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ABSTRACT

Presented in this study are the results of a formative evaluation of an
innovative approach to graduate program renewal. The Master's Program in
Adult and Higher Education at the University of Alberta was the object of the
study. The purpose of the study was to describe the origins of the project,
the dynamic factors of the program, and the outcomes of the innovative
project. The Stake (1967) model of evaluation guided the design of the
study.

The data were gathered through surveys of two stakeholder groups --
faculty and students -- with retumn rates of 72% and 85.7% respectively.
The statistical procedures used in analyzing the data included frequencies of
response, cross-tabulations, and t-tests. Student comments to open-ended
questions were analyzed for underlying themes. Program administrators
were interviewed, and relevant program documents were analyzed.

Results of the study indicated that there was a high demand for a
graduate program in adult and higher education from prospective students,
the adult education community, and from the University. The innovative
project was a means of addressing that demand. Approval for the project
was granted in April 1985. Over the three-year timeframe of the innovative
project, student enroliment grew from seven students in September 1985 to
56 students in April 1988. The rapid growth of the student population and
support from within the University facilitaled implementation. The major
difficulties encountered during implementation resulted from financial

constraints.



At the end of yearithree, 10 students had graduated from the
prograi:. The successes of the project included attention to part-time
student needs for alternative course scheduling, deveiopment of a cohesive
student group through a program newsletter, receptivity to student input
through & student advisory group, and acquisition of some graduate
assistantships.

The overall level of satisfaction with the program was high, although
each stakeholder group expressed concemn for some aspects of the
program. Students reported difficulties with the lack of standard operating
procedures; faculty members viewed concentration courses as lacking in
depth, breadth, and availability; and program administrators stated that the
program needed more courses, more staff, and more attention to the needs

of non-traditional students.
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Chapter |
INTRODUCTION AND STATEMENT OF PURPOSE
A. Introduction

The introduction of new programs in Canadian Universities has
historically been related to the amount of government funding awaliable.
During times of economic expansion, funding for new programs is available;
in times of economic recession, new programs are generallyw not funded.
The demand for university programs, in contrast, shows the reverse. In
economic expansion, the demand for university programs is 'l@ss than it is
during a recession, due to the availability of employment for prospective
students (EHW, 1988, p. 1). The resulting situation created by government
fiscal restraint in educational funding and a high demand for postsecondary
programs has made it difficult for universities to fulfill institutional mandates.
This was the case in Alberta in 1985 (Ell, p. 33). One alternative for the
universities was to attempt renewal within the university.

The master's program in Adult and Higher Education was established
at the University of Alberta in April 1985. Staft:up was made feasible by a
grant from the Department of Advanced Education’s innovative Projects
Fund, subject to the project conditions outlined by Advanced Education.

The pun;ose of the project as stated in a leiter from the Assistant
Deputy Minister (April, 1989) was to "determine the feasibility of a selected

approach to program renewal." The challenge of the innovative project was
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to implement a new graduate program with minimal funding during a period

of fiscal restraint. @ The approach used was three-fold and required
restructuring the administrative, organizational and curricular foundation
within the Faculty of Education. The administration of the graduate program
was to be the responsibility of the Dean of Education. Interorganizational
relationships were to be "established with representatives of client and
cooperating organizations and units." The orientation of the curriculum was
to be toward a problem solving and action research appreach.

In addition to these components of the innovation, Advanced
Education stipulated that the term of the project would be three years at a
total shared «cost of $388,000. A :7al report of the entire project was to be
required by July 1988. However, the time frame was extended by an
additional year at the request of the Faculty of Education, thereby
postponing the date of the final report. If the project proved to be a
success, the understanding between the University of Alberta and Alberta
Advanced Education was that the University of Alberta would continue the

financial support necessary to maintain a master's program in Adult and

Higher Education.

B. Purpose and Research Questions

This study was undertaken to gather interim program information
which would contribu® te the summative evaluation of the innovative project.

The gathering of tte interim information was in the form of a formative



evaluation and focused on the following objectives:

1.
2.
3.

To describe the origins of the innovative project,
To describe the dynamic factors of the program, and

To establish initial outcomes of the innovative project.

