The results of this study may yield some awareness for
the need for further research in the area of professional
development in adult education. Aidoo-Taylor (1986) states
that due to the state of the field of adult education,
presently, there is a need to develop a broad-based conceptual
definition of professional development through theoretical and
empirical studies. This study may show that the developnent
of a souhd conceptual framework is needed in this area of
adult education.

Finally, this study may give some direction to the
development of answers to the problems in the area of pro-
fessional development needs as a field of study in adult

education.

Definition of Terms
The following are the most important terms that warrant
explicit definition to ensure consistency in usage throughout
the sﬁudy.
Adult educator. Charters (1978) groups adult educators

inte the following: instructors, trainers, professors,
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program administrators, research workers, support personnel,

supervisors, sponsors, board members, legislators and policy

makers.

Adult educators can also be described by identifying the
agencies in which they work. Schroeder (1970:37) distin-
guishes amongst the various types of agencies where adult
educators work either in a paid or unpaid capacity. He

outlines the following:

e 1: agencies established to serve the educational
needs of adults. Adult education is a central function.

Type 2: agencies established to serve the educational
needs of youth and have taken on the additional responsi-
bility of at least partially serving the educational
needs of adults. Adult education is a secondary func-
tion.

Type 3: agencies established to serve both the educa-
tional and non-educational needs of the community. Adult
education is an allied function used to fulfil only some
of the needs that agencies recognize as their responsi-
bility. '

Type 4: agencies established to serve special interests
of particular groups. Adult education is a subordinate

function used primarily to further the agency's special
interests.

Boshier (1985:6) adds a final dimension to the above descrip-
tion. He points out that "much adult education occurs in non-
institutional settings and is not spohsored by an agency."
Including Boshier's comments, the above five areas are typical
situations in which to find adult educators in North America.
For the purpose of this study, an adult educator is

described as an individual who is engaged in the field of
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adult education through involvement in any of the above listed

agencies in the province of Alberta.

Adult education. For the purpose of this study, the
definition of the Canadian Commission of UNESCO (1980:3)

appropriately defines adult education as ". . . the entire
body of organized educational process, whether formal or
otherwise, whereby persons regarded as adult by our society
develop their abilities, enrich their knowledge, improve their
qualifications or change their attitudes or behaviour."

Need. Borg and Gall (1983:753) state that a need is
"usually defined as a discrepancy between an existing set of
conditions and a desired set of conditions." Borg and Gall
(1983:757) further explain that the desired set of conditions
can be identified as "ideals, norms, ninimums, desires
(wants), and expectations."

Needs assessment. For the purpose of this study, a needs
assessment as defined by MacKay (1979:2) is appropriate. He
states that a "needs assessment is the process of determining
the difference or gap between where one is and where one wants

to be or should be."

postsecondary institution. For the purpose of this

study, a postsecondary instituion is defined as a university,
technical institute, college, or vocational centre.
jo ev . In a recent review of the

literature in the area of professional development, Aidoo~-
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Taylor (1986) found that the terms professional development,
staff development and faculty development are used inter-
changeably. Aidoo-Taylor points out that professional devel-
opment is essentially growth oriented, and the activities tend
to be informal, attentive to the needs of individuals and
cooperatively organized and conducted.

Konrad, et al. (1982:12) state that professional develop-
ment involves "more than the upgrading of a person's knowledge
and skills." Gaff (1978:8) states that:

. . « professional development has taken on new dimen-

sions, a new depth and scope. The term no longer refers

merely to activities that update and upgrade knowledge of

a subject matter; professional development now incorpor-

ates more direct attempts to improve instruction, plan

continuous career development, fashion mutually benefi-

cial’ relationships with the institution, and even foster
aspects of personal development.

Assumptions

Several assumptions were made in this study. It was
assumed that adult educators could identify their needs in the
area of professional development.

Those with experience and previous education in the field
of adult education were assumed to be better able to identify
their objectives for professional development. They may have
had preferences in terms of their areas of interest.

This study assumed that the respondents were able to
identify or recognize options for professional development

listed in the questionnaire that are presently available in

Alberta.



Delimitations

This study was delimited by aspects of population,
geography and time. This study was delimited to the popula-
tion of a comprehensive listing of over 1,639 adult educators
in Alberta. The study was further delimited to the 300 adult
educators who were included in the sample of the study.

This study was delimited to the places in which the
questionnaires were distributed, including both urban and
rural centres in the province of Alberta.

The study was delimited to a two-month period in which
data collection was conducted. The needs and opinions of the
respondents were relevant at the time the questionnaire data

were gathered and may not be so today or at a later date.

Limitations
The study was limited by the instrument developed and
used for data collection. Significant questions may have been
omitted that may have given additional pertinent information.
The study was also limited by the actual respondents
chosen for the sample. The sample of 300 may be insufficient
for making generalizations about the rest of the population
involved in adult education in Alberta or elsewhere. There-

fore, generalizations should be made with caution.



Organization of the Thesis

Chapter I has given a description of the purpose of this
research and the five specific questions that were investi-
gated to provide information. As well, definitions of the
terms used, assumptions, delimitations and limitations of this
study were outlined.

Chapter II contains a review of the relevant literature
concerning this study. The literature is organized in three
sections: the need for professional development, the types of
professional development, and the training needs of adult
educators.

Chapter III provides a description of the research
methodology including a discussion of the survey method,
insﬁrumentation, pilot testing, ethical considerations and
procedures used for data collection and analysis.

Chapter IV contains a descriptive overview of the
findings. Section 1 provides a description of respondents by
characteristics and educational background. Section 2
contains a descriptive reporting of the findings organized by
the five research questions addressed in this research.

Chapter V outlines the statistical analyses of the
findings, and Chapter VI consists of a summary, conclusions,

and implications of the study.



CHAPTER II
REVIEW OF THE LITERATURE

The review of the literature began with a systematic
gsearch of computer references by title and subject at the
University of Alberta. A "Spires" search was conducted to
locate any journal or ERIC document references related to the
research topic dated 1983 to present. Dissertations and
dissertation abstracts were located. Other references were
jocated from the bibliographies of relevant sources. The
review of the literature focused on the professional develop-
ment of adult educators, drawing upon North American informa-
tion generally with a specific focus on references from the
province of Alberta.

A number of terms closely related to the term pro-
fessional development were used in the literature search,
including such terms as staff development, faculty develop-
ment, inservice training, inservice education, and continuing
professional education. In some instances the terms were used
interchangeably, whereas in other instances authors distin-
guished clearly among them.

The literature review is presented in three areas: (1)
the need for professional development, discussing the ration-
ale and purposes for professional development, (2) the types
of professional development, discussing the providers and

models of professional development, and (3) the training needs
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of adult educators, discussing the roles and needs of adult

educators and the practices designed to meet those needs.

Professional Development

This first section of the literature review deals with
the concept of professional development. It attempts to put
the concept of professional development in the context of
adult education and cites recent studies in the area. The
common rationales for engaging in professional development
have been researched and the relevant literature is presented
in this section. 1In addition, the varied purposes of pro-

fessional development are outlined as found in the literature.

Ratiopale for Professjonal Development

The field of adult educatic::s is characterized by the
diversity of workers and their varied backgrounds, education
and experience. Some of the specific content area skills,
knowledge and attitudes necessary for successfully performing
in the field of adult education may be acquired before
entering into the field and can be directly transferable.
However, it is seldom expected by employers that formal study
in the field of adult educatiun be completed before entering
the workforce. These observations, as stated by Charters
(1978), do not mean that prerequisite formal education is not
recommended before entering the practice of adult education,

but that there exists an ever increasing need for more
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professional development activities and programs for adult
educators. Adult educators must be given an opportunity to
acquire and enhance the necessary knowledge, skills, and
attitudes needed to excel once they are already working in the
field.

Charters (1978) stated that the professional development
of adult educators can be viewed in four stages. First, there
is the education of people who have clear goals to prepare
themselves in colleges and universities for a career in adult
education. Then there is the education of people without any
specific education to function effectively in their present
role in adult education. Next is the concern for adult
educators who require continuing education to prepare for new.
and changing positions and responsibilities in their agency in
the field of adult eduéation. Finally, there is a concern for
those people who want to prepare for professionally related
roles after their retirements. Charters (1978) suggested that
priority should be given to those adult educators who are now
on the job because of their large number and because it is the
stage at which the most immediate and greatest impact on the
field can be made.

Richardson (1975) has a similar view to that of Charters.
He speculated that institutions and agencies can no longer be
enhanced or changed primarily by the process of adding new
personnel, but that steps must be taken to assist existing

staff members to adjust to new demands made of them.
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Professional development programs nust be establishe& for the
improvement of staff capabilities for dealing with new and
continuing responsibilities on the joik. Richardson (1975)
stated that there is a need for change in colleges,and he felt
that this change could no longer be dealt with by substitution
or contraction of staff in colleges but rather by growth. He
felt that if institutions could no longer be primarily changed
by the process of adding new personnel then something had to
be done to help existing staff members adjust to the new
demands being made of them. This process of improving staff
capabilities for dealing with their new responsibilities he
referred to as staff development or professional development.

Richardson suggested that to create change in the prac-
tices of institutions, the concern must be on how best to
alter the basic beliefs of participants about the naturé of
the institution. He suggested that this was a better approach
than trying to change the organization. When you no longer
can add staff to make those changes, you must deal with the
beliefs and practices of the existing staff. Richardson
(1975:306) said that "during periods of stress (in organiza-
tions) greater emphasis is placed on staff development as the
key to effective response."

Paulet (1987) rationalized professional development
through a human capital perspective. He acknowledged that
many psychological, sociological, economic and practical

reasons are cited for supporting professional development in
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adult education. Paulet concentrated on the economic reason,
in particular, on the worth of the individual as a worker to
support his argument for continued learning throughout one's
work cycle in life. Paulet stated that much of the special-
ized knowledge we acquire through higher education training
becomes obsolete in a period much shorter than one's lifetime
in today's working environment, so there is no specific
economic reason for obtaining that knowledge early in one's
life.

Paulet (1987) made the case that our complex society
needs highly trained individuals, but that many adults are
reluctant to risk unemployment by returning tolpostsecondary
institutions on a full~time basis. He stéted that workers can
acquire skills without leaving their pilace in the adult
working society. He felt that through professional develop-
ment activities, workimg adults can achieve some of their
educational or training goals. He supported the notion that
creative continuing professional development programs are
essential in order to support lifelong learners in the
workplace.

Gooch (1986) provided another rationale for professional
development within the context of industrial adult educators.
In his view, the development of the human resource is the
major motivation for professional development. He equated the
development of people to other similar theories and stated

that most adult educators would refer to this process as
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"agsisting people to realize their full potential" (Gooch,
1986:84) .

Gooch felt that "professional death" frequently occurs
before "physical death," and that the only way to prevent this
from happening is to allow people to engage in a process of
professional and self development.

Gooch felt that one must increase knowledge and skills
and change one's attitudes and habits in order to engage in
the process of self development. He perceived that all too
often, adult educators focus only on increasing knowledge
without looking at the other elements which assist in fully
developing a person's potential. Gooch stated that goal
setting is often one of the points in which professional
development breaks down. He felt that goals are often not set
or improperly set. He advocated invoivement of the learner in
setting goals in order for that person to assume responsibil-

ity for his/her actions.

Purposes of Professional Development

The purposes of professional development for adult
educators are many. In reviewing the literature, it appears
that professional development is aimed at increasing compet-
encies and awareness as well as affecting attitude change in
many different areas.

Bergquist and Phillips (1979) conceptualized a comprehen-

sive approach to faculty development that can have lasting
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impact. They identified four purposes and components of
faculty development are: personal development, instructional
improvement, organizational development and community develop-
ment. Personal development activities focus upon‘attitude
change of the individual and include interpersonal skills
training, life planning workshops, and other personal growth
activities. Instructional improvement techniques deal with
issues of change process, and include activities in curriculum
development, educational methodology and technology, evalu-
ation and diagnosis. Organizational development deals with
jssues of structural change, and includes such activities as
team-building, decision making, conflict management and man-
agement training in ofder to increase productivity. Community
development deals with communication networks, intergroup ne-
gotiations and community building to allow the staff's indi-
vidual goals to be served in the context of the institutioﬂ.

After an extensive literature review, Prachongchit
(1984:25) concluded that professional development purposes can
be grouped into four domains: (1) instructional improvement,
(2) mastery of one's discipline, (3) organizational setting,
and (4) personal development. The instructional improvement
purpose of prcfessional development deals specifically with
helping educators to develop strategies to aid in their
function of teaching in any capacity. The mastery of one's
discipline involves updating knowledge in one's area of

specialization. In dealing with the area of organizational
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setting, professional development provides understanding of
conditions of work, relationships in the workplace and role
expectations. Finally, the area of personal development
includes improving interpersonal skills, learning how to
develop life plans and an opportunity to discuss relationships
between individual goals and work goals.

Charters (1978) based his outline of purposes for
professional development on the assumption that adult educa-
tors should continue their learning in terms of professional
development. He believed that the adult educator is the basic
person to be considered in deciding purposes for professional
development in that he/she becomes the learner in this
situation. Charters (1978:6) listed the purposes of'pro-
fessional development as:

1. to assist educators of adults to develop further
the appropriate competencies and characteristics;

2. to develop further all educators of adults in
order to relate theory to practice;

3. to develop all educators of adults as self-directed
persons and as decision-makers; and

4. to continue to satisfy the thirst of educators of
adults for innovations and developments in theory,
research and practice.

Purposes for professional development can also be viewed
as facilitating the needs of the organization. Even within the
non-formal sector of adult education, the organizational needs
may play an important role in outlining the purposes of

professional development. While Charters (1978) emphasized

the needs of the educator of adults, Giles (1972) emphasized
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the organization. He pointed out that the objectives of
professional development were to provide individuals with
information about the conditions of employment, the goals and
objectives of the institution and the total education program
of the institution. Professional development should also
provide opportunities for discussion of concerns that arise in
the organization and of the relationship between individval
goals to organizational goals. Professional development,
according to Giles (1973), can also allow individuals to know
and understand methods and procedures of accountability, how
to improve themselves to add to the growth of the organiza-
tion, and héw to become involved in committing themselves to
fhe goals of the organization.

As he reviewed the literature of the previous decade on
continuing professional learning, Houle (1980) conclﬁded that
the purposes of professional developmeﬁt within a profession
are closely linked to the process of professionalization.
Although many do not consider adult education a profession,
the field itself has many similarities to a profession and,
although not professionalized, it has many characteristics of
professionalism within it. Houle identified the following
purposes of professional developnment:

1. to clarify and define functions of the profession;

2. to master the theoretical knowledge in one's pro-
fession;
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3. to acquire the capacity to solve problems by using
theoretical bodies of knowledge to deal competently
with specific problems that may arise in one's

life;

4. to use practical knowledge that is available and
has grown out of their particular profession; and

5. to provide self-enhancement opportunities by allow-
ing professionals to seek "new personal dimensions
of knowledge, skill and sensitiveness by the ardu-
ous study of topics not directly related to their
occupation" (Houle, 1980:47).

Types of Professional Development
This section of the literature review discusses the types
of professional development available by outlining the various
providers and models of professional development in the field

of adult education.

o o) io evelopme

The literature indicates that there are three major
providers of professional development in the field of adult
education: educational institutions, professional associa-
tions, and other agencies such as employers in the private
sector, government departments, and voluntary organizations.

In his attempt to organize the field of continuing
professional education, Belsheim (1986) stated that there
exists a wide variety of providers of professional development
in North America. 1In his study of Continuing Professional
Centres (CPE) in the United States, one of which focused on
adult education professionals, Belsheim listed their sponsor-

ing organizations to include public and private educational
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institutions, professional associatlons, as well as organiz-
ations which employ professionals, and other business and
service org§nizations.

The first type of provider, educational institutions, are
often selected by those adult educators that chose to engage
in professional development by pursuing a degree or university
certification (Horrocks, 1987). Universities are widely
recognized as the main institutions for formal training and
professional development activities for full-time and part-
time adult educators (Duke, 1985). In North America, formal
study opportunities are available, full-time and sometimes
part-time, to study adult education as a subject at many
universities. Adult educators pursuing their professional
development needs through universities often are taking
courses which may lead toward 5 certificate, diploma or an
undergraduate or gfaduate degree. Others may also pursue non-
credit courses. Other educational institutions such as
colleges and institutes of technology also participate in
providing adult education training and professional develop-
ment opportunities.

Professional associations constitute another major
provider of professional development opportunities (Horrocks,
1987; Duke, 1985). Professional associations may span
federal, provincial and regional boundaries in Canada, and
they often are involved in staff development and training that

includes |'"short training courses, non-credit study
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opportunities, arrangement of seminars, conferences, publi-
cations, and other aids to adult education training" (Duke,
1985:191). Some advantages of regional rather than local
staff development functions sponsored by professional associ-
ations were reported by Boggs and Travis (1983): participants
cited a sense of identity with a movement, an identity with a
profession, opportunities to confer with colleagues of other
localities, and renewed commitment for their task.

As well, professional associations have been involved in
creating regional training centres for adult educators in
order to meet their professional development needs in a
setting exclusively oriented to the training of adult educa-
tors (Duke, 1985). At the American Association for Adult and
Continuing Education (AAACE) national conference in 1985 such
a centre was planned. This development centre would provide
the association's members the opportunity to enhancé their
skills. The first step would be to help the members develop
profiles of their present levels of proficiencies in the areas
considered crucial to their work. The centre would also
provide them with a personal plan for their continued pro-
fessional growth and development. Aker (1985), in his article
about the conception of this development centre, provided one
example of how professional associations can contribute to the
professional development of adult educators.

Three recommendations were made to achieve the goal of an

AAACE development centre. The first of the recommendations
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was that AAACE should encourage and support the development of
a model which encompasses desired standards of proficiency
generic to all adult educators in their various roles and
functions (Aker, 1985:15). The second recomnendation of the
conference for the development centre was that a professional
assessment tool using Malcolm Knowles' ideas of self-assess-
ment be developed for use in connection with the development
centre (Aker, 1985:15). The third recommendation was that
certain steps be undertaken to implement the concept of the
development centre which dealt with the first stages of
preparation.

Apart from educational institutions and professional as-
sociations, a large part of professional development for adult
educators may be provided by the employing organizations and
agencies of fhe adult educators (Duke, 1985, Horrocks, 1987).
| Much of this training may be conducted by the private sector,
government departments and voluntary organizations.