Three sets of questions were formulated to address these objectives.

The first set of questions addressed the origins of the innovative project.

1.

What were the major factors which led to the development of a
master's program in Adult and Higher Education?
What conditions defined the parameters of the innovative

project?

The second set of questions addressed the dynamic factors of the innovative

project.

3.
4,
5.

What was the nature of the program as implemented?

What was the process of implementation?

What factors served as facilitators, and what difficulties were
encountered in implementation?

To what extent have innovative approaches been used in the

instructional and administrative components of the program?

The third set of questions addressed the outcomes of the innovative project.

7.

Based on stakeholder perceptions, how effective was the
program in meeting the needs of studants?
How effective was the program in meeting the project intents

as indicated by enrollments, characteristics of students, and



perceptions of selected university administrators?

9. How satisfied were the program students, program faculty, and
selected university administrators with the project as
implemented?

10. From the point of view of the department chairs in the Faculty
of Education and from the point of view of administrators in the
Faculty of Graduate Studies and FResearch, how effective was

the implementation process?

C. Significance

The events which gave rise to the graduate program in Adult and
Higher Education may well repeat themselves in other graduate and
undergraduate program areas at the University of Alberta. Indeed,
institutional renewal may characterize higher education into the next century.
if the postsecondary institutions are to meet the demands of students for
programs, approaches to programming that do not require large amounts of
money for implementation may be required.

The experiences of the stakeholders of the Adult and Higher
Education program and the outcome of the program itself could provide
guidance to other program areas and administrators facing issues of
renewal. The perceived success or failure of the program may not bs as

important as the lessons learned from attempting the implementation of an



innovative program in times of fiscal restraint.

If the trend towards increased participation of adult students on
campuses continues, it will become more important for universities to
address the needs of these students. The results of this study could
provide insight into some of the problems facing adult students in
professional and graduate education and may indicate some of the
structures and services universities could implement to address the needs of

adult students.
D. Conceptual Framework

Stake's (1967) approach to evaluation was used to provide the
general framework for the study. Since the study was not intended to
determine the continuation or termination of the program, the evaluation was
formative in orientation rather than summative.

Figure 1 represents the Stake model:

INTENTS  OBSERVATIONS STANDARDS  JUDGEMENTS
R |
RATIONALE ANTECEDENTS

TRANSACTIONS

OUTCOMES
| L

DESCRIPTION MATRIX JUDGEMENT MATRIX

Figure 1
Conceptual Framework for the Study
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The strengths of the Stake model for the purpose of this study lay in

the versatility of the model and its applicability to a variety of evaluation
contexts. If one accepts that the goals of evaluation include both process
and product (Antheil and Casper, 1986), then the Stake model was
appropriate. Since the Stake orientation did not dictate a lockstep approach,
the evaluation could be designed to fit the needs of the program.

The model was comprised of three components which provided the
basis for the design of the study; namely antecedents, transactions, and
outcomes. These components focus the evaluation on three basic questions
which may be stated as follow:

1. Where did the program begin?

2. Where has the program been?

3. Where is the program now?

The antecedents, the events which led to the creation and
implemuntation of the innovative projects, were reviewed to establish the
framework of the program. The Adult and Higher Education program
emerged from a history of events. These events were reviewed and
described to outline the environment in which the program was created.

The transactions, including both the implementation process and the
content of the program, characterized the program in action. Examination of
transactions from the stakeholders’ frames of reference provided a complete

description of the program.
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The third component of the model, attention to outcomes, established
the state of the program as of March 1988. The stakeholders' degrees of
satisfaction and perceptions of effectiveness were part of this component, as
were certain quantitative data. The chosen date of March 1988 marked the
end of the three-year term of the project as it was originally proposed.

The vertical dimensions of the model focused on the planning and
product of the program. The rationale, or the underlying philosophy of the
program, provids:! a starting point for program analysis. The extent to which
the rationale had been maintained or revised as the program developed was
key to this assessment. The rationale was traced from the program genesis
to March 1988.

The intents of the stakeholders were formulated through respondent
replies to the questionnaire items and through document analysis. The self-
reporting of individual stakeholders served two functions. The first function
related to why individuals chose particular approaches and courses of action;
the second related to the individuals’ expectations of the program. The two
functions together established the planning behind the action.

Closely linked to the intents were the observations. The observations
were compared to the intents to determine the consistencies between what
was intended and what was observed. A full description of the innovative
program was developed by reporting both intents and observations.

Standards, the basis for judgment, were drafted from both internal and

external sources. The internal sources were based on the expectations of
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the Faculty of Graduate Studies and Research. These expectations applied

to all graduate programs at the Uriiversity of Alberta. The extemal
standards were those provided by the Commission of Professors of Aduilt
Education, an association of Canadian and American university professors
founded in 1955. The standards focused on the following components:

1. curriculum

2 facuity
3 organization of graduate study
4, students’ programs
5 resources and facility

6. scholarship
The standards applied to graduate programs at both the master's and

doctoral levels. For this study, only the standards which referred to the

master's level were used.

E. Limitations and Delimitations

The study was delimited to the students registered in the program in
the 1987-88 session and to faculty members who had taught core courses
in the program or elective courses specified as Aduit and Higher Education
options. Some of the faculty included in the study had also served as thesis
advisors to program students, but not all student advisors were included in

the study. Further, the study was delimited to program administrators who



9

had been directly involved in the program implementation or administration
of the program.

The study was limited in the exploration of administrator perceptions
because administrators in the Faculty of Graduate Studies and Research
preferred not to be interviewed. Thus, the perceptions of a stakeholder
group were absent from the study. The relatively small number of faculty
members in the program further limited the study, since statistical analysis of
the faculty survey responses was necessarily performed on a small sample

size.
F. Qutline of the Thesis

Chapter | of this thesis provides the introduction, statement of purpose
for the study, research questions, significance of the study, conceptual
framework, limitations and delimitations. Chapter Il is comprised of a review
of the literature germane to this study and focuses on the areas of
innovation and change in higher education, program evaluation, and the
graduate student experience. The design, development, and methodology of
the study are presented in Chapter I, as well as a description of the
respondents. Chapter IV is the discussion of the findings, presented
according to antecedents, transactions, and outcomes. The summary,
conclusions, and recommendations appear in Chapter V, followed by the

reference list and appendices.
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Chapter 2

REVIEW OF THE LITERATURE

This chapter presents a review of the literature related to the
evaluation of innovative graduate programs. The purpose of the review is to
frame the evaluation study within the context of current theory in the
following areas: (1) innovation and change in higher education, (2) program

evaluation in higher education, and (3) the graduate student experience.
A. Innovation and Change in Higher Education

The notions of innovation and change are often discussed
simultaneously and the terms are, occasionally, used interchangeably. They
are similar in that they are both processes, but they differ in that the
process of innovation is often part of a larger process of change {Dill &
Friedman, 1979, p. 414). Change can occur without being innovative, and
may be defined as "any alteration or composition of the interacting elements,
the location of permeability of the boundary, or the parametess describing
the nature of the organization’s equilibrium (Dill & Friedsian, p. 413)."
Change may be planned or unplanned.

Innovation is "the process of deliberately importing across
organizational boundaries an identifiable package of 1¢ishnological information
and putting this information to use in the awtities the organization

undertakes" (Dill & Friedman, 1979, p. 414). Boundaries, according to
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Levine (1980), function to maintain the status quo. It may be that because

of institutional boundaries, what is considered to be innovative in one
organization is not considered to be innovative in another organization. In
other words, "innovation is frequently in the eye of the beholder" (Millard,
1984, p. 41).

There are essentially five types of innovation, four of which may occur
within an institution of higher education (Levine, 1980). Of the four types,
innovation requiring holistic change is the most difficult to adopt and the
least likely to succeed since it requires major change to an existing
institution. It is also the most efficient form of change because it allows for
the elimination of waste, such as outdated programs. In contrast, the
establishment of a new college is the easiest form of innovation in terms of
establishing an innovative mission, while at the same time being expensive
and inefficient because of the potential for duplication of services available at
existing institutions.