An example of an organization's commitment to professio-
nal development is found in Konrad's (1983) study of faculty
development in Canadian universities. Sixty percent of
universities in Canada had an organized prograﬁ or set of pro-
fessional development activities for their own faculty
members. About two-thirds of these universities had a person
or a unit for coordinating professional development activities
for faculty members, and most of these persons served on a

part-time basis in this role. Although this statistic is



22
impressive, Konrad found that faculty development activities
were limited in their effectiveness in Canada because of their
treatment as temporary systems in the universities, lack of
systematic evaluation and lack of ongoing feedback of pro-
fessional development activities. He found this to be true
because coordinators of professional development in the
universities served only on a part-time basis and many
institutions regarded professional development as a luxury
which was very hard to maintain during difficult fiscal times.
Konrad found that it was typical for professional development
to be the last service added to a university department, yet

the first to be cut.

essi evelopment

Many models of professional development havé emerged over
the past fifteen years in the fieid of adult education.

Bergquist and Phillips (1975) stated that in order to
have a significant change in faculty and instruction in
university settings, it was essential that professional
development programs be comprehensive. The model that
Bergquist and Phillips promoted in 1975 was based on the
assumption that significant changes through professional
development must take place at three levels: (a) attitude, (b)
process, and (c) structure. Each of these three areas was

composed of activities dealing with personal development
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(attitude), instructional development (process) and organiz-
ation development (structure).

Bergquist and Phillips (1975, 1977, 1981) wrote three
extensive handbooks for faculty development, and in their
second one described a more recently developed model of
professional development based on their first model.

Bergquist and Phillips (1977:6) stated that this revised

model:

broadens the definition of such terms as instructional
and organizational development, adds the concept of

community development, a concern with the entire environ-

ment of an institution, to the vocabulary of faculty

development and extends the area of faculty development

to issues beyond the level of individual institutions.
They go on to mention that the revised model looks at how -
interventions can impact on process, as well as structure and
attitude. The revised model also clarifies approaches to the
individual, the group, the institution and the meta-institu-
tion.

Another model of professional development that is not
linked directly to an institution, such as that described by
Bergquist and Phillips, but rather to the learner is the self-
directed learning model. Grabowski (1976), in a comprehensive
review of the literature on training and inservicing of adult
educators, found that the self-directed learning model was
used in the United States by many organizations. Grabowski

(1976:14) defined self-directed learning in the context of

inservice education as:
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structured plan for the systematic removal of
certain external controls usually placed on "learn-
ers." Self-directed learning consists of a project
framework for "learner" selection and evaluation of

learning procedures, guidelines for organizing a
"learner administered"™ classroom, and a set of
carefully defined teacher behaviours.
Grabowski stated that the self-directed learning model used as
a training model involves five components: an experiential
component, an analytical component, a theoretical component,
a practical component, and a reflective or synthesizing
component.

Another self-directed learning model reported by Jones
and Lowe (1985) was reported to be highly effective for staff
development of adult educators in Fairfax county in the United
States. This three-stage self-directed learning model
involved collaborative self-evaluation and dialogue in the
first stage, development of a personal professional develop-~
ment plan in 1':he second stage, and evaluation of the plan in
the third stage. Jones and Lowe concluded that their model
was especially applicable to part-time adult educators who had
limited formal staff development opportunities.

In 1984, Bowes reviewed the literature on self-directed
learning after the results of various needs assessments had'
shown that adult educators in New Mexico, U.S.A. wanted
localized staff development activities undertaken through

self-directed learning. Bowes subsequently devised a model

for implementation, and Smith and Bowes (1986) reported on the
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implementation of that model. The model was based on an
experiential approach to learning which allows the learners to
learn about self-directed learning. The model has essential-
1y three phases: training in gelf-directed learning, develop-
ment of learning contracts, and implementation of learning
projects. Smith and Bowes (1986) concluded that all the
participants who remained throughout the entire project had
very positive comments about their learning experiences and
were able to express what elements they felt contributed to
their own success in this project.

Another model of professional development which is not
linked to an institution but relies on the individual learnmers
to organize their own learning, deals with the concept of the
continuing Education Unit (CEU). The CEU was established in
1968 in the United States. One Continuing Education Unit, as
described by the Council on the Continuing Education Unit
(1979), involves ten contact hours of participation in an
organized continuing education experience under responsible
sponsorship, capable direction and qualified instruction. The
concept stemmed from what was considered a “significant
nationél need for a uniform unit of measure for non-credit
continuing education" (Long, 1978:2). In the Ur.ited States,
the concept of the Continuing Education Unit has raised such
issues as appropriate standards, accountability, measurement
of credit hours, funding pressures and many others. Long

(1978) suggested that the CEU may be an instrumental vehicle
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to be used in professional development for adult education and
many other professions.

Another professional development model which is not
linked to an institution or employer but is developed for all
adult educators within a region by a government funding body
is that of a professional development centre. According to
Scott and Hanna (1987), an alternative model for professional
develdpment of adult educators can be based on Kentucky's
Heartland Adult Education Resource Centre (KHARC). The Centre
was established to meet the following objectives:

1. design and disseminate an adult education needs
assessment;

2. provide staff development and training for each
region of the state;

3. edit, print, and disseminate a newsletter;

4. consult with local program practitioners;

5. organize regiohal councils composed of representa-
tives from adult education program directors,
instructors, paraprofessionals, and others;

6. collect, classify and organize adult education
materials for a lending library; and

7. promote lite.acy efforts.

Scott and Hanna (1987) described the Kentucky Heartland
Adult Resource Centre (KHARC) as successfully having served
the needs of adult educators in the entire state of Kentucky
for the past two years. This centre of professional develop-
ment is funded by a yearly grant from the Kentucky State
Department of Education. KHARC has been instrumental in

upgrading skills and expertise of Kentucky's adult educators
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as well as in providing professionalism, according the Scott
and Hanna.

The Centre has been considered successful based on
excellent staff whose professional requirements include
extensive experience in adult education and skills in organ-
jzation and administration. The Centre's location has been
vital to effective delivery of service, strategically located
as the hub of all professional development activities. It is
geographically centrally located and is easily accessible for
clients. The facility reflects the ideals of adult education
with a professional office area that is comfortable and that
provides an appropriate place to enhance adult programs.
Finally, the suppoft services from both the local funding
agency and the State Department of Education héve been
fundamental to the success of the Centre (Scott and Hanna,
1987) .

Another professional development centre described by
Belsheim (1986) uses a service orientation model for providing
professional development for adult educators. The primary
function of the centre is to provide professional develcpment
activities for adult education professionals. This includes
professionals in the 27 counties of one of the State Office of
Education regions.

The centre assists with program development and evalu-
ation in any way that service can be provided to adult

education teachers and coordinators in the region. The gcal
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of the centre is to help teachers, particularly part-time
teachers, to recognize that what they are doing in adult
education is in fact a worthwhile professional activity, and
that it is not just a step-child to the rest of education
(Belsheim, 1986: 213). The workshop is the learning format
used most often in the centre. However, the centre is moving
away from being a workshop provider to performing a consulting
role.

The parent institution of the centre is a school district
with a large adult education program. The centre is provided
space and utilities from the parent organization but funds are
provided by the State Office of Education. This state funding
agency is of predominant influence on this centre. Thé state
funding agency has a commitment to professional development in
adult education which facilitates a strong relationship with
the centre.

Richardson (1975) viewed staff development through organ-
izational development in a colleége setting. He proposed a
six-stage model for organizational development in which staff
development plays an important part.

The first stage'looks at theories, innovations and new
concepts that the individual pursues through group learning or
individual learning experiences. In the second stage, the
individual applies the concepts learned in stage one to
his/her own college environment. Stage Three deals with the

analysis and revision of the administrative structure of
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the college. Richardson stated that if the college wants to
be successful in encouraging the staff to apply new ideas then
it must show the staff that it is receptive to these changes.
The college can do this by being receptive to changing of
structures and processes in the institution to allow staff to
develop. In this third stage, stages one and two begin to
impact on the institutional environment and require some type
of response from the college.

Stage Four deals with the establishment of new goals and
priorities for the institution. At this point in the model it
would be necessary to devise an organizational structure that
is more cohesive with the needs of the staff and of the
.collegg administration.

The next stage, Stage Five; deals with goal attainment.
Oonce the institution has identified the direction it's going
to take, it must translate this direction into a strategy for
action for individual staff members. Each of the staff
members must identify his or her own goals and relate them to
the larger purpose of the institution.

Finally, in Stage Six, evaluation and feedback take
place. An effort is made to assess the changes that have been
effective and to maintain them. Also ineffective changes are
investigated and alternative solutions are developed. Richard-
son (1975) stated that the six stages of the model are stron-
gly interrelated and that they require constant maintenance.

Richaidson's model of professional development requires the
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cooperation of both staff members and college officials to be

successful.

Training Needs for Adult Educators
In this section of the review of the literature, the
roles of adult educators and their implications for training
needs are discussed. Relevant research is outlined regarding

the many and varied practices designed to meet those needs of

adult educators.

cators

Boshier (1985:9) developed a model to classify the roles

and fpnctions of adult educators. ﬁe classified the functions
of adult educators using these three variables as:

1. the outcomes engendered by the education they spon-
sor or work with;

2. the role they occupy in the field (planner or
teacher); and

3. the extent to which adult education is their pri-
mary secondary professional concern.

Boshier explained that these variables and their interactions
profoundly influence processes used and content taught in
professional development activities. In Boshier's view, the
first and second variables of his model, "outcomes" and "role
occupied," have a great impact on the content taught in
professional development activities, and the third variable
"primacy" has a great impact on the processes used in pro-

fessional development activities. Boshier felt it was utopian
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to believe that all adult educators and are able to pursue
professional development in all areas of adult education.

In Boshier's model, the first variable entitled adult
education outcomes is broken down into specific areas of
technical competence (skills), social change (transformation),
social responsibility (citizenship), and social integration
(acculturation). Boshier (1985:12) stated that these "out-
comes arise from broad sets of societal expectations that
create a need for adult education." He explained that these
nexpectations can be operationalized as characteristics adults
should possess if they are to be part of and participate in a
society that is orderly, productive and attractive to its
members" (Ibid). Boshier felt it is the role of the adult
educator to ﬁelp adult learners to acquire these characteris-
tics so that they will be better able to deal with societal
expectations.

The second variable entitled roles occupied in the field
is broken down into the groups of planners (administrators,
programmers, policy makers) and teachers (animateurs, lec-
turers, counsellors). Boshier felt that adult educators work
primarily as planners or teachers. As planners, adult
educators form a crucial part of adult education because they
plan programs based on the needs of individuals, organizations
and communities. Many planners do not work directly in
programs; their duties usually involve budgeting, hiring

staff, and formulating policy. As teachers, adult educators
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work in a variety of formal and non-formal settings, according
to Boshier, and are engaged in either direct or indirect rela-
tionships with the adult learner. Boshier (1985:15) stated

that adult educators, in their roles as teachers, have to know

how to:

create instructional objectives, analyze them into
learning tasks and employ techniques congruent with
the outcomes sought. There is little point in lec-
turing at people if attitude change is sought. It
is pointless to lecture about motor skills or
cognitive attitudes. The teacher must know how to
involve learners in an active way and (know how to)
employ an array of techniques. The teacher must
create a climate of equality and reciprocity where
learners feel sufficiently confident to reveal
their perspectives on and anxieties concerning what
is to be learned.

Boshier's third variable, dealing with the primacy of
professional concern, is broken down into the groups of
primary or secondary concern. He stated that the notion of
primacy has a great impact on training processes used in
prciissional development activities. For example:

a teacher for whom adult education is a primary

professional concern, working in settings where

technical competence outcomes are sought, should
learn about content and should experience training
processes in some respects different to those
created for a planner or teacher involved in social

change (Boshier, 1985:18)

Knox (1979) also described the needs of the field of
adult education in terms of professional development through
its primary roles and functions. Knox stated that most full-
time continuing educators come from various backgrounds and
need to be trained in the areas in which they are engaged.

Knox believed, for example, that administrators need to be
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proficient in the areas of administration, program development
and research methods. Those in teaching or counselling roles
receive less training than do administrators, and are required
to be proficient in the knowledge of the subject matter and
the process of helping adults learn. The final rcle, as
described by Knox (19792), is that of policy-maker, including
board members, government administrators, legislators, leaders
of associations and community organizations. These policy~
makers need to be proficient in understanding tﬁe desirable
directions for the agency's development. All three of these
roles have professional development needs in generic areas as
well as in the areas which are directly ‘affected by their
roles and functions (Duke, 1985).

In his most thorough analysis of training needs of adult
educators, Knox (1979) suggested that all adult educators
would benefit from three broad areas of proficiency: under-
standirig the field of adult education; understanding adult
development and learning; and in the affective domain, having
personal qualities and effective relationships with others.
Knox emphasized proficiencies related to educational goals of
adults, adult development and learning, program development
procedures, and general agency functioning.

Grabowski (1976) formulated what he described to be ﬁhe
ten most prominent competencies for adult educators discussed
in the 1literature. After extensive study of the area of

training and professional development of adult educators,
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Grabowski (1976:10) concluded that all adult educators should

be trained in these areas and possess the following qualities:

1.
2.
3.

4.
5.

6.
7.

9.

10.

understand and take into account the motivation
and participation patterns of adult learners;

understand and provide for the needs of adult
learners;

be versed in the theory and practice of adult
education;

know the community and its needs;

know how to use various methods and techniques of
instruction;

possess communication and listening skills;

-know how to locate and use education materials;

have open minds and allow adults to pursue their
own interests; :

continue their own education; and

be able to evaluate and appraise a program.

Konrad (1983:20) found that the most pressing pro-

fessional needs of faculty members in Canadian universities as

perceived by coordinators of development activities were:

1.
2.
3.

4.

instructional techniques and course development;
recognition of effective teaching in reward system;
personal and interperscnal skill development;
continuing education in discipline area;

assessment of educational development needs;
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6. funds for educational development;
7. improved research opportunity; and
8. long range career development.
The needs of adult educators in professional development
are varied, and these needs seem to be dependent on the roles

that the adult educators plays in the environment.

Practices in Professional Development

A wide variety of practices are used in the professional
development of adult educators according to Duke (1985).
.Lectures, handbooks, manuals, correspondence, mass media
courses, simulation, microlaboratory work, internships and
teaching practice are some of the popular practices in
professional development for adult educators. According to
Duke (1985), however, discussion and other group work plays an
especially prominent part in professional development prac-
tices. Because there is a belief in the importance of
participation in the field of adult education, Duke felt that
professional development practices also emphasized participa-
tion for adult educators.

Rockhill (1983:68), who strongly believes in voluntary
participation in professional development activities in adult
education and who agrees with Duke régarding participation,

stated:
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Continuing education for professionals should be
developed as a matter of policy but as a voluntary,
open learning policy. This would call for volunt-
ary, decentralized learning experiences in a wide
variety of settings, maximum learner control, a
comprehensive approach to personal as well as pro-
fessional learning needs, accessibility for all,
applicability to individual situations, and par-
ticipatory planning in designing learning experi-
ences which are wanted and needed by the intended

recipients.

In 1978, Centra surveyed all accredited degree-granting
institutions in the United States to determine what patterns
of development practices were predominate among colleges and
universities. The practices that Centra (1978:191) dealt with
in his rtudy fell into five generél categories:

1. institution-wide practices such as sabbaticals and
annual teaching awards;

2.. analysis or assessment by students, by colleagues
by use of videotape, or by other means;

3. workshops, seminars, or similar presentations;

4. activities that involved media, technology, or
course development; and

5. miscellaneous practices.

Centra concluded that a variety of practices exist in faculty
development in the United States, but their effectiveness was
not yet known.

Konrad (1983) conducted a similar study to that of
Centra's to examine the effectiveness of faculty development
practices in Canadian universities. He found that many
traditional institution-wide practices are widely used for
upgrading of all faculty members. He found that sabbatical

leaves, travel funds to attend professional conferences, the
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circulation of newsletters and articles pertinent to pro-
fessional development were the three most widely used general
practices. Konfad (1983:16) concluded that "the extent of use
alone is not an adequate measure of the value of a practice."
His results showed that of the five practices regarded most
effective, two were practices used by fewer than half of the
institutions in his study.

Professional development activities are also often
pursued through workshops, seminars or similar invitational
types of programs (Konrad, 1983) . They are often voluntary in
nature, and the sessions vary in length. Some examples of
workshops that were seen to be effective dealt with instruc-
tional techniques, testing, new curriculum approaches,
acadenic ad%ising and management of departmental workshops.
Konrad found that media, technology, and course development
were also an important part of faculty developnment.

Konrad (1983) also found that analysis or assessment
practices which provide feedback to faculty members may serve
as the basis for undertaking professional development activ-
ities. Some examples of analysis or assessment practices
included systematic grading of instruction by students,
informal and formal assessment by colleagues, professional and
personal deﬁelopmént plans, analysis of in-class video, and
classroom visitations.

Several miscellaneous practices found by Konrad (1983)

which were not extensively used in Canadian universities
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included grants for faculty members to develop new approaches
to courses, practices that involved personal counselling, and
faculty exchange programs. Among the activities rated as most
effective professional development were professional growth
contracts, systematic self-assessment, and micro-teaching
clinics. However, these practices were among the least used
in canadian universities.

Merriam (1985) proposed that several forms of profession-
al development characterize North American society. She
perceived professional development occurring through on-the-
job experiencés in the field, through short term in-service
opportunities, and through graduate study.

on-the-job experience, as listed by Merriam (1985) is a
major means through which practitioners in adult education
become competent or proficient. Because most people enter
adult education through the "back door" from some other field,
on—the;job experience provides professional development
through trial and error, modelling of others, consulting with
co-workers and self-directed study.

The second way that professional development occurs in
adult education, according to Merriam (1985), is through short
term, inservice activities. These activities are used
particularly with part-time educators who may seek to'achieve
job-related or situation-specific professional development
goals. Inservice activities are usually sponsored by the

employing institution or agency, professional associations,
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resource centres, colleges and universities and private
consultants.

The third way in which professional development can be
conducted, according to Merriam (1985), is through graduate
degree programs. she stated that most of the students in
graduate programs have worked in the field prior to enroling
in a graduate program, and that they have previously held
full-time employment.

charters (1978) provided another perspective on the types
of professional development practices. He viewed professional
development practices from three perspectives: the tradi-
tional certificate and/or diploma programs in adult education
at colleges and universities; research conducted in adult
education; and additional programs and activities for those
already engaged in the field. The traditional certificate
and/or diploma program seemed best suited for people who enter
the field of adult education and want to pursue their pro-
fessional development by enroling in a graduate program either
by full-time or part-time study. Charters étated that
graduate programs are important as a recognition of
achievement and for the provision of qualifications and status
in order for comparison to be made with other fields.

In the second pattern, Cha:ters stated research is done
in adult education primarily by professors and graduate
students as an important factor in their own professional

development. Charters (1978:15) perceived that "effective
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utilization of research for professional development -- except
for researchers themselves --'requires more effective bridging
between researchers and educators of adults."

The third pattern listed programs and activities avail-
able primarily for those already in the field. Charters
stated that these practices vary in terms of purposes, costs,
length, and restrictions on participation. Some of these
varying types of practices, activities, and resources for
professional development in adult education include: confer-
ences, seminars, workshops, internships, staff exchanges,
visitations by guest lecturers, leaves of absence, resource
centres, information systems, retreats, orientation for new
appointees, use of media, leadership roles on committees,
publications, peer reviews: counselling, use of accrediting

organization as a resource, and testing and profile assessment

(Charters, 1978:13-15).

Summary
This chapter presented a review of the 1literature
relating to the professional development needs of adult
educators. The review of the literature revealed that pro-
fessional development has varied rationales depending on the
context in which it is provided.. The rationale fox the need
for professional development is influenced by the demanding

new job roles, enhancing job performance, and changing jobs.
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staff capabilities are improved by agencies and institutions
implementing professional development activities.

Although wide-ranging purposes for professional develop-
ment were defined in the literature review, several authors
agreed that the purposes of professional development are to
increase one's competencies, one's awareness and one's
attitudes toward different areas of one's life. Much of the
1iterature cites the purposes of professional development to
include personal development, instructicnal improvement, and
organizational development.

The literature also showed that there were three main
providers of professional development: educational institu-
tions, professional associations, and other agencies such as
employers, government departments, and voluntary organiz-
ations. Educational institutions primarily provide pro-
fessional development for those who choose to pursue a degree
or university certification. Professional associations
usually provide activities spch as short training courses,
non-credit opportunities and sponsorship of regional training
centres for adult educators. other agencies, such as
employers and voluntary organizations, usually provide agency-
wide professional development programs that are sponsored by
the employer.

The literature described various models of professional
development that were used by a variety of providers. Some of

the models were comprehensive, while others tended to be more
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specific and dealt with only one aspect of the development

process.

The literature described the various roles that adult
educators hold and the links these roles have to the types of
professional development needs that the adult educators feel
they need. Their roles are often influenced by the type of
adult education they provide, the position they occupy in the
field of adult education, and by the extent to which adult
education is their primary or secondary professional concern.

The literature also described a wide variety of practices
in the area of professional development that are presently
being used to meet the needs of adult educators. Some of
these practices included 1lectures, internships, teaching
practiée sessions, self-study through handbooks and manuals,
workshops, seminars, activities involving media and technology
and sabbaticals. Although the literature reported a variety
of professional development practices, it showed 1little
consensus on how effective these practices have been for adult

educators.
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CHAPTER III
RESEARCH METHODOLOGY

This chapter provides a description of the research
methodology used in this study. The research instrument
developed for this study will be described as will the pro-
cedures for the pilot study. Data collection will be des-
cribed by outlining ethical considerations, population and
sample, procedures for questionnaire distribution, returns and

data analysis.

The Survey Method

The survey methdd was used in conducting the research for
this study. McKay (1979) recommends that the survey method he
used when conducting needs assessments in adult education. He
points out that the survey method is the best method consider-
ing the information needed, the expertise available and the
time invo‘lved. The number of individuals sampled, the
financial resources, and the time limitations of this study
were all factors considered before deciding upon this method

of collecting the data.

The Research Instrument
The questidnnaire was designed for both the purpose of
this study and to assist in research being done for a proposed

certificate program through the Faculty of Extension,
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University of Alberta. The questionnaire was developed by
using items from other questionnaires and by the ideas gen-
erated from these questionnaires (Wroot, 1977; Konrad et al.,
1982; Aidoo-Taylor, 1986; and Dashcavich, 1988). The ques-
tionnaire (Appendix I) was nine pages in length and consisted
of four sections: General Information, Previous Education,
Professional Development Needs, and Preferences and Interests.
Section I of the questionnaire provides general factual
information about the respondents. Biographical questions
were asked regarding age, gender, work focus, length of time
employed, length of time involved in adult education, resi-
dence, and AACE (Alberta Association of Continuing Education)
membership. |
Section II of the questionnaire provides information
regarding the respondent's previous education. Questions
regarding educational preparation for work, and present
educat ‘onal level attained were included in this section.
Section III of the questionnaire was designed to gather
data regarding the respondent's professional development
needs. Some of the questions in this section provide informa-
tion about the &xtent of involvement in various professional
development activities and the barriers to involvement. Some
questions refer to the respondent's motivation for participat-
ing in professional development activities and wh&t circum-
stances must prevail for the respondents to pursue professio-

nal development opportunities. Questions regarding employer
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involvement, incentives desired and available and need for
more professional development opportunities were also
included.

Section IV of the questionnaire provides data regarding
the respondent's preferences and interests in relation to
professional development activities. Questions concentrated
on information about skill and subject areas that were of
jnterest to the respondent. Questions that dealt with the
manner in which activities would be delivered, when activities
would occur, how long each activity would be and where it
would occur were also included.

The questionnaire was designed to facilitate the use of
é computer for processing of responses. An identification
number was specified for jdentification purposes only;
anonymity and confidentiality of respondents were maintained
throughout the study.

All four sections of the questionnaire used a number
system to indicate the responses to the questions. Response
jtems in the questions were presented in a vertical manner on
the left side of the page and numbers ranging from 1 to 30
that corresponded to each response were presented vertically
on the right side of the page. Instructions were clearly
presented for respondents to circle the number that corres-
ponded to the response chosen.

If additional information was needed to be specified on

particular questions, a line for "other" responses was
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provided. This procedure was used in all sections of the
questionnaire.

At the end of Section IV the respondent was invited to

provide any general comments or suggestions in written form.

Pilot Testing

The questionnaire was pilot tested with ten individuals
that were currently involved in adult education. The individ-
uals were representative of the sample used in this study.
Three of the individuals involved in the.pilot study were
employed by Edmonton Public Schools, Continuing Education as
administrator, program planning assistant or a program
specialist. Three instructors of Adult Literacy and English
as a Second Language employed by the same organization were
involved. Two librarians involved in adult education at the
University of Alberta participated in the pilot testing, as
well as one gfaduate student in the Adult and Higher Education
program at the University of Alberta. One professor of adult
education employed through the Faculty of Extension at the
University of Alberta was the final participant. All ten
questionnaires distributed were returned.

The individuals participating in pilot testing were
instructed to indicate any changes they felt should be made to
the questionnaire. A response sheet for comments and sugges~-

tions for each section of the questionnaire was attached

(Appendix II).
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As a result of the pilot testing, modifications and
revisions were made to the questionnaire as indicated by the
participants' responses. Changes made dealt specifically with
the format of the questionnaire and with minor alterations to
the wording used. The final draft of the questionnaire was
nine pages in length, contained 37 questions, and had a total

of 142 items (Appendix I).

Data Collection
pata collection for this study was guided by ethical
considerations necessary for this type of research, population
and sampling procedures, and questionnaire distribution. These
and questionnaire returns and treatment of the data are

discussed in this section.

. Copside ions

The participants in this study were given clear and
complete information about the nature, objectives and goals of
this research in a letter (Appendix III) included with the
questionnaire. The participants were informed of all aspects
of the research and were given a description of the re-
searcher's qualifications for doing research in graduate
studies, including the researcher's name, address, and phone
number in the event that concerns needed to be reported.

No inducements of any kind were made to encourage

participation in the research. It was made clear in writing
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that the participants' involvement in this study was complete-
ly voluntary. At any time, the participants were able to
contact the researcher and withdraw their involvement in the
study.

Confidentiality and anonymity were guaranteed to partici-
pants. The names of participants did not appear on the
questionnaires. Codes were used to ensure anonymity, and
confidentiality of research data was carefully guarded. Only
the researcher and the thesis committee had access to raw
data.

There were no physical, psychological or other risks to

the participants in this study.

Populati
The population for this study was determined by two
lists, one of which was compiled by the Faculty of Extension,
University of Alberta and the other by the Alberta Association
for Continuing Education. The first list consisted of the
names of 1,892 individuals and organizations engaged in the
field of adult education in some capacity in Western Canada in
the year 1987. All organizations without a specified contact
person and all individuals and organizations outside of
Alberta were deleted from this list. The total population
determined by this list, therefore, numbered 1,338 and
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consisted of individuals engaged in the field of adult
education in various capacities in the province of Alberta.

The second list used to determine the population of this
study, compiled by the Alberta Association for Continuing
Education, was a list of members of the organization for the
year 1987. The list consisted of a total of 301 members, all
of which were Alberta residents.

The combination of both lists of adult educators resulted
in a target population of 1,639 for this study. This target
population can be described as aduit edﬁcators that are
engaged in the field of adult education in some capacity in
Alberta. The individuals in the target population were
engaged in the field of adult education in various communities

in Albérta, both rural and ﬁfban.

Sample

The selection of the sample in this study was based upon
a stratified sampling procedure. Selections were made by
choosing a random selector from a list of randoﬁ numbers and
then performing a systematic random selection on both lists.
A sample of 200 was drawn from the list compiled by the
Faculty of Extension, and a sample of 100 was drawn from the
list compiled by the Alberta Association of Continuing
Education for a total of 300 individuals. Using 300 individ-
uals from the total population of 1639 resulted in an 18

percent sample.
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The sample consisted of 300 adult educators in Alberta
engaged in various activities in the field of adult education.
Their places of residence were distributed among the various
areas in Alberta, but approxi'mately 50 percent each lived in

major urban centres and rural areas of the province.

: tionnaire Distributi

The distribution and collection of the questionnaires
occurred during a two-month period in early 1988. Question-
naires with covering letters were mailed on January 5, 1988
and were asked to be returned by January 18, 1988. The
covering letter (Appendix III) was one page in length and
introduced participants to the study as well as to the
ethical considerations being observed. On February 8, 1988,
a follow-up letter (Appendix IV) was distributed, asking those
who had not returned questionnaires to do so by February 22,
1988 at the latest. Detailed records were kept of the returns
in order to send follow-up packages only to appropriate
participants.

Each package contained a questionnaire that was coded for
analysis purposes, a covering letter, and a stamped, self-
addressed envelope designed to encourage a greater response
rate.

Returns of gquestionnaires were received on a regqular
basis. In order to attain the highest response rate possible,

the final deadline for returns was extended until there was a
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substantial drop in returns. March 1, 1988 was the final day
on which questionnaires were accepted to be included in the

study.

Returns

A total of 226 questionnaires were received from 300 that
were distributed as outlined in Table 3.1. Of thc.
questionnaires, 203 were usable for data analysis, a re:
rate of 67.6 percent. The response rate was consi:: . ad
acceptable for this study. The useable returns made up 12.4

percent of the total population.

Table 3.1
. Questionnaires Distributed and Returned

(n=203)

M

Questionnaire Total Percentage
Useable 203 67.6
Unuseable 23 7.7
Not returned 74 24.7

300 100.00

Of the 23 questionnaires returned that were not useable,
14 were returned due to an address change with no forwarding
address. Seven questionnaires were returned with notes

attached indicating that the respondents did not view
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themselves as adult educators. One questionnaire was
returned with a note indicating that the intended respondent
was recently deceased, and one other questionnaire was

returned after the final deadline of March 1, 1988.

ata

As each questionnaire was received, it was reviewed to
determine whether it was usable or not usable. Once determined
usable, the researcher reviewed the questionnaires to ensure
that the responses were provided in an appropriate mannef.
This review was designed to ensure clarity for key punch
operators for processing the questionnaire responses onto
computer files. Questionnaires were then reviewed a second
time to summarize the general comments'.and suggestions
provided in written forms. The comments were coded and stored
for use while reporting the results of the study.

Upon completion of the questionnaire reviews, the quest-
ionnaires were taken to the Division of Educational Research
Services where the responses from the questionnaires were
entered directly onto computer files. Since this question-
naire served as a research tool for the Faculty of Extension's
proposed certificate program as well as for this study, seven
variables were omitted from the data analysis for this study.
The data were analyzed using appropriate statistical programs

for the Social Sciences (SPSS-x).
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Summary

For this study, a questionnaire was developed to gather

data regarding general information, previous education,
professional development needs and preferences and interests
of adult educators in Alberta. The sample of 300 was drawn
from a total 1list of 1,639 adult educators. ' The overali
questionnaire response rate was 67.6 percent. The data were

analyzed using the SPSS-x system.
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CHAPTER IV
DES'RIPTIVE FINDINGS

This chapter provides a description of the respondents
and of the findings related to the five research questions of

the study which address the main purpose of this research.

Section 1. Description of Respondents
This section describes the respondents in this study.
Characteristics of ihe respondents are'outlined, as well as
their educational background, in order to establish a clear

understanding of those who responded to the questionnaire.

Charactsristics

¢f 511 of the questionnaires returned, 203 were useable
Zor anulysis. The characteristics of ¢hes2 203 respondents
cre described in terms of their age, gender, membership in
Alherta Association for Contrinuing Education (AACE), main
focus of work, leng:h of time in presen® emplovment, length of
time worked in adult education, availakility of .-ust-secondary
institution, distance %o postszcondary centie, and place of

residence.

Ade. The respondents to the questionnaire ranged from
the undey 25 age category to the over 60 category as indicated

in Tablé 4.1. The ma‘ority of the respondents (97.4%),
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Table 4.1

Characteristics of Respondents

m

Variable and Category Frequency Percentage
Age:

60 & Over ' 3 1.5

50 - 59 31 15.3

40 - 49 79 39.1

30 - 39 74 36.6

25 - 29 13 6.4

Under 25 2 1.0
Gender:

Female 116 58.0

Male 84 42.0
Membership in AACE: '

Member 82 40.4

Non-menmber 121 59.6

however, ranged from the ages of 25 to 59, with the largest
group of respondents falling in the age range of 40 to 49
(39.1%) . Respondents in the age range of 306 to 39 made up the

second largest group (36.6%).

Gender. More females thar males responded to the
questionnaire as is indicated in Table 4.1. Of those who

responded, 58 percent were female and 42 percent were male.

Membership in AACE. The Alberta Association of Continu-
ing Education (AACE) is an organization of adult education

practizicizrs in Alberta. About 40 percent of the respondents
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were members of this organization, whereas just about 60

percent were not members as shown ir Table 4.1.

Ma2in Focus of vuweoxk. The largest group of respondents
worked primarily in ti«¢ wres of administratisi of adult

education (37.4%) as ‘n#ficated in Table 4.Z. Program

Table 4.2

Distribution of Respondents
By Characteristics of Work

e e T e ]
Variable and Category Frequency Percentage

Main Focus of Work:

Administration 76 " 37.4
Procgram Coordination 53 26.2
Teaching 25 12.4
Training 12 5.9
Counselling 9 4.5
Other 27 13.4

Lergth of Time With
Present. Employer:

13 or more years 36 17.7
1¢ - 12 years 18 8.9
7 - 9 years 30 14.8
4 - 6 years 41 20.2
l - 3 years 55 27.1
< than 1 year 23 11.3

Length of Time in
Adult Education:

13 or more years 52 26.1
10 - 12 years 26 13.1
7 - 9 years 33 16.6
4 - 6 years 47 23.6
l - 3 years 30 15.1

< than 1 year 11 5.5
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coordination was performed by 26 percent of the respondents.
Another 23 percent of those who responded were involved
directly with students in adult education in the combined
areas of teaching, training and counselling. The remaining 13
percent of the respondents were involved in other areas of
work in' adult education excluding teaching, training and
counselling.

These other areas of work in adult education varied
widely. A large group of respondents indicated involvement in
the private sector in areas such as consulting, staff develo-
pment, staff orientation, financial aid, job placement,
management of training, and personnel. The next largest group
of respondents in this category indicated that their main
focus of work was in the area cf community development, where
they provided community consultations and liaison activities
with community organizations.

Other respondents were involved in technical areas,
working in engineering and supervision in power plants. Some
respondents worked in the medical field as clinical techni-
cians and therapists, while others worked in the libraries as
educational media specialists and 1library technicians.
Several respondenis indicated that their main focus of work
involved writing in areas such as program development,
planning, designing and literature. As well, two respondents
in this category indicated that they were involved in law

enforcement and investigation. These varied areas of work
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show the diversity of roles in the field of adult educaticn in
Albperta.

In the general comments section of the questionnaire, ten
respondents indicated that they did not feel they were adult
educators. One respondent's comment is indicative of this

belief:

I am not am zdult aducator. My job involves a
small propsrtionn Of seminar training and other
presentations with managerial activities as the
major thrust . . . I am now working on developing a
new career for myself.

It became evident that these respondents indeed were adult
educators, even though they did not perceive themselves to be
gso through their descriptions of their present positions.
They described their positions in areas such as administration
in a college, staff training, and work in the voluntary
sector, all of which can obviously be placed in the field of

adult education.

Lenagth of time in present employment. Table 4.2 outlines

the length of time respondents worked for their present
employer. The length of time worked for the present employer
in adult education was quite similar for the combined groups
of less than 1 year and 1 to 3 years (38%), and for those who
indicated the two groups of 4 to 6 years and 7 to 9 years
(35%). The remainder, 27 percent, have worked for their

present employer for 10 to 12 years or 13 years or more.
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Lgng;h_g:_gimg_in_ggglg_ggnggnign. Table 4.2 also out-
lines the length of time worked in adult education by 7 cate-
gories. Respondents with 4 to 6 years and 7 to 9 years of
experience in the field totalled 40 percent, while those
respondents with 10 to 12 years and 13 or more years experi-
enceé totalled 39 percent. The remaining respondents who
answered this question had worked in adult education for less
than 1 year or 1 to 3 years, and totalled 20 percent of the
respondents. Since over half of the respondents in the study
neld administrative or program planning positions, it is not
unusual to find that the majority of respondents indicated

they had been in adult education for several years or more.

Availabilitv of postsecondarv institution. Over three-

quarters of the respondents lived in an area with a postsecon-
dary institution (Table 4.3). The remaining 22 percent lived
in an area without any postsecondary institution within the
community. All urban centres have pestaecondary institutions
in Alberta, so it can be assumed that 22 percent of the

respondents iived in rural areas.

Distance to postsecondary centre. Of those who responded

to the question regarding distance of their residence¢ %o a
postsecondary institution, approximately 76 percent lived
either less than 50 km or between 50 and 99 km from a post-

secondary ceiitre (Table 4.3). Another 25 percent lived 100 to
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149 km, 150 to 199 km, and 200 km or more away from a postsec-

ondary centre. The 158 respondents who did not respand to

this gquestion were assumed to live in a centre with a postsec-

ondary institution.