Innovation on a smaller scale may take the form of an innovative
enclave within an institution. Enclaves are not part of the mainstream of '.he
university and are, thus, inexpenéive to establish and easy to implerh nt.
The drawback of innovative enclaves is that they lack the power to influenge
the mainstream of the institution and are easy to terminate. Finally, the
most common form of change is piecemeal, or minor change. Innovations
requiring piecemeal change are the easiest to implement in universities but

are the least likely to produce institutional change on a large scale.
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The fifth type of innovation, peripheral change, is one which is not

associated with institutions of higher education. Peripheral change occurs
when an organization which does not traditionally invoive itself with higher
education, establishes educational pregrams which address unmet needs
and, thus, competes with university programs. Examples of peripheral
change organizations are Xerox Corporation and McDonald's Restaurants.

The processes of innovation and change may be seen as overiapping
by considering a mode! of each process. Levine (1980) describes four steps
in the innovation process--recognizing the need for change, formulating a
plan, initiating and implementing the plan, and institutionalizing or terminating
the plan. Fullan (1982) describes the four steps in the change process as
initiation, implementation, continuation, and outcome. Steps one and two of
Levine's model precede Fullan’s model, while Levine's steps three and four
encompass all of Fullan's model. Innovation and change, then, may be
viewed as a continuum rather than two distinct processes (Dill & Friedman,
1979, p. 414).

The innovation process may be affected by the intemal structure of an
institution.  Birmbaum (1988) has described the internal structure of
universities in terms of four different models of governance, organization,
and leadership. The first model, the collegial institution, is characterized by
shared power and shared values in a community of equals. In contrast, the
bureaucratic institution is one where the compliance with rules and

regulations is a necessity for decision-making within the structure.
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The political institution is the third medel and is comprised of people

or groups of people competing for power and resources. Finally, the
anarchical institution is characterized by a search for meaning within a
community of autonomous individuals. No pure model exists but rather
institutions of higher education are comprised of elements and combinations
of the four models. Adams (1988) observed that within a university, no one
person has complete power to do any given thing, suggesting that rather
than shared power or ultimate power, there is a diffusion of power. While
the structure of a university influences the degree of innovativeness, the
conclusions drawn from research are tenuous at best (Seymour, 1988, p. 7).
Cameron (1985) suggested that institutional structures that were paradoxical
or contradictory would be more dynamic than institutions that adhere to one
primary model.

When examining the propensity for innovation within an organization,
it is helpful to understand the context, since it is the context which gives
meaning to the innovation (Haworth, 1979). The university context is made
of several environments, including the student environment, the faculty
environment, the curricular/knowledge environment, the technological
environment, the administrative environment, and the external environment
which includes government and funding agencies (Peterson, Cameron,
Jones, Mets, & Ettington, 1886).

Each environment has its own norms, values, and goals. Norms are

the standards of conduct in an organization and include communication,
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authority and control; values are the commonly heid beliefs within the

organization; and goals are the commonly held purposes and directions of
the organization (Levine, 1980). Each of the six environments exerts
pressure on the university to innovate or not to innovate according to its
own norms, values, and goals. Conflict between the innovation and the host
organization arise because of the differences in norms, values, and goals.
Recognizing the need for change may originate with any of the six
environments. This occurs in what Fullan (1982) describes as the "adoption
process,” which includes initiation, mobilization, and planning for change.
Although litt!s is known about the adoption process, Fullan has identified ten
factors associated with adoption as outlined below.
1. existence and quality of innovations
access to information
advocacy from central administrators
teacher pressure/support
consultants and change agents
community pressure/support/apathy/opposition
availability of federal or other funds

new central legislation

© ® N O O > 0 D

problem-solving incentives
10.  bureaucratic incentives for adoption (p. 42)
Although Fullan focuses on educational change in the primary and

secondary school system, some of the same factors may affect change in



15

institutions of higher education. In universities, student dissatisfaction with
programs is a primary source of innovation, as is a highly qualified faculty
which recognizes the potential or need for innovation (Ross, 1976).