Table 4.3

Distribution of Respondents By
Characteristics of Residence

S

Variable and Category Frequency Percentage
Availability of
Postsecondary Institution:
With postsecondary
institution 158 77.8
Without postsecondary
institution 45 22.2
Distance to
Postsecondary Institution:
200 km or more 3 6.7
150 - 199 km 3 6.7
100 - 149 km 5 11.1
50 - 99 km 20 44.4
< than 50 knm 14 31.1
Place of Residence:
Edmonton 87 42.9
Calgary 23 11.3
Lethbridge 5 2.5
Red Deer 5 2.5
Other 83 40.9
Place of Residence. Table 4.3 also outlines the place of

residence of the respondents.

lived in Edmonton or Calgary.

Of all 203 respondents, 11C

Another 10 respondents lived in
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Lethbridge or Red Deer, and the remaining 83 lived in other
locations within Alberta.

The majority of the respondents (93%) living in loca-
tions other than the four major urban centres in Alberta were
quite evenly distributed among four regions. Approximately 23
percent lived in each of the north-west, north-east, west-
central and east-central regions of the province. The
remaining respondents lived in the south-west and south-east
regions. This sample clearly was made up of both rural and

urban dwelling respondents.

Educational Background

In this section, the 'educational background of the 203
respondents is described by reporting the highest level of
academic attainment and how useful the respondents perceived
their previous education has peen in preparation for their
work. Numbers and types of graduate degrees, undergraduate
degrees, diplomas and certificates held by the respondents are

also reported.

Highest academic attainment. The respondents had a

variety of educétional backgrounds and had achieved different
types ;nd levels of academic attainment as shown in Table 4.4.
The majority of the sample were well educated individuals,
holding at least a university undergraduate degree. The

largest group of respondents (32.7%) had received a university



62
degree., Another 30 percent of the respéndents had received a
university graduate degree. Approximately one-quarter of the
respondents had only some university education or technical/
vocational training. The remaining respondents (10.9%) had

graduated from grade 12 or had some high school educatiwn.

Usefulness of previous education. Table 4.4 portrays the

usefulness of the respondents' previous education to their
present positions. Approximately two-thirds of the respon-
dents found their previous education to be of moderate to

consideirable use as preparation for their present positions in

Table 4.4

Distribution of Respondents By
Academic Attainment and Usefulness

W
Variable and Category Frequency Percentage

Highest Academic Attainment:

University graduate degree 61 30.2
University undergraduate
degree 66 32.7
Some university 30 14.9
Technical/vocational
training 23 11.4
Grade 12 20 9.9
Some high school 2 1.0
Usefulness of Previous
Education:
Of very great use 38 18.9
Of considerable use 68 33.8
Of moderate .use 70 34.8
Of minimal use 22 10.9

Of no use 3 1.5
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adult education. Another 19 percent found their education to
be of very great use in preparation for their present posit-
ion, and the remaining 12 percent found it to be of minimal or
no use. Clearly, previous education was an important provider
of knowledge for on-the-job requirements. Some respondents,
however, may have come into their adult education roles from
other fields, and their previous education was only indirectly
related to their current position. This idea is supported by
such comments as:

I work in a position where the educational back-
ground required bears no relationship to the job
functions I am providing. For the last four years
I have tried to supplement my personal knowledge
and strengths with the types of professional devel-
opment you discuss here, but as you can see, I
still find many, many gaps.
Another respondent stated:

I feel experience, (not previous education) has

been helpful in preparing me. I have also
benefitted from selected workshops and independent
investigation.

This small group of adult educators felt that previous work
experience was of value i their preparation for their present
positions. This may be especially true for those respondents

with very low levels of academic attainment as well.

Graduate deqrees. Table 4.5 outlines the distribution of
respondents by their educational degrees. More than one
response may have been given by the respondents, thereby
making it possible for some respondents to indicate having

more than one degree, diploma or certificate. A total of 35
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Table 4.5

ini3tribution of Respondents By
Characteristics of Education

S N S T " NP
Variable and Category Frequency* Percentage

Master Degrees:

Master of Educ. (M.Ed.) 31 15.3
Master of Arts (M.A.) 11 5.4
Other degree 28 13.8
70 34.5
Undergraduate Degrees:
Bachelor of Arts (B.A.) 58 28.6
Bachelor of Educ. (B.Ed.) 52 25.6
Bachelor of Science(B.Sc.) 12 5.9
B.Sc. Home Economics 8 3.9
B.Sc. Nursing 7 3.4
B.A. Phys.Ed./Recreation 6 3.0
Bachelor of Social Work 4 2.0
B.Sc. Engineering 3 1.5
Other degree 19 9.3
. 169 83.2:
Diplomas Held:
University , 35 17.2
College 11 12.3
Technical 15 7.4
Other diplomas 13 6.4
74 43.3
Certificates Held:
University 18 8.9
Technical 14 6.9
College 11 5.4
Other certificates 30 14.8
73 36.0

* More than one response may have been given by respondents.

percent of the respondents reported holding a master's degree.
The largest category of master's degrees was M-ster of

Education (15.3%). The second category indicated was Master
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of Arts at 5 percent and the next largest category was that of
"other" (13.3%).

The largest group in the "other" category held master
degrees in social work, followed by several that held a Ph.D.
in areas such as education and chemistry. Several other
respondents held master's degrees in business administration
and theology. One each of the remaining respondents held
graduate degrees in community development, engineering, public
administration, and science. It may be that some respondents
pursued a master's degree since entering the field, and this
may account for the number of respondents with a master's
degree in education, some of which were in adul“ education.
Those holding a master's degree or higher number much fewer
than those holding undergraduate degrees.

In the general comments section, seven respondents
indicated that they were presently enroled in a graduate
program, but they had not completed the program at the time of

this study.

e d es. Table 4.5 outlines how the
respondents answered when asked about their undergraduate
degree. A total of 83 percent of the respondents indicated
holding an undergraduate degree. Over one-quarter of the
respondents held a Bachelor of Arts degree. Another one-
quarter of the respondents held a Bachelor of Education

degree. Approximately another quarter of all respondents held
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degrees in areas such as science, home economics, nursing,
physical education, and engineering. Other undergraduate
degrees listed by respondents made up 9 percent of the
responses. The respondents had undergrad.ate degrees in a
variety of areas such as agriculture, commerce, divinity, fine
arts, journalism, law, pharmacy, philosophy, physical educa-
tion, psychology, and theology. As these findings indicate,
it is not uncommon for adult educators to hold a wide variety
of undergraduate degrees. There are very few undergraduate
degrees in adult education offered at universities in Canada

and, as the findings indicate, not one respondent held such a

degree.

Diplomas. A total of 43 percent of all the respondents
reported holding a diploma. Table 4.5 also outlines the
frequency and percentage of diplomas held by the respondents.
The largest number of diplomas held were university diplomas
(17.2%); the largest number of these university diplomas were
professional diplomas after a degree. The next largest group
held graduate diplomas in the area of education, and the
remainder held university diplomas in areas such as business
administration, physiotherapy and psychological counselling.

Of all of the respondents, another 12 percent held
college diplomas in areas such as broadcast journalism,

business administration, civil engineering technology,
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conservation, fine arts, general studies, liberal arts, and
occupational health nursing.

Another seven percent of the respondents held technical
diplomas in a wide variety of areas. The largest number of
these diplomas were in the medical field in nursing, dental
mechanics and respiratory technology. In addition, some
respondents held technical diplomas in the areas of business
adminiétration and secretarial arts. A small group held
diplomas in photography, instrumentation, tailoring, and
pattern drafting.

The remaining six percent of all respondents held other
diplomas such as a hospital grants:? besic school of nursing
diploma, a health care management ¢.iploma, and a cooperative
diploma from an out-of-province institution. Tnis wide
variety of diplomas held indicates the diverse background and

specializations of adult educators.

Certificates. A total of 36 percent of all the respon-
dents reported holding a certificate. Nine percent of the
respondents held university certificates in the areas of local
government assessment and taxation, non-degree education,
occupational u:igéh and safety, outdoor education, personnel
administratie@t, #ww~ social work.

Another «#7%n percent held technical certificates in a
wide variety of areas. The most common technical certificates

were in medical areaszs such as emergency ambulance work,
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nursing and radiation treatment, followed by certificates in
the areas of engineering involving power, steam engines and
telecommunications. Cne reszpondent held a certificate in
interpreting for the deaf, and another held a secretarial arts
certificate.

A very small number of respondents, 5 percent, held
college certificates in the areas of agriculture and managem-
ent. The largest category, however, in which the respondents
indicated they held certificates was "other" (14.8%). Nine
respondents indicated nolding permanent teaching certificates
from various provinces in Canada. The other certificates held
were in very specific fields such as administration, carpent-
ry, crane operation, education technician training, family
life education,.fireman's training, leadership training, life
skills training, marketing, sales, and supervision and
management. As with diplomas, this wide variety of cer-
tificates shows the diverse educational background of adult

educators in Alberta.
Section 2: Findings By Research Questions

This section de.-vihas the findings related to the
research questions. These questions address the main problem
of this study, which was to determine the nature and extent of
professiorial development r.:eds as perceived by educators of
adults in Alberta. All data discussed in this section were
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gathered through the questionnaire and are organized by

research question.

Activities

One aspect of this study was to identify how the pro-
fessional developmer:it needs of adult educators in Alberta have
been met to date. The respondents were asked to indicate to
what extent they had participated in a variety of professional
development activiti.es over the past two years.

As indicated in Table 4.6, respondents participated most
frequently in professional development activities 1 to 3 times
during the last two years. Respondents participated most
frequently in informal types of activities such as conferences
(42.9%), inservice workshops (41.9%), short courses (39.7%),
and on-the-job training (28.5%). The least participated in
activities were of a more formal nature and included ac-
¥jvities such as correspondence conrses (11.6%), technical
courses (10.1%), college courses (9.6%) and others (2.5%).
The findings show that informal activities were more popular
as professional development choices than were formal ac-
tivities.

Informal activities do not lead to any certification or
Aegree, whereas formal activities do. Formal activities tend
to be offered by a postsecondary institution, whereas informal
activities are not. Of the other activities specified,

reading was indicated by five respondents. Another three
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Table 4.6
Distribution of Respondents Ry Particip- :' ..
in Professional Development Activit’: .
During the Past Tw:: Yearse
e o — S %

Number oi ~.casions

Activity None 1-3 4-6 7-9 10+
Coriferences 24.6% 42.9 23.2 5.9 3.4
Inservice workshops 12.2 41.9 21.2 8.9 8.9
Short courses 44.7 39.7 6.5 4.0 2.0
on-the-jo!. -raining 34.5 28.5 14.0 6.5 16.5
Universit surses 65.8 21.6 7.5 2.5 2.5
Weekend sKRiops 75.5 18.0 3.0 2.5 1.0
Correspondence courses 83.3 11.6 3.5 1.0 .5
Technical courses 87.4 10.1 1.5 0.0 1.0
College courses 88.8 9.6 1.9 0.0 .5
Other 93.0 2.5 1.0 1.0 2.5

respondents indicated taking University of Alberta extension
courses, and the remainder participated in varied activities
3uch as continuing education courses, government sponsored
courses, corporate training courses, teleconference seminars,
volunteer training in counselling sessions, sabbaticals and

networking activities.

Question Two: Areas of Need for Professionajl Development
Another important aspect of this study was to identify

in what areas adult educators felt that professional develop-
ment was needed. Respondents were asked to choose subjects
and skill areas in which they would prefer professional

development. From the areas indicated, respondents were asked
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to identify five with the most importance to them, and to list
any other areas which they felt should be addressed thxough

~

professional development.

Need areas. Respondents chose from thirty subjects and
skill areas to indicate their preferences of professional
development topics. The choices of the respondents are
presented b+ rank order in Table 4.7. Program nlanning was
most frequently selected (54.7%), followed by program evalua-
tion techniques (52.2%), and then n~eds assessment techniques
(48.3). Those lsast often selected included philosophy and
practice (21.7%), sociology of adult education (18.7%), and
history of Canadian adult education (5.9%). The findings show
that courses directly related %o a work situation were most
frequently chosen. The lesast often selected were those that
were less directly applied to a work situatlon and more

academic in nature.

Most preferred topics. Table 4.8 lists the five topics
which respondents felt were of most value to them. The topic
most frequent.ly chosen was program planning, with approximate-~
ly 35 percent of all respondents making this choice. Program
evaluation techniques (27.7%), needs assessment techniques
(26.7%), and using computers effectively (23.0%) were selected
as second, third and fourth 1. .t preferred topics of pro-

fessional development. The fifth most preferred topic showed
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Table 4.7

Distribution of Respondents by Preferences
for Topics for Professional Development

S S S A R N T

Preferred Topic Frequency Percentage

Program planning 111 54.7
Program evaluation techniques 106 52,2
Needs assessment techniques 98 48.3
Using computerz effectively 93 45.8
Leadership skills 89 43.8
Futures in adult education 87 42.9
Group dynamics 82 40.4
Process of change in adult

education 81 39.9
Instructicnal/delivery alternatives 81 39.9
Adults student as learner 79 38.9
Psychology of the adult lea:ner 79 38.9
Instructional evaluation techniques 77 37.9
Organizational development 77 37.9
Community development 73 35.5
Advertising techniques 72 35.5
Systematic instructional design 70 34.5
Using volunteers effectively 70 34.5
Public relations 68 33.5
Instructor training 66 32.5
Instructional techniques 65 32.0
Administrative processes/procedures 65 32.0
Principles c¢f adult education 63 31.0
Personnel administration 59 29.1
Mznagement use and styles 59 29.1
Brochure and pamphlet,/graphic

design 55 27.1
Conducting effective meetings 53 26.1
Brokering in adult education 50 24.6
Philosophy and practice of adult

education 44 21.7
Sociology of adult education 38 18.7

History of Canadian adult education 12 5.9
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a tied response for leadership skills (22.0%) and instruct-~
ional/delivery alternatives (22.0%). These most preferred
topics reflectlconsistently the areas chosen on a previous
question from a list of 30 selection. This suggests that
adult educators know what they are looking for and are not
distracted by numerous otler courses that may be made availa-
ble.

Table 4.8

Distribution of Respondents by
Nost Preferred Topics of Professional Developnment

WIM '&W

pPreferred Topics Erequency Percentage

Program planning 68 35.6
Program evaluation techniques 53 27.7
Needs assessment techniques 51 26.7
Using computers effectively 44 23.0
Instructional/delivery

alternatives 42 22.0
Leadership skills 42 22.0

Respondents were asked what other subjects or skills
areas should be addressed through professional development.
only 56 responded to this guestion. The two largest cat-
2gories of response, containing 16 and 15 responses, respec-
tively, dealt with instructional methods and leadership issues
which were two of the most preferred topics shown in Table
4.8. Another ten responses indicated a desire for activities

in the area of personal development. The remaining categories
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of economics, marketing, women's studies, and voluntarism all
had four or fewer responses in them. Several respondents also
commented that the list given to chcose from in the question-
naire was quite complete.

From the general comments section of the questionnaire,
several respondents indicated an interest in professional
develiopment activities which focused on how adult learning
concepts may be used with young adults. Several others
mentioned that adult education professicnal development

activities should offer more flexibility to accommodate

various options and sub-groups within adult education.

Respondents were asked to identify what reasons have made
it difficult for them to participate in professional develop-
ment activities in the past, and what reasons might prevent
them from participating in the future. From a list of twenty
poesibie barriers to participating in professional development
activities, each respondent selected one to three items. The
barriers listed in Table 4.9 have been ranked ordered by
frequency of response.

The barrier most frequently identified by 44 percent of
the respondents was "not enough time" to participate in pro-
fessional development activities, a personal barrier. With
home, work, and community responsibilities, respondents may

feel that they must spend their time on priorities other than
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Table 4.9
Distribution of Respondents by
Barriers to Participating In
Professional Development Activities

, _

Barrier Frequency¥* Percentag2

Not enough time 90 44.3
Job responsibilities 87 42.9
Content not relevant to my needs 79 38.9
offered at wroeng time 55 27.1
cGost (books, registration) 46 22.7
Not offered in right iocation 21.7
Home responsibilities 16.7
Too much time required to comt > 12.3
Responsibilities for children 4 11.8
Won't iead to promotion 14 6.9
Not likely to hear of opportunities 12 5.9
Not enough information about

activity 12 5.9
Too tired; not enough energy 11 5.4
Do not meet enrolment requirements 9 4.4
Employer does not encourage me

to participate in activities 9 4.4
Strict attendance requirements 8 3.9
Tr~iportation difficulties 7 3.4
r: ot enjoy studying 7 3.4
7~ osition from spouse 1 .5
s fraid I may fail 0 0.0
Other barriers 11 5.4

*More than one response may have been chosen.

professional development. "Job reinonsibilities,"” which can
be described as a professional barrier, was selected by 43
percent of respondents. ncontent not relevant to my needs"

was selected by 39 percent, and it can be described as an
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instructional barcicr. .Of all twenty barriers listed, no
respondents selected "afraid I may fail."

Several other barriers were listed by 5.4 percent of the
respondents under "other barriers" as interfering with their
ability to participate in professional development activities.
The barrier listed by several respondents indicated that money
was an issue for them not becauze of the cost of activities
but because of government budget cuts, the need to take a
leave of absence and lose salary in order to participate in
professional development activities, and having too many other
priorities for their money. Other barriers listed incliied
the distance to the activities, inconvenient delivery metho:s
for the activitiss, conflict with other degree-granting
activities already engaged in, lack of trust in the type of
training methods used, indecision about professional develop-
ment opportunities, and not receiving university credit for
professional development activities.

Respondents listed other barriers to their involvement in
professional development through their general comments. Six
respondents commented on their geographical location and the
distance from postsecondary institutions. One commented on
the distance to available professional development activities

as described in this comment:
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Distance is usually a factor when a course is
offered at the workplace, especially if it is
daily. I can usually get away for short seminars
but if they are only offered once a year, then I
may not be able to fit it in. Short seminars
should be offered several times a year so a working
person can pick out one that fits his/her schedule.

Another stated:

Why not use teleconferencing, telewriters as dis-
tance is a major problem when living in the north.

Other barriers mentioned were lack of self-discipline, family

commitments, and the lack of previous formal education.

Quests ':  Motivati for_participati in professional
Development

opme

A fourth queétion investigated what motivates adult
educators in.Alberta to partic.pate in professional develop-
ment activities. Respondents were asked about their level of
need for more professional development opportunities, their
reasons for participation, what incentives should Se provided
to encourage participation, who should provide +hese incent-
jves, and how participation may help the achievement of their

career goals.

evel of need. Table 4.10 indicates the respondents'
level of need for more professional development opportunities,
using a scale ranging from very low to very high. Approxi-
mately 60 percent of respondents felt that their need was

moderate. Another 24 percent felt their need for professional
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Table 4.19

Distribution of Respondents By l.evel of Need
for r<¢ifessional Development Opportunities

- Featagwestr. .-« ...