Formulating a plan for innovation within a university is oftan the task
of administrators or faculty, depending on the nature of the innovation.
Solmon (1984) describes innovation in higher education as falling into two
general categories. The first category, process innovations, are
administrative in nature and do not change the content of education.
Process innovations inciude such changes as flexible scheduling, self-
directed study, or joint projects between graduate schools and schools of
continuing education. The responsibility for process innovations falls mainly
on university administrators. The second category of innovation is content
innovation. Innovations in this category are curricular in nature and include
new programs, new ideas, and new alliances among «ld disciplines. The
responsibility for content innovation falls mainly on university faculty.

Initiating and implementing the plan for change invalves a number of
ihteracting variables (Fullan, 1982). The variables affecting change in higher
education may include the need and relevance of change, the clarity of
goals and means, the complexity of change required for implementation, the
institutional history of innovative attempts, the quality and practicality of the
program, the decision-making involved in the adoption process, the time-line

and evaluation, staff development and participation, the administrative
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support for the innovation, community characteristics, . professional

relationships among facuity, and external assistance.

Research on innovation and change in higher education suggests that
for an innovation to be implemented, it must be "linked" to campus
authorities (Baldridge, 1980; Lindquist, 1974). One of the factors affecting
administrative support for an innovation is the presence or absence of
resources. Institutions with sufficient financial resources, either through grant
money or budget surplus, will be more open to innovation (Ross, 1976).
The resource base is the main factor determining the outcome of an
innovation (Yin, 1978).

Another factor affecting administrative support fir the initiation and
implementation of an innovation is the prestige of the institution. Within the
context of higher education, Solmon (1984) predicted that innovation would
most likely occur in low prestige institutions or departments since deviation
from expected patterns would not significantly lower prestige, while
prestigious institution or departments would have no incentive to innovate.
Further, most innovation would occur because of administrative initiative
rather than faculty initiative, complying with the notion that administrative
support is critical in the innovation process.

An institution which has a clarity of goals and priorities and
professional relationships among faculty which allow for collaboration will be
more accepting of innovation than one lacking these characteristics (Guskin

& Bassis, 1985). Simple change will occur more frequently than complex
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change (Levine, 1980) and decision-making that is responsive to ad hoc task
forces will be predisposed to innovation (Cameron, 1985). Finally, an
innovative program is more likely to be implemented if it is considered to be
of a high quality. Conversely, a program that does not exhibit quality will
not be implemented (Albrecht, 1984).

Institutionalizing or terminating the innovation is the outcome of the
innovation--either success or failure. Levine (1980) describes success as
the adoption of the innovation, which ranges from the acceptance of some
components of the innovation to the spreading of the innovation
characteristics throughout the organization. The acceptance of an innovation
has been described by Yin (1978) as the "routinization" of an innovation,
whereby the innovation becomes a routine part of the organization.

Failure of an innovation may be defined as the decline in impact that
the innovation has on the organization (Levine, 1980). As such, the failure
of the innovation may take two forms. Either the unacceptable
characteristics of the innovation are changed to adhere to the norms, values,
and goals of the host organization, or the organization terminates the
innovation.

There may be as many reasons for failure of innovation as there are
innovations. Some general predictors of failure, however, have been
identified. First, because of the subjective nature of assessing results of an
innovation, innovations will fail if potential failure, as well as potential

success, is not anticipated (Fincher, 1980). Resistance to an innovation
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may be passive in nature and is, consequently, underestimated by the

initiator of the innovation (Fincher). If an innovation places unrewarded and
unwelcome burdens on key participants in the innovation, or if the political
environment of the institution is not considered, the innovation will fail
(Baldridge, 1980; Solomon, 1984). Finally, staff turnover within an innovative

project will cause the project to fail (Baldridge).

B. Program Evaluation

The iiterature with respect to program evaluation is staggering in both
its volume and its diversity, as confirmed by attempts to define the term
"evaluation." Patton (1982, pp. 34-35) grouped the major approaches to
evaluation into six broad definitions. Further examination of Patton's scheme
reveals that evaluation definitions fall into two categories. The first category,
the "process” definitions, view evaluation as a process used to measure the
attainment of goals and objectives in a program, to compare two or more
programs in terms of costs and benefits, to judge the value of a program, or
to solve problems and provide information for making decisions. The
second category, the "outcome" definitions, describe evaluation as the
application of methods that will ensure an objective assessment or the
collection of data to meet the needs of the users of the evaluation. Clearly,

no single definition of evaluation is available.
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A taxonomy of the major evaluation approaches was designed by
House (1980). The taxonomy outlines eight approaches to evaluation by
model name, including systems analysis, behavioral objectives, decision-
making, goal-free, art criticism, professional review, quasi-legal, and case
study. Each model is described according to the major audiences of the
model, items of assumed consensus, methodology, outcome of the
evaluation, and typical questions posed within the model. An giternative
taxonomy of evaluation models used in higher education was designed by
Conrad and Wilson (1985, p. 21) in which four models are presented:
goal--based, response, decision-making, and connvisseurship. This

taxonomy forms the basis of this review.

Goal-Based Models

The focus of goal-based models is the extent to which a given
progfam is meeting its stated objectives. The earliest proponent of this
approach was Tyler, who envisioned evaluation as the dstermination of
attained behaviors compared to stated objectives (House, 1980). This
approach was further advanced by Provus (1971) in his Discrepancy model,
whereby a standard of how a program "should be" is compared to actual
characteristics, thus revealing any discrepancy between standards and
performance.

According to Provus, the Discrepancy model should proceed in four

steps, with an optional fifth stage, as follows:
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1. Design--a comprehensive description of the program is
established
2. Installation--observations are made regarding the performance

of objectives

3. Process--dstermination of the achievement of objectives is

made

4, Product--discrepancy between objectives and performance is

identified

5. Product (optional)--comparison of the program being cvaluated

with other similar programs to ascertain cost-effectiveness

Provus (1972) axpanded further the notion of using objectives as the
basig for 'program evaluation by suggesting that evaluators should
"encourage the usw® of instructional objective" and "establish minimum
proficiency levels" (p. 71).

The benefits of the Goal-Based models are that they present face-
validity and they provide the evaluator with a defined series of steps for
conducting the evaluation (House, 1980). The limitations of the Goal-Based
approaches vary according to the model. The Tylerian model tends to
providle a simplistic view of the program being evaluated while the
Discrepancy model, in contrast, is a comprehensive evaluation and thus
lengthy and costly to perform (Worthen & Sanders, 1973).

Within the realm of innovative graduate programs, the program

objectives may not be entirely congruent with the institutional objectives.
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Thus, while a Goal-Based evaluation may indicate that the goals of an

innovative program are being met, it is of little use in determining the fate of

an innovative program if the institutional goals are ignored.

Decision-Making Modeis

The focus of Decision-Making models is on the generation of surficient
usable information for determining the worth or effectiveness of a program.
The prototype of Decision-Making models is the Context-Input-Process-
Product Model, or CIPP, proposed by Guba and Stufflebeam (1971). The
CIPP model has not been widely used in higher education program
evaluation, although decision-oriented program evaluations in general are
used (Conrad & Wilson, 1985, p. 27). Because of the general utilization of
decision-making evaluations, the CIPP model is presented below.

The CIPP mcdel promotes the use of four types of evaluation.
Context evaluation focuses on establishing goals and objectives for use in
planning. Input evaluation is used to focus on various means of achieving
the goals and making program decisions. Process evaluation examines the
implementation of decisions, and product evaluation develops the information
required for making the decision to terminate, modify, or continue a program
(Stufflebeam & Guba, 1970, pp. 26-28). The major benefits of this model
are that it is sensitive to 'feedback, holistic in scope, and allows for
evaluation at various stages of the program being evaluated (Worthen &

Sanders, 1973, p. 215). A significant drawback, however, is that because
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the focus of the model is to provide practical information to decision-makers,

the evaluator may become a "pawn" of the decision-maker (House, 1980).
In evaluating innovative programs, this dimension is critically important since
the agenda of the decision-maker be focused on institutional needs rather
than program-user rieeds. Consequently, the program-user needs may be

ignored in the evaluation process.