Level oOf s Frequency Percentage
Very high 15 7.5
»igh 34 16.9
Hdoderate 120 59.7
Low 25 12.4
Very low 7 3.5

development was high or very high, and about 16 percent felt
their need was low or very low.

In the general comments section, only three respondents
commented on their need for professional development being

low. As one respondent stated:

I already have more education and experience than

my position and salary warrants. I do have some

personal goals cf getting a master's in counselling

or adult education, but at $900 a month I can't see

my current employer paying remuneration.
This position, however, was reflective of only a small number
of adult educators. The majority of respondents (84.1%)
indicated a moderate, high or very high level of need for

professional development.

Reasons for participation. Table 4.11 shows the reasons

why respondents would participate in professional development

opportunities. A large number of respondents (82.3%)
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Distribution of Respondents by
Reasons for Participation in
Professional Development Opportunities

N

Reasons Frequency* Percentage
Increase job effectiveness 167 §2.3
Satiz?y personal need 151 74.4
Lead to career advancement 93 45.8
Lead to a university degree 40 19.7
Develop better self-image 29 14.3
Lead to certificate or diploma 23 11.3
Provide a pay increase 17 8.4
Improve status in community . 11 5.4
Other 6 3.0

*More than cne response may have been chosen.

indicated that they‘participated in professional developmernt
opportunities to increase their job effectiveness, and

approximately three-quarters indicated their reason was to
satisfy personal need (74.4%). These findings show that adult
educators participate in professional development activities
for intrinsicaliy motivated reasons. It is interesting to
note that extrinsically motivated reasons, such as obtaining
a pay increase, were chasen by only 8 percent, and about 5
percent chose the reason of improving status in community.
Another three percent of the respondents listed varied other
reusons for wanting to participate in professional development

cpportunities.
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entiv coura articipation. Table 4.12 out-
lines incentives to encourage participation in professional

development opportunities. All incentives listed were

Table 4.12

Distribuf.ion of Respondents by
Incentives %¢ Encourage Participation
in Professiorzl Development Opportunities

O SR N RN . e

Incentive Frequency#* Percentage
Payment of your fee:x 142 70.0
Educational leave with pay 132 65.0
Accommodation expenszes 101 49.8
Travelling expenses . 98 48.3
Pay increase upon completion 54 26.6
Other 16 7.9

*More than one response may have been given by respondents.

tangible in nature, specifically dealing with finances.
Respondents chose payment of their fees most frequently (70%).
The second most popular incentive was educational leave with
pay (65%), followed by accommodation expenses (49.8%),
travelling expenses (48.3%), pay increase upon completion
(26.6), and other incentives (7.9). Other incentives listed
by respondents were numerous, but fell intc several distinct
categories. The iwost frequent comments stated that no
incentive:s should be provided, but that the barriers should be
broken dcwn instead. The next largest group listed financial

considerations not concerning payment of fees but concerning



81
tax implications of fheir participation in professional
development activities. One respondent mentioned that the
sharing of fees would be appropriate.

Another group of respondents listed providing child care
or paying "~ child care expenses as a possible incentive.
Oothers agreed that incentives should be linked to =2conomic,
organizational and social realities. Several respondents felt
that providing these professional development activities in a
more preferable location would be a good incentive for
participating, and finally one respondent felt that a
guarantee of a job apon his/her return from participating in

professional development would be an incentive as well.

viders ©f incentives. Table 4.13 gives a detailed
outline of the responses'to the question of who siould provide
incentives. for encouraging participation in professional
development opportunities: vighty-one percent of the
respondents indicated th¢. 5. employer should provide
incentives for marticipation. iixs may have been the nost
popular response since professional development often benefits
the employer as well as the employee. Another nine percent
felt that government agencies should provide incentives, and
four percent indicated that educational institutions should

provide incentives.
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Table 4.13

Distribution of Respondents By
Providers of Incentives

Providers Frequency Percentage
Employer 161 80.5
Government agency 17 8.5
Educational institution 7 3.5
Other 15 7.5

Approximatély eight percent of the respondents felt that
there were other providers of incentives. These responses
suggested that perhaps there could be some shared respon-
sibility for providing incentives.

In the general comments section, one respondent stated
the view of the majority of respondents:

Adult educators are usually committed perscns who

would be prepared to participate in ‘in-service

professional activities provided they were given
support from both employers and educational insti-
tutions. I do hope that this survey helps to bring
about such support.
This overwhelming indication of need for the provision of
incentives from employers may show a strong desire, on the
part of the adult educators, to have the employers understand
the benefits of continuing professional development and

encourage their employees to participate by providing

incentives.
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Achievement of career goals. Table 4.14 outlines the

responses to the question of whether participating in profes-
sional development activities would be a definite help in
achieving their career goals. The majority of respondents, 88
percent, indicated that participating in professional
development activities would help them in achieving their
career goals. About 13 percent did not agree. These findings
clearly show that adult educators perceive a direct link

between participation in professional development and career

development and/or enhancement.

Table 4.14

Distribution of Respondents By
Achievement of Career Goals

Career Goals Frequency Percentage
Yes, I do 175 87.5
No, I do not 25 12.5

Question 5: Meeting Professional Development Needs

The fifth question investigated in this research was how
to meet the professional development neéds of adult educators.
Respondents were asked questions regarding to what level of
activity they would commit themselves, what type of activity
they preferred, when they would participate, how frequently
they would participate, and at what times they would prefer to

participate. Respondents were also asked to indicate their
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interest in participating in a certificate program offered by

a university.

Level of activity. Table 4.15 shows the responses to
the question of what activity the respondents would commit

themselves to if all the circumstances were right. The most
frequent response was graduate degree program (37.5%),
followed by non-credit workshop/course (34.5%) . Interestingly,
both a very formal graduate degree program and a very informal
non-credit workshop/course were chosen as the two most popular

responses. These responses reflect a bi-modal

Table 4.15

Distribution of Respondents By
Level of Activity .

Level of Activity Frequency Percentage
Graduate degree program 75 37.5
Non~-credit workshop ccurse 69 34.5
Certificate program 27 13.5
Undergraduate degree program 20 10.0
Diploma program 9 4.5

perspective on the need for credentials for participation in
professional development. Another 14 percent of the respon-
dents would commit themselves to a certificate program, while

ten percent were interested in an undergraduate degree
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program. The remaining five percent chose the diploma
program.
One respondent commented on the reason for taking credit

courses in the general comments section.
I have chosen +to discontinue taking extension
courses (all non-credit courses) in favour of
credit courses as my employer and most others are
only interested in degrees. I now only take credit

courses. Lack of government staff development
dellars prohibits me from taking courses other than

toward a degree.

This comment may explain why there seems to be more interest
in engaging in activities that lead to formal recognition such
as the graduate degree program, undergraduate degree program,
certificate program, and diploma program (65.5%) over the

informal activities such as the non-credit worksﬁop course

{34.5%).

zxpg;gﬁ_gg;igi;x. Table 4.16 outlines by frequency and
percentage, the responses given to the question regarding what
types of activities interest respondents. Respondents were
asked to select no more than three activities that interested
them. The responses ranged from weekend workshops to college
or university progfams to radioc courses. Over half (53.2%) of
all respondents selected weekend workshop/seminar as the
activity of most interest to them. This suggests that adult
educators'prefer short professional development activities.
Approximately 35 percent selected each of credit course, non-

credit course and college or university program. About 20
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Table 4.16

Distribution of Respondents by
Type of Activity

- M

Type of Activity Frequency* Percentage
Weekend workshop/seminar 108 53.2
Credit course 75 36.9
Non-credit course 67 33.0
College or university program 65 32.0
Teleconferencing 44 21.7
Certificate program 41 20.2
Correspondence course 35 17.2
Satellite interactive media 24 11.8
Radio or television course 23 11.3
Oother activity 8 3.9

*More than one response may have been chosen by respondents.

percent preferred each of teleconferencing, certificate
program and correspondence course, and about another twelve
percent preferred either satellite/interactive media or a
radio or television course. The remaining four percent selec-
ted other types of activities.

Among these other activities were five respondents who
preferred workshops or seminars during weekdays. Three
respondents felt that opportunities to talk to people through
networking and conferences Wwas preferred and, finally,
individual comments were made regarding reading privately as
an activity and providing professional development opportun-

ities at the work site.
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In the general comments section, several respondents
mentioned, again, that networking and attending conferences
were popular professional development activities. One
respondent suggested that an exchange with administrators in
another country may be a viable option for professional

development.

Term of activity. Table 4.17 shows the distribution of
responses to when respondents would participate in profes-
sional development activities during each of the four seasons.
The strongest preferences were for the winter (79.2%) and fall
(78.1%) terms of the traditional school year. Another 66
pe;cent would participate in spfing term, and 38 percent would

participate in the summer.

Table 4.17

Distribution of Respondents by
Term of Activity

Term of Activity Frequency* Percentage
Winter (Jan. - Apr.) 160 79.2
Fall (Sept. - Dec.) 157 78.1
Spring (May - June) 133 65.8
Summer (July - Augd.) 77 38.1

*More than one response may have been chosen by respondents.

Frequency of activity. Respondents were asked how often

they would participate in professional development activities
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(Table 4.18). Almost half, 46 percent, of the respondents
were prepared to participate once a week. Twenty-two percent
would not participate regularly, while another seventeen
percent would participate once a month. Of the remaining
respondents, twelve percent stated they would participate
twice a week, and four percent daily. This indicates that
frequent participation is preferred with sixty-two percent of
the respondénts preferring to participate on a weekly, bi-

weekly or daily basis.

Table 4.18

Distribution of Respondents By
Frequency of Activity

Freqﬁency of Activity Frequency Percentage

Once a week 90 45.7
Not regularly 42 21.3
Once a month 33 © 16.8
Twice a week 24 12.2
Daily 8 4.1

Time of activity. Table 4.19 outlines responses to the

question of time of activity. Respondents were asked to
indicate whether they would prefer to participate at specific
times of the week and of the day. Respondents indicated that
they preferred to participate in professional developnment
activities during the weekdays (80.0%). However, a very high
response rate was indicated for both evenings (65.3%) and

weekends (55.9%).
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Table 4.19

Distribution of Respondents by
Time of Activity

m

Time of Activity Frequency#* Percentage
Weekdays 156 80.0
Evening (7-10 pm) 126 65.3
Weekends 109 55.9
Mornings (9-12 am) 108 55.1
Afternoon (1-4 pm) 104 53.3
Late afternoon (4-6 pm) 83 42.6
Early mornings (6-9 am) 47 24.4

*More than one response may have been chosen by respondents.

It seems that all days of the week are appropriate times
for participation, with evenings being the most preferred time
of day to participate in professional dévelopment activities.
Other times of the day for participation were also frequently
chosen, with mornings (55.1%) and afternoons (53.3%) each
indicated by over half of the respondents. Although late
afternoon (42.6%) and early mornings (24.4%) were the least
frequently chosen, they do represent a substantial portion of
the respondents. It may be that professional development
activities, in order to meet the needs of a variety of adult
educators, need to be scheduled throughout the week at various
times of the day. This wide scope of preferences may be due

to the variety of roles; positions and schedules held by adult

educators.
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upjversity certificate program. Table 4.20 indicates
whether respondents were interested in enroling in a certifi-

cate program in adult education if it were offered by a

university.

Table 4.20

Distributicn of Respondents By
University Certificate Program

M

University Certificate Program Frequency Percentage
Yes 117 60.3
No 717 39.7

sixty percent of the respondents indicated interest in a
university certificate program, while forty percent did not.
These findings suggest a definite interest in a university
certificate program in adult education in Alberta.

Numerous positive comments were offered regarding a
university certificate program. One respondent's statement
seemed indicative of many of the comments:

A certificate program in adult education is a great

jidea! Our problem here is how to access that type

of program considering our location.

Another respondent added:

Due the nature of my responsibilities, it is

impossible to devote large blocks of time to

professional development, although, I would be very
interested in a graduate or certificate program in

adult education. A part-time program would be very
attractive to me.
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Several of the respondents indicated the importance of
flexibility in the program, the desirability of a distance
education component, and some transferability of credits from
the certificate program to other wuniversity progranms.
Several respondents also suggested that the certificate

program should be recognized by employers.

Summary

This chapter provided a description of the respondents
and reported their responses to the research questions of the
study. Based upon these data, a "typical" adult educator in
Alberta is probably female, in her late 30s or early_408, and
not a member of.Alberta Association for Continuing Education
(AACE). Her main focus of work is in administration. She has
been working for her present employer for one to three years,
and she has been in the field of adult education for thirteen
or more years.

The adult educator in this study works in an area with a
postsecondary institution (probably Edmonton) and, if not, she
does not have to travel any more than about 100 km to get to
a postsecondary institution. She has at least a university
undergraduate degree and perhaps a graduate degree. She feels
that her previous education was of moderate or greater use in
her present position. Her undergraduate degree was probably

a B.A. or perhaps a B.Ed., and her graduate degree was



92
probably an M.Ed. She also may hold a university diploma or
certificate.

Notwithstanding this profile, the f indings suggest that
adult educators are drawn from a wide variety of backgrounds,
include both genders, live in both urban and rural settings,
and perform a variety of activities in the field of adult
education. Specifically, adult educators attended one to
three professional development activities within the last two
years. These activities were probably a conference, some kind
of inservice workshop, perhaps a short course and maybe even
some on~-the-job training. When engaging in professional
development activities, adult educators would prefer to
participate in these five most popular areas of program
planning, program evaluation techniques, needs ass‘essment
techniques, using computers effectively, and leadership
skills.

The biggest barriers to participation in professional
development activities were ljack of time, job responsibil-
ities, feeling that the content of the activities was not
relevant to needs, that the activities were often at the wrong
time, and that the cost of the books and registration were too
high.

In considering the motivation for participating in
professional development activities, the level of need for
professional development was moderate or higher. She would

probably participate in professional development activities to
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increase her job effectiveness or to satisfy her personal
needs. The strongest incentives for participation in profess-
jonal development activities include payment of fees or
perhaps paid educational leave. It was felt that the employer
should provide these incentives. The adult educator in this
study strongly felt that participation in professionai
development would help her to achieve her career goals.

When describing how her professional development needs
should be met, she felt she would participate in professional
development activities within a formal program, preferably at
the graduate level. The most preferred type of activity would
be a workshop format, and she would like to participate in
these activities in the fall or winter terms, at least once a
week. She wcuid prefer to pa;ticipate in the evenings during
weekdays. This adult educator would participate in a

university certificate program in adult education if avail-

able.
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CHAPTER V
STATISTICAL ANALYSES OF FINDINGS

This chapter provides the results of the statistical
analyses of findings. All data discussed in this chapter were

gathered through the questionnaire.

FINDINGS BY RESEARCH QUESTIONS
The analysis of findings are reported by the research
questions as described in chapter one. The findings on each
of the research questions were analyzed by independent

variables. Statistically significant findings are reported in

tabular form.

The respondents' participation in professional develop-
ment activities were analyzed by independent variables. There
were no significant differences when the data were analyzed by
age, gender, residence in city with postsecondary institution,
membership in AACE, and usefulness of previous education.
Some significant differences were found when the data were
analyzed by main focus of work, length of time in adult

education, and highest academic attainment.

articipation by mai of work. Respondents'

participation in professional development activities during
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the past two years showed significant findings on enly four
itemns related to main focus of work (Table 5.1). Respondents
in administrative positions (2.36) participated in confetrences

more than did those in teaching positions (1.78).

Table 5.1

Comparison of Mean Rating of Participation
by Independent Variables

Participation by
Main Focus of Work Administration Teaching Other P

Conferences 2.36 1.78 2.11 .01
University courses 1.53 1.46 2.33 .05

Participation by

Length of Time in 1-3 years 4-9 10 or more
Adult Education or less years years P
Conferences 1.95 2.18 2.42 .05
Correspondence ,

courses 1.15 1.38 1.14 .05
Participation Technical
by highest training/ Under-
academic Grade 12 some graduate Graduate
achievement or less university degree degree P
Correspond-
ence courses 1.14 1.47 1.22 1.10 .01
Technical

courses 1.43 1.27 1.06 1.12 .05
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This may be due to the fact that often administrators repre-
sent their organizations at regional and national conferences
so that they may bring new ideas back to their organizations.
Respondents in work other than adminstration and teach-

ing, such as counselling (2.33), participated more in univer-
sity courses than did either administrators (1.53) or teachers
(1.46) . Respondents in positions other than teaching and
administration may want more academic training since their
positions are often highly specialized and require continuous

upgrading of new information in the area.

"participation by length of time in adult educatjon. When

response frequencies on participation in conferences were
tested by len;th of time in adult education (Table 5.1), a
difference was evident between those who had been in adult
education for ten years or more (2.42) and those who had been
in the field for one to three years or less (1.95). Respon-
dents in the field for more years may be in higher level
positions of authority and therefore may be representing their
organizations at outside events such as conferences. Also,
those respondents with four to nine years experience (1.38)
participated more in correspondence courses than did those
with ten or more years (1.14) of experience in the field.
This may be due to the fact that those with ten or more years
of experience may feel they have achieved most of their educa-

tional goals.
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participation by highest academic attajnment. Table 5.1

shows that respondents with technical training or some
university achievement (1.47) reported that they engaged in
correspondence courses at a higher rate than did those with a
graduate degree (1.10). Also, respondents with a grade 12 or
less education (1.43) participated in technical courses much
more frequently than did those with undergraduate degrees
(1.06). It appears that respondents with lower levels of

education perceived a greater need for further training.

: ofessi Development
Frequencies were compared using’ cross-tabulations by
independent variables regarding professional developnment needs
of the respondents. All findings analyzed by’ independent
variables showed some statistically significant differences

except for those analyzed by usefulness of previous education.

Areas of need by age. When professional development need
areas were examined by age, younger respondents expressed a
greater need than did older respondents in five areas as
indicated in Table 5.2. Younger respondents may have
expressed a higher level of need because the content deals
more directly with areas that are relevant to theif jobs

including instructional concerns and areas that may affect

their jobs in the future.
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Table 5.2

Professional Development Need Areas by Age
(Percentages)

39 or 40 or

Areas of Need younger older X2 P
Instructor training 56.9 43.1 6.43 .05
Instructional evaluation

techniques 55.8 44.2 7.01 .01
Ccommunity development 55.6 44.4 6.00 .05
Using volunteers effectively 55.1 44.9 5.16 .05
Futures in adult education 52.9 47.1 4.82 .05

eas O ) . Dramatic differences were

indicated between male and female respondents in this study as

indicated on Table 5.3. There was a difference between the

Table 5.3
Professional Development Need Areas by Gender
(Percentages)

Areas of Need Female Male X2 P
Brochure graphic design 85.5 14.5 23.47 .01
Advertising techniques 77.5 22.5 17.12 .01
Using volunteers effectively 77.1 22.9 16.20 .01
Public relations 75.0 25.0 12.22 .01
.Philosophy and practice 72.1 27.9 4.47 .05
Instructor training 70.8 29.2 6.45 .05
Group dynamics 70.7 29.3 9.45 .01
Futures in adult education 69.4 30.6 7.90 .01

Community development 67.6 32.4 4.17 .05
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needs of female and male adult educators in nine of thirty
areas of professional development. Female adult educator
chose professional development areas which dealt with
management related skills and various topics in the field of
adult education ranging from philosophy to future issues more

frequently than did males.

Areas of need by main focus of work. When indicating a

need for professional development in specific areas, those
respondents working in administration overwhelming chose seven
areas more frequently than did respondents in teaching and

other areas of adult education as indicated on Table 5.4.

Taﬁle 5.4

Professional Development Need Areas by
Main Focus of Work
(Percentages)

Areas of Need Admin. Teaching Other X2 P

Brokering in adult

education 95.7 2.2 2.2 15.76 .01
Administrative

processes/procedures 88.5 6.6 4.9 12.22 .01
Advertising

techniques 88.5 9.8 1.6 10.68 .01
Using volunteers

effectively 87.1 " 8.1 4.8 10.12 .01
Organizational

development 84.8 12.1 3.0 6.78 .05
Community development 82.8 9.4 7.8 9.14 .01

Futures in adult ,
education 82.7 12.0 5.3 6.63 .05
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Administrators overwhelmingly chose subject areas that did not
involve instruction, but that focused on various organiza-
tional issues and administrative processes. They may have
chosen these areas because they relate so closely to the type

of work they perform.

Areas of need by length of time in adult educatjon. As

indicated in Table 5.5, respondents with four to nine years of
experience in adult education identified the need areas of
using volunteers effectively (42.0%) and public relations
(45.5%) more frequently than did the other two groups of adult
educators. This may be due to the possibility of these adult
educators moving into jeadership positions after several years

of experience in the field.

Table 5.5

professional Developrient Need Areas by
Length of Time in Adult Education
(Percentages)

3 years 4-9 10 years
Areas of Need or less years or more x2 P
Public relations 28.8 45.5 25.8 8.44 .05

Using volunteers
effectively 29.0 42.0 29.0 6.50 .05
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. peed | g 0 city witl tsecond

institution. Residence in city with postsecondary institu-
tion, when cross-tabulated with need areas, resulted in sig-
nificant chi-square values in only three areas as shown in
Table 5.6. These differences may simply be due to the fact
that only the most urban centres in Alberta have postsecondary
institutions. The inherent difference between rural and urban
settings may provide an explanation for the three subject

areas of most need chosen by these adult educators.

Table 5.6

Professional Development Need Areas by
Residence in City with Postsecondary Institution

(Percentages)
Residence
Residence without
with P.S. P.S.
Areas of Need institution institution X2 P
Systematic instruc-
tional design 90.0 10.0 9.17 - .01
Using volunteers
effectively 65.7 34.3 9.09 .01
Brochure graphic
design 61.8 38.2 11.21 .01
Areas of need by membership in AACE. A higher level of

needs was reported by respondents who were members of AACE
than by those who were not as outlined in Table 5.7. In ten
need areas, respondents who were AACE members selected the

area much mere frequently than did non-members. Several of
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Table 5.7

Professional Development Need Areas by
Membership in AACE

(Percentages)
Areas of Need Member Non-Member x2 P

History of Canadian

adult education 91.7 8.3 13.92 .01
Brokering in adult

education 62.0 38.0 12.86 .01
Brochure graphic design 61.8 38.2 14.38 .01
Advertising techniques 59.7 40.3 17.31 .01
Administrative

processes/procedures 55.4 44.6 8.92 .01
Futures in adult

education 55.2 44.8 13.81 .01
Community development 54.8 45.2 9.82 .01
Using volunteers

effectively ' 54.3 45.7 8.56 .01
Personnel

administration 54.2 45.8 6.62 .05
Public Relations 51.5 48.5 5.21 .05
Systematic

instructional design 28.6 71.4 6.20 .05

these need areas related to administrative duties in adult
.education, jncluding business procedures. Another group of
these areas dealt with adult education issues such as its
history, brokering, community development and future. These
areas may be interesting to administrators as well, especially
to those who are involved in the future planning of the field.
Non-members of AACE selected the area of systematic instruc-
tional design much more frequently than did members of AACE.
This again may be due to the fact that members of AACE are

interested in these courses pecause they are mostly
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administrators, while non-members are mostly involved in

instructional matters.

Areas of need by highest academic attaipment. Table 5.8

indicates the significant chi-square results by various levels
of academic attaihment. Respondents with technical school or

some university and those with undergraduate degrees more

Table 5.8

Professional Development Need Areas by
Highest Academic Attainment
(Percentages)

Grade Technical
12 school or Under- Grad-

or some grad uate

Areas of Need less university degree degree X2 P
Instructional

/delivery

alternatives 5.0 30.9 40.0 25.0 8.30 .05
Community

development 6.8 35.6 39.7 i7.8 13.10 .01
Using

volunteers .

effectively 14.3 32.9 35.7 17.1 9.27 .05
Personnel

admin. 15.3 33.9 33.9 16.9 8.20 .05

frequently chose four need areas than did those with only a

grade 12 or less education and those with graduate degrees.

Question 3: Professio velopmen volveme

Respondents were asked to identify the barriers to pro-

fessional development involvement. When cross-tabulations
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‘were conducted on the barriers to participation, some dif-

ferences were observed by all independent variables.

Barriers by age. Age, when cross-tabulated with barriers
to participation, resulted in only three significant chi-
square values as outlined in Table 5.9. Respondents 39 years

old or younger indicated that responsibility for children

Table 5.9

Barriers to Participation by Age
(Percentages)

39 or 40 or
Barriers younger older x2 P
Responsibility for
children 66.7 33.3 5.65 .05
Cost of books and
registration 60.9 39.1 6.83 .01
Content not relevant
to needs 28.2 71.8 12.96 .01

(66.7%) and the cost of books and registration (60.9%) were
greater barriers for them than for those 40 Yyears old or
older. However, those 40 years old or older felt that the
content of some of the professional development activities was
not relevant to their needs (71.8%). These findings may be
explained by the fact that respondents 39 years old or younger
may still have children at home and encounter the financial

burden of raising a family. On the other hand, respondents 40
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years old may be more selective in terms of the types of
content areas they pursue in professional development ac-

tivities.

Barriers by gender. Significant differences were in-

dicated by gender on three items when cross-tabulations were
done with barriers to participation (Table 5.10). Females

overwhelming identified home responsibilities and respon-

Table 5.10

Barriers to Participation by Gender
(Percentages)

Barriers Female Male X2 P

Responsibilities for

children 79.2 20.8 5.02 .05
Home responsibilities 76.5 23.5 5.74 .05
Content not relevant to

needs 46.8 53.2 6.50 .05

sibilities forAchildren more frequently than did males. This
may be due to the fact that society still places the primary
burden of home and child raising with females. On the other
hand, content of professional development activities not being
relevant to their needs was identified slightly more fre-
quently by males than females. Perhaps males feel more free-
dom and control over the activities they chose and, con-

sequently, they may be less satisfied with those available.
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gg;;ig;g_gnggngggggg_g:_gg;x. As shown in Table 5.11,
significant differences were found among respondents holding
administrative positions, teaching positions, or other
positions in relation to two barriers to participate in
professional development activities. Those in teaching
positions (55.6%) and administration (44.4%) felt that they
were not likely to hear of opportunities and did not have

enough information about the professional development ac-

Table 5.11

Barriers to Participation by Main Focus of Work
(Percentages)

Barrier Administration Teaching Other X? P

Not likely to
hear of oppor-

tunities 44.4 55.6 0.0 6.90 .05
Not enough in-

formation

about activity 45.5 54.5 0.0 8.07 .05

tivities than did those respondents from other positions in
adult education such as counselling. It appears that ad-
ministrators are more in touch with professional development
activities in the community than are teachers in adult

education.

s ength of time i ult ion. Length of

time in adult education, when cross-tabulated with barriers to



107

participation, resulted in two significant findings as in-

dicated on Table 5.12. Those respondents with three years or

Table 5.12

Barriers to Participation by Length
of Time in Adult Education

(Percentages)
m
3 years 4-9 10 or
Barriers or less years more years X2 P
Home responsibilities 40.6 43.8 15.6 12.94 .01
Responsibilities for
children 41.7 37.5 20.8 8.27 .05

less experience and four to nine years' experience reported
home responsibilities and responsibilities for children sig-
nificantly more >ften as barriers to their participation than
did those with ten or more years' experience. Respondents
with less experience were probably younger than those with

more experience and were more likely to have younger children

at home.

Barriers by residence in city with postsecondary institu-

tions. Residence differentiated among respondents on only
barriers to participation (Table 5.13). Those respondents who
resided in cities without a postsecondary institution more
frequently stated that professional development activities

would not lead to promotion or advancement in their present
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position. These cities tend to be smaller and more rural, and
perhaps they would not have the kinds of positions available

to employees as urban centres may have.

Table 5.13

Barriers to Participation by Residence
in city with Postsecondary Institution
: (Percentages)

Residence Residence
with P.S. without P.S.
Barriers jnstitution institution X2 P
Activities won't lead
to promotion/
advancement 35.7 64.3 15.46 .01
arriers jighes demic attainment. Reported in

Table 5.14 are cross-tabulations of barriers to participation
by highest academic attainment. Those respondents with grade
12 or less (33.3%) and technical school or some university
education (44.4%), differed significantly from those with
undergraduate degrees (11.1%) or graduate degrees (11.1%) in
meeting enrolment requirements for professional development
activities. Many courses in adult education are offered at
the graduate level, and therefore they would be inaccessible

to adult educators with lower levels of academic attainmeht.
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Table 5.14

Barriers to Participation by
Highest Academic Attainment

(Percentages)
Technical

Grade school or Under- Grad-

12 or some uni- grad uate
Barriers less versity degree degree x2 P

Do not meet
enrolment
require-
ments 33.3 44 .4 11.1 11.1 8.02 .05
io H otivation fo articipation i ofessiona
ev ment

Question four of this research looked at the motivation
for participation in professional development activity.
Respondents answered questions regarding reasons for par-
ticipating in professional development activities, what
incentives should be provided for participation, who should
provide these incentives, and whether engaging in professional
development activities would help them to achieve their career
goals. No significant differences in the motivation for
participation in professional development were found by main
focus of work or by membership in AACE; significant findings
related to other independent variables are reported in the

following paragraphs.
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Motivation by age. As :eported in Table 5.15 those
respondents 39 Yyears old or younger, showed significant
differences from older respondents in areas such as reason for
participation, incentives provided, and providers of incen-
tives. Younger respondents more often than older respondents

indicated that their reason for participating was to attain a

Table 5.15

Motivation for Participation by Age
(Percentages)

Variables . 39 or 40 or
younger colder x2 P
Reason:
Lead to certificate
or diploma 65.2 34.8 4.71 .05
Lead to career
advancenent 51.6 48.4 3.99 .05
Incentives provided:
Travelling expenses 36.1 63.9 4.82 .05
Accommodation expenses 37.0 63.0 4.00 .05

Provider of incentives:
Government funding

agency 76.5 23.5
Other 53.3 46.7
Employer 41.3 58.8 10.79 .05
Educational

institution 14.3 85.7

certificate or diploma (65.2%) or to advance in their careers
(51.6%). More older than younger respondents felt that
incentives for participation should include travelling and

accommodation expenses. Perhaps younger respondents were more
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interested in certification and career advancement, regardless
of cost, while older respondents felt reimbursement should be
provided in return for the investment that they had made in
the agency throughout the years. overwhelmingly, respondents
39 years old or younger felt that government agencies should
provide the incentives for participating in professicnal
development (76.5%), and those 40 years old and older felt

that educational institutions should provide those incentives

(85.7%) .

io ender. Females and males have significant

differences in three areas of motivation for participation in

professional development activities as shown in Table 5.16.

Table 5.16
Motivation for Participation by Gender
(Paercentages)
Variables Female Male x2 P
Reason:

Develop better

self-image 79.3 20.7 6.32 .05
Satisfy personal

need 63.1 36.9 6.21 .05

Incentives Provided:

Pay increase upon
completion 75.5 24.5 9.04 .01
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Females overwhelmingly felt that their reasons for participat-
ing had to do with developing a better self-image (79.3%) and
satisfying a personal need (63.1%) . This gender difference
may be due to the need for women to increase their personal
power in the work place. As well, when asked what incentives
should be provided, females indicated that a pay iricrease upon
completion should be provided (75.5%) . This may be related to
inequity in the pay structure that still exists between female

and male wages.

otivation length of ti i e on.
Significant differences in motivation for participation were
evident when length of time in adult education was cross-
tapulated with reason for participation and incentives
provided as indicated on Table 5.17. As may be expected,
those with less time in adult education participated in pro-
fessional development activities to develop a better self-
image and to lead to a certificate or a diploma more than
those with greater time. However, those with more time in
adult education felt more strongly than those with three years
or less experience that accommodation expenses should be
provided when participating in professional dgvelopment
activities. Perhaps those with more experience feel that

these incentives are rewards for long-term employment.
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Table 5.17

Motivation for Participation by
Length of Time in Adult Education
(Percentages)

w
3 years 4-9 10 or more

Variables or less years years x2 P
Reason:
Develop better
Lead to
certificate or
diploma 30.4 56.5 13.0 7.48 .05
Incentive provided:
Accommodation
expenses 14.1 40.4 45.5 5.96 .05
jvatio sidence in city with postsecondar

institution. Table 5.18 indicates significant differences
between those respondents that live in cities with or without
postsecondary institutions in regard to reason for participa-
tion in professional development activities. Those respon-
dents who live in a city with a postsecondary institution
participated in professional development activities to satisfy
personal need (81.5%), to lead to a certificate or diploma
(60.9%) and to gain a pay increase (58.8%). These reasons may
be more prominent for those that live in centres with postsec-
ondary institutions simply because of the availability of

professional development activities.
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Table 5.18

Motivation for Participation by Residence
in city with Postsecondary Institution
(Percentages)

Residence Residence

with P.S. without P.S.
Reason jnstitution institution e P

Satisfy personal

need 81.5 18.5 4.49 .05
Lead to certificate
or diploma 60.9 39.1 4.33 .05
Provide a pay .
increase 58.8 41.2 3.89 .05
WMMM-&&BM Highest ac-

adenmic attainmerit, when cross-tabulated with variables motiv-
ation for p_arti.cipation,' revealed significant differences
among the groups (Table 5.19). Of particular interest, is the
fact that those respondents with technical school or some
university education stated that their reason for participat-
ing was to acquire a certificate or diploma (56.5%) or a
university degree (47.5%). It appears that their interest to
enhance their education related directly to some kind of
formal accreditation. Those respondents with graduate degrees
expressed strongest interest in travel expenses (40.8%) and
accommodation expensés (40.6%), while those with technical
school or some university looked for a pay increase upon

completion (40.7%). All respondents who had some education
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beyond high school felt that engaging in professional develop-

ment activities would help them achieve their career goals.

Table 5.19

Motivation for Participation
by Highest Academic Attainment
(Percentages)

Grade Technical
12 school Under- Grad-

or or some grad uate

Variables less university degree degree X2 P
Reason:
Lead to certif-
icate or diploma 17.4 56.5 13.0 13.0 15.67 .01
Lead to a uni-
versity degree 5.0 47.5 32.5 15.0  14.00 .01
Satisfy personal
need 6.7 26.0 33.3 34.0 12.43 .01
Incentives Pro-
vided:
Travelling
expenses 11.2 19.4 28.6 40.8 11.51 .01
Accommodation
expenses 11.9 20.8 26.7 40.6 11.88 .01
Pay increase
upon completion 14.8 40.7 25.9 18.5 11.31 .05

Engaging in
activities would
help career goals 10.9 26.9 34.9 27.4 8.38 .05

Motivation by usefulness of previous education. When

usefulness of previous education was cross-tabulated with
motivation for participation, significant differences were
indicated on two variables as shown on Table 5.20. Those

respondents who felt that their previous education was of no
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Table 5.20

Motivation for Participation
by Usefulness of Previous Education
(Percentages)

No/minimum Very great
Vvariables use use x2 P

Reason:
Provide pay increase 83.3 16.7 5.28 .05

Incentives provided:
Payment of fees 52.3 47.7 9.66 .01

or minimum use to them in their present position, overwhel-
mingly indicated that providing a pay increase (83.3%) was a
major reason for participation in professional developnent
activities. They also indicated that payment of fees (52.3%)
would be an appropriate incentive for participating in these
activities. Those respondents who felt that their previous
education had no or minimum use to their present position
seemed to be motivated by external, rather than internal

factors to participate in professional development activities.

uestion 5: Meeting Professional Developme t Needs
This section of the chapter contains the significant
differenceé found in regard to meeting the professional
development needs of adult educators. Respondents were asked
at what level they would commit themselves when engaging in

professional development, what types of activities should be
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offered, what terms they would prefer to engage in these ac-
tivities, how often they would participate, at what times they
would participate, and would they enrol in a university
certificate program. When cross-tabulated by independent
variables, statistical differences were reported by all

independent variables except membership in AACE.

Meeting professional development needs by age. When age

was cross-tabulated with time of participation only one
éignificant difference was found as shown on Table 5.21.
Those 40 years old or older chose late afternoon (6%£.9%) more
often than younger respondents, perhaps because of fewer home

and childcare responsibilities.

Table 5.21

Meeting Professional Development Needs
by Age
(Percentages)

Times of 39 or 40 or
Participation younger older X2 P

Late afternoon
(4—-6 pm) 34.1 65.9 6.57 .05

ofessional development needs by gender. There
were marked differences between female and male respondents in
the areas of activities of interest, term of participation and

times of participation as shown in Table 5.22. Interestingly,
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Table 5.22

Meeting Professional Development
Needs by Gender
(Percentages)

ﬂ
Variables Female Male X2 P

Type of activities:

Attend a credit course 74.0 26.8 12.04 .01
Enrol in a certificate
program 73.2 26.8 4.87 .05
Term of participation:
Fall (Sept -~ Dec) 62.3 37.7 4.02 .05
Times of participation:
Afternoons (1-4 pm) 69.2 30.8 8.71 .01
Mornings (9-12 am) 66.7 33.3 5.51 .05
Weekends 64.8 35.2 4.63 .05
Early mornings (6-9 am) 42.6 57.4 - 7.60 .01

females preferred attending a credit course (74.0%) and enrol-
ing in a certificate program (73.2%) more often than did
males. Females sezmed to be more concerned with accreditation
for their professional development efforts, possibly due to a
need for formal recognition.

Females more than males also preferred to participate in
the fall (62.3%), afternoons (69.2%), mornings (66.7%), and
weekends (64.8%). Male respondents preferred early mornings
more than did females. Considering that all respondents were
employed in either a paid or voluntary position, it may be

that females preferred to participate in professional
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development activities during hours that interfered less with

home responsibilities.

work. Main focus of work when cross-tabulated with activities
of interest indicated significant differences in two areas

(Table 5.23). Using teleconferencing (72.2%) and taking a

Table 5.23

Meeting Professional Development Needs
by Main Focus of Work

(Percentages)
w
Type of Administration Teaching Other X2 P
Activities
Use tele-

conferencing 72.2 11.1 16.7 13.87 .01
Take a radio or
TV course 50.0 5.0 0.0 13.12 .01

radio or TV course (50.0%) were chosen by administrators more
often than by teachers and others in the field of adult
education. Administrators may have had previous experience
with a variety of types of delivery methods or they may simply
be more interested than others in alternatives to traditional

practices.



in adult education. Table 5.24 shows significant differences
in five areas that dealt with level of activities and in two
areas that dealt with the type of activities of interest when
independent variables were cross-tabulated with length of time

in adult education.

Table 5.24

Meeting Professional Development
Needs by Length of Time in Adult Education
(Percentages)

e ————————————————————

3 years 4-9 10 or
Variables or less years more years X2 P
Level of
activities:
Graduate degree
program 13.7 47.9 38.4
undergraduate
degree program 36.8 47.4 15.8
Diploma program 11.1 44 .4 44.4 17.37 .05
Certificate program 29.6 44.4 25.9
Non-credit workshop
or course 21.7 26.1 52,2~
Type of activities:
Attend a non-credit
course 18.2 30.3 51.5 6.51 .05
Use satellite or
interactive media 8.3 29.2 62.5 6.60 .05

Those who had 4 to 9 years experience were more interest-
ed than others in graduate degree, undergraduate degree, oOr
diploma and certificate programs, all resulting in some kind

of certification. Those with 10 or more years' experience had
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the same level of interest in diploma programs as did those
with 4 to 9 years' experience. Respondents with 10 or more
years' experience showed a significantly higher preference
than others for non-credit workshops or courses (52.2%), non-
credit courses (51.5%), and satellite or interactive video
(62.5%). These differences may suggest that career advan-

cement is of greatest importance to adult educators in the

middle range of experience.

Ve e eds es] wi

postsecondary institution. As indicated in Table 5.25, those

respondents who resided in a city with a postsecondary

institution differed significantly in their preferences for

Table 5.25

Meeting Professional Development Needs by Residence
With Postsecondary Institution

(Percentages)
Residence
Residence without
Variables with P.S. P.S.

institution institution X2 P

‘type of activities:
Attend non-credit

course 89.6 10.4 7.96 .01
Attend weekend
workshop or seminar 72.2 27.8 4.21 .05

Time of Participation:
Morning (9-12 am) 83.3 16.7 3.90 .05
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meeting professional development needs from those who resided
in a city without a postsecondary institution.

Respondents living near a postsecondary institution preferred
attending non-credit courses (89.6%), attending weekend
workshops or seminars (72.2%), and participating in the

morning (83.3%).

ofession velopme needs
academic attainment. When highest academic attainment was

cross-tabulated with meeting prefessional development needs of
adult educators, eleven significant differences were found
(Table 5.26). Respondents with technical school or some
univeréity education more than others preferred to commit
themselves to programs' leading to an undergraduate degree
(90.0%), a diploma (55.6%), or a certificate (44.4%). These
respondents may want to upgrade their present level of
education by obtaining additional certification. Respondents
with undergraduate or graduate degrees more than others
preferred to commit themselves to involvement in non-credit
workshops or courses in a graduate degree program.

In terms of the type of activities of interest, respon-=
dents with technical school or some university education more
than others preferred enroling in a certificate program other
than in adult education, attending a credit course and
enroling in an adult education certificate program. Technical

school or some university respondents also had the strongest
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Table 5.26

Meeting Professional Development Needs
by Highest Academic Attainment
(Percentages)

Grade Technical

12 school Under- Grad-
or or some drad uate
Variables less university degree degree X2 P
Tevel of
activities:
Undergraduate
degree program 0.0 90.0 10.0 0.0
Diploma program 11.1 55.6 11.1  22.2
Certificate pro-
gram 22.2 44.4 29.6 3.7 }78.45 .00
Non-credit work-
shop or course 11.6 15.9 29.0 43.5
Graduate degree
program 9.5 9.5 44.6 36.5~
Type of
activities:
Enrol in a
certificate
program 14.6 43.9 36.6 4.9 17.94 .00
Take a
correspondence
course 22.9 42.9 25.7 8.6 17.21 .00
Attend a credit
course 10.8 36.5 36.5 16.2 12.75 .01
Interest in
enroling in
adult educa-
tion certifi-
cate program 12.8 34.2 35.0 17.9 18.99 .00
Use satellite or
interactive
media 4.2 25.0 16.7 54.2 8.46 .05
Attend a non-
credit course 7.6 12.1 33.3 47.0 17.59 .00

interest in taking a correspondence course. Those with

graduate degrees expressed strongest preference in attending
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non-credit courses and also in using satellite or interactive

media.

Summary

This chapter provided an analysis of the findings by
independent variables by using t-tests, F-tests and cross-
tabulations. The findings were organized by the five research
questions of the study.

The major results of the analyses indicated that there
were no major influences on the areas of professional develop-
men; activities that respondents have participated in recent-
ly.

The areas of need for professional development were
influenced most strongly by the respondents' gender, main
focus of work, and.mempership in AACE. Female adult educators
chose areas that dealt with management skills as did adminis-
trators. Members of AACE also chose management skill areas as
well as areas concerning issues in adult education.

In terms of barriers, results indicated there were no
major influences on what prevented respondents from partici-
pating in professional development activities.

Motivation for participation in professional development
activities varied primarily by residence and highest academic
attainment when considering reasons for participation. Those
living in a centre with a postsecondary institution partici-

pated in professional development to satisfy personal needs,
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jead to a certificate or diploma or to gain a pay increase.
Those with less postsecondary education participated in
professional development to gain a certificate or diploma
whereas those with a graduate degree participated to satisfy
a personal need.

As well, incentives for partiéipation were influenced by
highest academic attainment and age. Those with less post-
secondary education saw a pay increase as an incentive whereas
those with a graduate degree preferred to have expenses paid
for as did those who were 40 or older. Choice as to who
should provide these incentives was influenced by the age
group of the respondents. Those 39 or yéunger felt government
agencies should provide these incentives whereas those 40 or
older overwhelmingly felt that educatiohal institutions should
provide these incentives. Whether respondents would partici-
pate in activities to help achieve their career goals was
influenced by their level of highest academic attainment. All
respondents who had some education beyond high school felt
that participating in professional development activities
would help them to achieve their career goals.

When analyzing the findings regarding how to meet
professional development needs, it was found that the type of
activities for participation were strongly influenced by the
level of highest academic attainment of respondents. Those
with tecpnical school training, some university courses or an

undergraduate degree preferred certificate progranms,
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correspondence courses and credit courses. Those with a
graduate degree preferred taking non-credit courses and using
interactive media in professional development activities. The
term of participation was influenced by gender, with females
wanting to participate during the fall term. Times of
participation in professional development activities varied by
age, gender and residence. Those 40 or older preferred late
afternoons, females preferred daytime hours and weekends, and
those residing in a city with a postsecondary institution

overwhelmingly preferred participating in the morning.
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CHAPTER VI
SUMMARY, CONCLUSIONS, AND IMPLICATIONS

This final chapter contains a summary of the study
relative to its purpose, research methodology, and major
findings. In addition, it also provides the conclusions which
emerged from the study findings, the implications of the

study, and a concluding statement.

Summary
Purpose of the Study

The main purp;)se of the study was to examine the nature
ahd extent of professional development needs of adult educa-
tors in Alberta. ’

Five specific research questions were used to serve as a
guide to the development of the studir and for the analysis of
the data. The first question identified in what professional
glevelopment activities adult educators were presently partici-
pating. The second question identified what areas of need for
professional development were indicated by adult educators.
The third question identified the barriers that adult educa-
tors perceived to have in the area of professional develop-
ment. The fourth question probed what motivated adult
educators to participate in professional development activ-
ities, and the fifth question explored how professional

development needs should be met.
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A review of the literature was conducted in order to
compare the findings of this study with findings in the
literature. The review of the literature revealed that
professional development has varied rationales and purposes
depending on the context in which it is provided. The
literature also showed that there were three main providers of
professional development: educational institutions, profes-
sional associations, and other agencies such as employers,
government departments, and voluntary organizations. The
literature described various models of professional develop-
ment that were used by a variety of providers. The literature
described the various roles that adult educators hold and the
links these roles have to the types of professional develop-
ment needs of adult educators. The literature also described
a wide variety of practices in the area of professional
development that are currently being used to meet the needs of

adult educators.

Research Methodolody

A nine-page questionnaire was used to collect the data in
this research study. The first section sought general
information about the respondents; the second section dealt
with the respondents' previous education; the third section
sought information regarding the respondents' professional

development needs; and the fourth section included questions
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regarding the respondents' preferences and interests regarding
professional development activity.

The questionnaire was pilot tested with a group of ten
adult educators who performed a variety of roles in adult
education such as administrator, program planning assistant,
librarian, and instructor.

The population from which a sample was drawn totalled
1,639 individuals engaged in the field of adult education in
various capacities in the province of Alberta. This popula-
tion was derived from two lists of adult educators: the first
was a general list of adult educators compiled by the Faculty
.of Extension, University of Alberta, with 1,338 names and the
second was compiled by the.Alberta Association for Continuing
Education (AACE) and comprised their membership of 301 for
1987. The questionnaire was mailed to a stratified random
sample of 300, wifh 200 being drawn from the general list and
100 from the AACE list. The study was restricted to adult
educators in the Province of Alberta. Of the 300 question-
naires mailed, 226 were returned with 203 being useable for
data analysis, a response rate of 67.6 percent.

The data were processed to report the descriptive
findings by using frequency counts in the form of tables.
Appropriate statistical tests were conducted, including t-
tests, F-tests, and chi-square tests so that differences

between groups based on independent variables could be
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analyzed. The statistical program used for data analysis was

SPSS-X.

Review of Findindgs
The findings from this study were reviewed in two ways:

by characteristics of the respondents and by the five research

questions investigated. A summary of each follows.

Description of the respondents. The respondents in this

study were 58 percent female and 42 percent male. The age of
the participants was primarily between thirty and forty-nine.
_Forty percent of the respondents were members of the Alberta
Association for Continuing Education (AACE). Their main focus
of work was in the area of administration, with program coor-=
dination being the next most frequent. Most of the adult
educators in this study had been working for their employer
from 1-6 years, and they had been in the area of adult
education for 13 or more years.

Most of the adult educators in this study worked in an
area with a postsecondary institution, but if not, they did
not have to travel more than approximately 100 km to get to a
postsecondary jnstitution. About 53 percent of the respon-
dents lived in Edmonton or Calgary, and the remainder lived in
more rural places throughout the province.

In terms of their educational background, the respondents

had a variety of academic attainments, with most of them
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having a university undergraduate or graduate degree. Most of
the undergraduate degrees were either in Arts or Education and
many of the master's degrees were in Education. Most of the
respondents felt that their previous education was of moderate

or considerable use to them in their present employment

positions.

Question 1: Participation in professional development

activities. The majority of adult educators attended one to
three professional development activities within the last two
years. . These activities were probably a conference, some kind
of in-service workshop, perhaps a short course or maybe even
some on-the-job training. Administrators attended more
conferences and took more university courses than did other
adult educators.

Those adult educators with ten or more years of experi-
ence attended conferences more frequently than those with less
experience. Adult educators with four to nine years' experi-
ence took correspondence courses more frequently than those
with ten or more years of experience. Those adult educators
with technical training or some university courses also took
more correspondence courses than d4id those with graduate
degrees. Adult educators with only a grade 12 education or
less took more technical courses than did those with under-

graduate degrees.



Adult educators indicated that they would prefer to engage in
professional development activities in the areas of program
planning, program evaluation techniques, needs assessment
techniéues, using computers effectively, leadership skills,
and instructional/delivery alternatives. Although these were
rhe six areas chosen most frequently by the whole sample,
there were significant differences among the groups of
respondents.

Those 39 years old or younger, preferred courses such as
instructional training, instructional evaluation, community
development, using volunteers and futures in adult education
over those who were 40 years old or older. Females preferred
business related subject areas as well as instructional
training philosophy, community development, using volunteers,
and futures in adult education. Administrators preferred
subject areas that did not involve instruction but that
involved administrative tasks as well as community develop-
ment, using volhnteers, and futures in adult education. Those
with 4 to 9 years of experience in adult education preferred
subject areas in public relations and using volunteers
effectively, and those respondents who lived in an area with
a postsecondary institution preferred subject areas such as
systematic instructional design, brochure graphic design and

using volunteers effectively.
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Members of AACE had many significantly different prefer-
ences than non-members. They preferred activities primarily
in the areas of histéry of Canadian adult education, adminis-~
trative and business skills, community development, using
volunteers effectively and futures in adult education. Non-
members reported preferring activities in the subject area of
instructional design and delivery over members. Those
respondents with undergraduate degrees preferred activities in
instructional techniques, personnel administration, community
development, and using volunteers effectively. It is inter-
esting to note that three subject areas were common among the
respondent groups: community development, using volunteers

effectively, and futures in adult education.

3: iers essional development invol-

vement. The greatest barriers to participation in profes-
sional development activities were lack of time, job respon-
sibilities, feeling that the content of the activities was not
relevant to needs, that the activities were often at the wrong
time, and that the cost of the books and registration were too
high.

When significant differences between groups were ident-
ified, respondents 39 years old and younger found that
responsibility for children and costs of books and registra-
tion were bigger barriers compared to those 40 years old and

older. However, those 40 years old and older felt that often
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the content of the professional de;relopment activities was of
no relevance to their needs in comparison to the younger
group.

There was a significant difference between the responses
of females and males, with females choosing responsibility for
children and home as their greatest barriers. Teachers
compared to administrators felt that they were not likely to
hear of professional development opportunities or didn't have
enough information about these activities. Respondents with
nine years of experience or less in the field found that home
and child responsibilities were greater barriers for thenm than
for those with more years of experience in the field.

Respondents living in cities with a postsecondary
institution felt that participating in professional develop-
ment activities would not lead to a prémotion or advancement.
Those respondents with less education, such as technical
schools or some university courses, and grade 12 or less,
indicated that not meeting eligibility criteria for most
professional development activities was a significant barrier

for thém .

uestion 4: Motivatio ticipatio
development. Respondents in this study indicated that their
level of need for professional development activities was
moderate or higher. The respondents indicated that they would

probably participate in professional development activities to
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increase their job effectiveness, to satisfy their personal
needs, and to lead to career advancement. The strongest
incentives for participation in professional development
activities included payment of fees or paid educational leave.
The respondents felt that the employer should provide these
incentives. The adult educators in this study, felt strongly
that participation in professional development activities
would help them to achieve their career goals.

When analysis was done to identify the variables that
influenced the differences between groups of respondents, it
was found that reasons for participation in professional
development activities varied primarily by residence and
highest academic attainment. Those living in a centre with a
postsecondary institution participated in professional
development to satisfy personal needs, leaa to a certificate
or diploma or to gain a pay increase. Those with less post-
secondary education participated in professional development
to gain a certificate or diploma, whereas those with a
graduate degree participated to satisfy a personal need.

As well, incentives for participation were influenced by
highest academic attainment and age. Those with less post-
secondary education saw a pay increase as an incentive,
whereas those with a graduate degree preferred to have
expenses paid for as did those who were 40 or older. Choice
as to who should provide these incentives was influenced by

the age group of the respondents. Those 39 or younger felt
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government agencies should provide these incentives, whereas
those 40 or older overwhelmingly felt that educational
institutions should provide these incentives.

Whether respondents would participate in activities to
help achieve their career goals was influenced by their level
of highest academic attainment. All respondents who had some
education beyond high school felt that participating in
professional development activities would help them to achieve

their career goals.

estion 5: eeti ofessional developme .
Educators in this study indicated that they would participate
in professional development activities within a formal
program, preferably at the graduate level. The most preferred
type of professionﬁl development activity would be a workshop
format, and they would participate in these activities in the
fall or winter terms at least once a week. The adult
educators would prefer to participate in the evenings during
weekdays. The respondents indicated that they would par-
ticipate in a university certificate program in adult
education if available.

When analyzing the findings in order to identify the
variables that most influenced the participants' responses
regarding how to meet their professional development needs, it
was found that the type of activities for participation were

strongly influenced by the level of highest academic
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attainment of respondents. Those with technical school
training, some university courses or an undergraduate degree
preferred certificate programs, correspondence courses and
credit courses. Those with a graduate degree preferred taking
non-credit courses and using interactive media in professional
development activities.

The term of participation was influenced by gender, with
females wanting to participate during the fall term. Times of
participation in professional development activities varied by
age, gender and residence. Thos¢ 40 or older preferred late
afternoons, females preferred daytime hours and weekends, and
those residing in a city with a post-secondary institution

overwhelmingly preferred participating in the morning.

Conclusjons

This section outlines conclusions that were formulated
based on the methodology used in this research, the literature
review, and the findings. Conclusions are organized by
methodology, conceptual framework and the five research ques-

tions. Discussion of the findings is also included.

odology. The survey method that was used was
appropriate for this research considering the information
required, the expertise available in the area, the time
involved and the cost involved. Although McKay (1979) advo-

cates this method when conducting needs assessments, some
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short-comings became apparent upon analysis of the data. The
survey method did not allow for much individual interpretation
of responses and some respondents indicated that a few
gquestions wvere inappropriate for them to answer due to their

particular circumstance.

cQgcepgugl framework. The results of this study support
aspects of Bergquist and Phillips' (1977) comprehensive model
for professional development, particularly when dealing with
the issue of motivation for engaging in professional develop-
ment activities. Although this study did not explore the
organization's motivation for offering professional develop-
ment activities, it did find that indiﬁiduals participated in
professional development in order to increase their job
| effectiveness and therefore penefitting the organization.
Motivation was also identified through personal reasons for
participation such as: satisfaction of personal need, career
advancement, attaining a university degree and developing a
better self-image.
articipation i rofessiona ev jvities.
Adult educators in the province of Alberta primarily partici-
pate in conferences, jn-service workshops, short courses and
on-the-job training in order to meet their professional
development needs. This information partially supports

Merriam's (1985) conclusion regarding the types of
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professional development activ'ities presently being engaged in
by adult educators. Merriam not only 1lists on-the-job
training and short term in-service opportunities as character-
izing professional development in North America, but also
graduate study. The findings of this research s;upport the
first two activities but not the latter. Conferences were

also not mentioned in Merriam's research.

ofe velopment. The research

in this study shows that adult educators want to participate
in professional development activities that are directly
linked to their roles and positions as adult educators.
Administrators want professional development activities
regarding program planning and administration, whereas
instructors want activities thaf deal with instructional
methods. This finding supports Knox's (1979) conclusion that
most full-time continuing educators want and need to be
trained in the areas in which they are presently engaged.
One surpris..g finding, however, is difficult to explain.
Although adult educators wanted professional development
activities related to their present employment, varied groups
of respondents had three subject areas in common. Those
respondents that were 39 years old and younger, females,
administrators, and members of AACE all indicated a strong
need for professional development activities in the subject

areas of community ;ﬂevelopment , using volunteers effectively,
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and futures in adult education over other groups of respon-
dents.

Finally, members of the provincial organization, AACE,
jdentified very different areas of need for i:rofessional
development than did non-members. This conclusion may support
Boggs and Travis' (1983) notion that members of a professiomnal
association tend to have a sense of identity with the pro-
fession, and they have opportunities to confer with colleagues
in other localities. This may explain why collectively they

have different areas of need for professional development.

s sio . The
barriers most 1ikely to be met by adult educators when
attempting to participate in professional development activ-
jties are: lack of time, job responsibilities, feeling that
present activities do not meet present needs, inconvenient
times and financial considerations. Females, younger adult
educators, and those with only a few years of experience in
adult education, find child responsibilities to be a major
barrier.

Gooch (1986) promotes involving the learner in setting
goals for participation in professional development in order
for that person tb assume responsibility for his/her actions
and take control of the situation. His notion of professional
development being a process of self-development where one must

increase his/her knowledge and skills and change one's
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attitude in order to succeed in this process may be part of

the answer in helping adult educators overcome their barriers

to participation.

Motivation for participation in professional development.
Adult educators in Alberta feel their need for professional
development activities is moderate or higher. Adult educators
participate in professional development activities to increase
their job effectiveness, satisfy personal ﬁeeds , and lead to’
career advancement. Incentives desired include payment of
fees or paid educational leave and adult educators believe
that employers should provide these incentives. aAdult
educators believe that participation in professional develop-
ment leads to career advancement. The more education an adult
educator has,. the more useful it is felt to be to one's

present position in adult education.

Meeting professional development needs. Adult educators

in Alberta want to participate in professional development in
formal programs, preferably at the graduate level. The
participation would be on a frequent, regular basis in the
fall and winter terms in the ewznings or on the weekends.
Specific differences occur between the various groups of adult
educators such as females and males; administrators and

instructors in areas concerning time of activity and type of
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activity. Adult educators would participate in an adult
education certificate program if available.

As discussed earlier, Merriam (1985) stated that pro-
fessional development in North America is characterized by on-
the-job training, short-term in-service activity, and graduate
programs. The findings in this study indicate that the first
two opportunities are presently being engaged in and that the
third opportunity, of graduate study, is one that is desired
for the future by adult educators in the province. This leads
to questions of availability and accessibility of such

programs in adult education in Alberta.

Implications
Three sets of implications based on this study are
outlined in this section. All three sets, trainiﬁg, practice

and research, are based on the research findings and con-

clusions.

Training

1. Training programs in adult education at various
jnstitutions in Alberta might consider offering courses in the
curriculum areas that adult educators indicated in this study
to be of most need to them. Courses could be offered in the
areas of program planning, program evaluation techniques,
needs assessment techniques, using computers effectively,

leadership skills and instructional/delivery alternatives.
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2. There could be more university certificates,
diplomas and degrees in the field of adult education, prefer-
ably at the graduate level, to respond to the need of adult
educators wanting to pursue professional development activ-
jties. These programs should be accessible and available to
those in rural communities as well as in urban areas in order
to overcome some of the pbarriers facing adult educators who

want to participate in professional development.

Practice
1. More flexibility and incentives should be provided

by the employers of adult educators to provide the opportunity
for participation in professiorial development activities.
Payment of fees or paid educational leaves should be provided

with consideration for child care jssues for younger adult

educator employees.

2. Professional associations in adult education should
be more responsive to the specific needs of their membership
by offering professional development sessions that have been

specified by their membership.

Research
1. This study explored the nature and extent of

professional development needs of adult educators in Alberta,
but it did not evaluate the effectiveness of any of the pro-

fessional development activities discussed. Further research
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could be conducted to evaluate professional development
activities and to explore the effectiveness of professional
development in meeting desired outcomes.

2. . Significant differences were found by gender in this
study. Further research, using qualitative methods, could be
conducted to explore why these differences exist and how these
differences could be accommodated by professional development
programs offered by a variety of institutionms.

3. Although this study identified what barriers adult
educators encounter when attempting to participate in pro-
fessional development, no information was sought with regard
to overcoming these barriers. Research needs to be conducted
to investigate overcoming a variety of barriers to participa-
tion in professional development by adult educators in
Alberta.

4. This research identified differences in needs for
professional development by main focus of work. Although it
has been found that there are differences between administra-
tors and instructors of adults, further research needs to be
conducted to investigate the possibility of differences within
these groups. A survey of adult education instructors and
administrators working in different types of settings (i.e.
with E.S.L. students, leisure learning students, native
students) may lead to important information regarding pro-

fessional development needs.



145

Concluding Statement
Adult educators throughout a wide range of positions in
the field have reported moderate and higher levels of need for
professional development. Due to the va;|:°iety of roles,
positions, locations, barriers, content area needs, and
reasons for participating, the task of understandiﬁg and
meeting the professional development needs of adult educators

in Alberta is not an easy one and provides many challenges for

the future.
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APPENDIX I

Questionnaire for the Study of
Professional Development Needs of
Adult Educators in Alberta



OLESTIONNAIRE FOR THE STUDY OF
PROFESSIONAL DEVELOPMENT NEEDS OF
ADULT EDUCATORS IN ALBERTA

SECTION I

General Information

This personal and background data will be used to
compile a profile of adult educators in Alberta and
also to identify any differences among the
respontdents. Please indicate your responses by
circling the appropriate number.

1. Your age is:

Under 25
25 - 29
30 - 39
{0 - 49
S0 - 59
&0 and over

2. Your gender is:

Female
Male

3. Tha main facus of your work is:

Administra’ ion
Program Coordination
Teaching

Training

Counselling

Other (please specify)

4. How long have you been working in your present
employment?

Less lihan one year
{ -3 ymars

4 - 4 years

7 - 9 years

10 - 12 years

13 ¢~ more years

N CUBDUNE

CUBHLUNH

CUPUNE

Do not write in
this space



b.

How long have you worked in adult education?

Less than one year
1~3 years

4 - b years

7 - 9 years

10 -~ 12 years

13 o more years

oL PUNPE

Do you live in a city or town that has a post-—
secondary education centre (AVC, college or
university)?

Yes 1
No 2

If you do_not live in a city or town that has a
postsecondary centre, what is the distance of
your residence from such an institution?

Less than SO0 km
50 - 99 km
100 ~ 149 km
150 - 199 km
200 km or more

aAdUNP+

Your residence is:

Edmonton

Calgary

Lethbridge

Red Deer

Other (pimase specify)

NP UN-

fre you 4 meaber of the Alberta Asscciation for
Cantinuing Education (RACE)?

Yes, I am a member. 1
No, 1 am not a member. 2
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SECTION II
Do not write in
Previous Education this space
e jvuvisus education and preparation date will be
used o enhance the profile of adult educators in
Altwrts. Please identify your responses by circling
the appropriate number.
10. Your highest acaderic attainment is:
Soze highschool i
Grade 12 or equivaient completed 2
Tectnical /Vocatioral tiraining 3 14
University, less then degree 4
Uhiversity degree S
University graduate degree -
11. Undergraduate degrees; circle all that are
applicable to you.
Bachelor of Arts (B.A.) 1 15
B.A. Physical Ed./Recreation 2 16
Bachelor of Commerce (B.Comm.) 3 17
Bachelor of Education (B.Ed.) 4 18
Bachelor of Science (B.Sc.) S 19
B.Sc. Engineering ) 20
B.Sc. Home Economics 7 21
B.Sc. Nursing 8 2
Other (please specify) 9 =
12. Graduate degrees held; Circle all that are
applicable to you. .
Master of Arts (M.A.) 1 24
Master of Education (M.Ed.) 2 25
Master of Science (M.Sc.) 3 26
Other (please specify) 4 7
13. Diplomas held (please specify):
University 1 8
Technical 2 29
College 3 30
Other 4 31
14. Certificates held (please specify):
University 1 32
Technical 2 3
College 3 34
Other 4 35
3




15. How useful do you feel your previous educatis:
has been in preparing you for your present
position?

0f no use

Of minimal use

Of moderate use

Of considerable use
Of very great use

VP UN+

SECTION III

Professional Development Needs

This section relating to professional development
needs will help to create a profile of what activities
and provisions have been made for professional
development in the past and in the present. Please
indicate your response by circling the appropriate
nuber.

16. To what extent have you participated in
professional development by the following
methods during the last two years? Circle the
appropriate response for each item.

1=none 2=metnthreetimes:s=fmrtosix times
4=spven to nine times S=ten or more times

On—the—job training
Inservice workshops/seminars
Conferences

Short courses

wWeekend workshops
Correspondence courses
University courses
College courses
Technical courses
Other (please specify)

(Y o ol )
NNNNRNNNNNN
NN HAWAEHAWAAWAN
PHrLDHLLLDLLESLD
uuaoaaauu

17. Have you received financial support from your
employer to participate in professional develop—
ment activities during the past two years?

Yes, I have received suppoi-t. 1
No, I haven't received support. 2
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i8.

19.

Which of the following reasons have made it

difficult for you to participate in profession—

al development activities in the past or might
prevent you from participating in them in the
future? Circle no more than three.

Content not relevant to my needs

Not offered in right location

Offered at wrong time

Strict attendance requirement

Do not meet requirements to enroil ir
activity

Not enough time

Home responsibilities

Job responsibilities
Responsibilities for children
Oppnsition from spouse

Not enough information about activity
Cost (books, registration)

Too much time required to complete
Transportation difficulties

Too tired; not enough energy

Not likely to hear of opportunities

Do not enjoy studying

Activities won’'t lead to promotion/
advancement

Employer does not encourage me to
participate in activities

Afraid I may fail

Other barriers (please specify)

HUN =

[
OIVWMNG w

11
12
3
14
15

16
17

18
19

20
21

What is your level of need for more profession
development opportunities?

Very low
Low
Moderate
High

Very high

al

NDUNH

T8 REBEE dRr&GEU B

o
7]

R

&9
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21.

24.

For which of the following reasons would you
participate in professional development oppor-
tunities? Circle no more than three.

Satisfy personal need
Develop better self image
Improve status in community
Increase job effectiveness
Provide a pay increase

Lead to career advancement
Lead to certificate or diploma
Lead to a university degree
Other (please specify)

NDPUN-

If the circumstances were right, to which one of
the following activities would you commit your—
sel f?

Non-credit workshop or course
Certificate program

Diploma progi-am
Undergraduate degree program
Graduate degree program

CPUNPF

In your view, which of the following incentives
should be provided to encourage participation in
professianal development activities. Circle all
that apply.

Payment of your fees
Travelling expenses
Accommodatich expenses
Educational leave with pay
Pay increase upon completion
Other (please specify)

NADUWUN-

In your view, who should provide these incen—
tives?

Your employer
Government furding agency
Educational institution
Other (please specify)

S UNP-

Do you feel that engaging in professicnal devel-
opment activities would be a definite rzlp in
achieving your career gcals?

Yes, I do.
No, I don’t.

N b
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SECTION IV

Prefergnces and Interests

Data collected from this section regarding preferences
and interests will be used to enhance the description
of need for professional development. FPlease indicate
your responses by circling the appropriate number.

25. Listed below are a wide variety of subjects and
skills about which you may wish to study or
learn in adult education. Circle the number of
all the areas to which you would commnit yourself
through professional development.

Adult student as learner 1
Psychology of the adult learner 2
Brokering in adult education 3
Philosophy and practice of adult education 4
Sociology of adult education S
Principles of adult education 6
History of Canadian adult education 7
Futures in adult education 8
The process of change in adult education 9
Community development 10
Systematic instructional design v 11
Instructional techniques 12
Instructor training 13
Instructional evaluation techniques 14
Instructional/delivery alternatives 15
Program planning 16
Program evaluation techniques 17
Needs assessment techniques 18
Administrative processegs/procedures 19
Personnel administration 20
Using volunteers effectively 21
Advertising techniques 2
Public relations yAS
Brochure and pamphlet/graphic design 24
Conducting effective meetings 25
Using computers effectively 26
Management use and styles 27
Organizational development 28
Leadership skills 29
Group dynamics 30
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25.

29.

Which five items in the atove list of subjects
and skills do you feel would be of most value to

you?

Item numbers

Please identify any other subjects or skills
which you feel should be addressed through
professional derrelopment?

From the following list of ways in which profes-

sional development activities might be offered,

select no more than three that interest you.

Attend a weekend workshop/seminar

Attend a non—credit course

Attend a credit course

Enroll in a college or university program

Enroll in a certificate program

Take a correspondence course with a tutor

Take a course with radio or T.V. broadcasts

Use teleconferencing or other
telecommunication

Use satellite or other interactive media

Other (please specify) 1

N ADPUWUNF-

OO0

1f the circumstances were right, would you
participate in professional development activ-
jties during the following seasons? Circle i or
2 for each.

Fall (September - December) 1. yes 2. no
Winter (January - April) 1. yes 2. no
Spring (May - June) 1. yes 2. no
Summer (July - August) 1. yes 2. no

sl N

£
3

Do not write in

this space
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(7, 8) (13,14)

(9,10)

11
12
13
14
15
16
17

18
19



31.

How often would you be prepared to participate
in a professional development activity?

Daily

Twice a week

Once a week

Once a month

I could not attend regularly

UPUNPF

I1f the circumstances were right, would you
participate in professional development activ-
ities during the following times. Circle 1 or 2
for_each.

Weekdays 1. vyes 2. no
Weekends 1. yes 2. no
Early morning (&9 am) 1. vyes 2. no
Morning (9-12 am) 1. vyes 2. no
Afternoon (1-4 pm) 1. yes 2. no
Late afternoon (4-6 pm) 1. yes 2. no
Evening (7-10 pm) 1. yes 2. no

If the professional development activity were
offered only in Edmonton, would you be prepared
to travel to that center?

Yes 1
No . 2
1f¥ a certificate program in adult education were
offered by a university, would you be interested
in enrolling?

Yes 1
No _ : 2

Do you have any general comments or suggestions?

THANK YOU FOR YOUR TIME AND EFFORT
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APPENDIX IIX

validation of Questionnaire in
Pilot Study Suggestion Form
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VALIDATION OF QUESTIONNAIRE IN PILOT STUDY
SUGGESTION FORM

Please record your comments and suggestions for the
various parts of the questionnaire as indicated below.
Please indicate NIL if you have no suggestions for any part
of the questionnaire. Feel free to use the back of the form
if necessary.

SECTION I: General Information

SECTION 11: Previous Education and Preparation

SECTION 111: Professional Development Needs

SECTION IV: Preforences and Interests
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APPENDIX III

Letter Accompanying Questionnaire



Edmonton Faculty of Education

Canada T6G 2GS 633 Education Building South, Telephone (403) 432-3678 163

January 5, 19688

Dear Colleague:

Enclosed you will find a needs assessment survey concerning the
professional development needs of adult educators in Alberta. I am
presently a graduate student in the Adult and Higher Education program
at the University of Alberta with a keen interest in your opinions
concerning professional development activities. Four years of work
experience in the field of adult education has led me to realize that
it is of great importance to consider what kinds of provisions exist
for adult educators to continue to learm and grow in their chosen
profession.

The purpose of this study is to collect data regarding the needs
and interests of adult educators, such as yourself, concerning
professional development in adult education in Alberta. The Faculty
of Extension is supporting this research because of its potential to
contribute to future developments in the area of professional

development in Alberta.

1 am particularly interested in obtaining your responses because
of your interest and experience in adult education. The completion of
this questionnaire is essential for the success of this study. The
participants for this study were selected randomly from listings of
adult educators in Alberta. The responses will be analyzed and
reported only in the form of group statistics, and your anonymity and
confidentiality of individual responses will be protected.

The enclosed questionnaire will take approximately 20 minutes to
complete. It would be appreciated if you would complete the
questionnaire and retum it to me in the enclosed stamped self-

addressed envelope by Monday, January 18, 1988. Should you have any
questions regarding any aspects of this study, please feel free to
contact me at 432-3700 or at the above stated address.

Your cooperation in participating in this adult education study
is greatly appreciated. '

Sincerely,

Yy

éngela Boniferro
Graduate Student
Adult and Higher Education Program

Enclosures
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APPENDIX IV

Follow-Up Letter



University of Alberta Department of Industrial and Vocational Education
Edmonton Faculty of Education

Can ,,.;.:,-,4 T6G 2G5 633 Education Building South, Telephone (403) 432-3678 165

February 8, 1988

Dear Colleague:

During the past mor:th, you may recall having received a neads
assessment survey concerning the professional development needs of
adult educators in Alberta. To date 1 have not received your
response. As ycur views on this matter are of considerable imgortance
to me and would doubtless enhance the findings of this study I am
loping that I may yet hear from you.

For your convenience, I have enclosed a duplicate of the survey
with a self-addressed, stamped envelope. The wsurvey will take
approximately 20 minutes to complete. I would greatly appreciate your
response by Monday, February 22, 1988. Please be assured that your
anonymity and confidentiality of individual responses will be
protected.

Should you have any questions, please feel free to contact me at
432-3700 or at the above stated address. VYour participation is
essential for the success of this study. Thank you in advance for
taking the time to complete this survey.

Sincerely,

I Lo

bngela Boniferro
Graduate Student
Adult and Higher Education Program

Enclosuires