Connoisseurship Models

The connoisseurship model, or art criticism, has been widely used in
higher education program reviews (Conrad & Wilson, 1985, p. 27). The
model features the use of an educational connoisseur who knows "how to
look, to see, and to appreciate” (Eisner, 1985, p. 219). The development of
connoisseurship is essential for aducation criticism, which, according to
Eisner, is the illumination of an object's qualities for appraisal purposes.
The evaluator in this model must use his or her experience and intuition to
judge an educational endeavor.

House (1980) states that one problem with the connoisseurship model
is that it assumes stability of the key features of an educational endeavor
and bases judgement on the stable features. In contrast, program
evaluation is generally focused on change rather than stability (p. 236). The
former concept of stability may explain the acceptance of connoisseurship in
higher education program reviews since universities tend to be traditional

and stable institutions. Thus, while the application of the connoisseurship
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mode! may be appropriate for traditional programs, innovative erograia may
not fair well in this model due to their depariure from tradition.

Responsive Models

The category of responsive models is comprised of savse: difiasia
models of evaluation as identified in the Hcuse taxonomy. The general
focus of responsive models is on concerns and issues of stakehoiders, as
originally suggested by Scriven's Goal-Free mofiai (Conrad & Wilson, 1985,
p. 23). The Goal-Free model has not besr: widely used in program
evaluation (House, 1980, p. 30) but is it useful to exafiza the tenents of the
approach since it represents a departure from the goal-based and decision-
making models. Scriven proposed that the unintended effects of a program
could be as important as the intended effects and were, consequently,
worthy of evaluation regardless of the intended goals (Conrad & Wilson, p.
23).

The responsive approach was defined by Stake (1983) as being
oriented towards program activities rather than intents, meeting the needs of
the stakeholders, and making use of the value perspectives of the
stakeholders in determining program success or failure. Stake's Responsive
model uses the same matrix as his previous approach--the countenance of
education evaluation (see Worthen & Sanders p. 106-128). The evaluation
of the doctoral program in higher education at the University of Georgia,
reported by Fincher (1983), is an example of responsive evaluation. The

evaluation was a self-assessment, whereby the evaluators surveyed faculty,
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students, and a'umni to obtain information regarding program characteristics.

The assessment was undertaken after a graduate school review committee
had reviewed and recommended continuance of the program but had
expressed reservations concerning program objectives, structure, and
content.

Guba and Lincoln (1983) moved the discussion of evaluation models
into the domain of research paradigms--either rationalistic or naturalistic,
They use the paradigms tc describe the underlying methodologies and
assumptions used in various models. Responsive models, according to the
paradigm scheme, use naturalistic approaches and view reality as multiple,
intangible, divergent and holistic (p. 316). Included in the naturalistic
approach to evaluation are methodologies such as interviews, site
observations, participant observations, and surveys (Lecompte and Goetz,
1984, p. 40-48).

The strengths of the responsive approaches are the richness of
descriptive data and the representation of various points of view (House,
1980, p. 244-245). The responsive approach may be extremely useful in
representing the concerns of all stakeholders in innovation program reviews.
The drawback of the approach stems from the advantages. Since the
approach reveals personal viewpoints and since it is difficult to disguise the
originators of divergent points ¢f view, confidentiality becomes an issue
(House, p. 245). Furthermore, thete exists the potential for creating internal

confiict in a program (Worthen & Sanders, 1973, p. 214).
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Paradigms were also used by Conrad and Wilson (1985) to categorize

evaluation models. They described Goal-Based and Decision-Making
models as quantitative and Responsive, and Connoisseurship models as
qualitative, while at the same time recognizing that the two paradigms are
complementary rather than antagonistic. Other theorists suggest that an
evaluator may switch back and forth between paradigms as necessary
(Caudle, 1985; Patton, 1982). Qualitative purists may disagree with this
approach on the basis that the underlying assumptions of each paradigm
mutually exclude the use of methodologies from the quantitative paradigm.

In the final analysis, it may be more useful to consider evaluation
from the point of view of standards of quality, as outlined by Stufflebeam
and Madaus (1983), than by allegiance to a paradigm. The standards,
developed by a committee comprised of individuals from twelve American
educational and research organizations, address four attributes of an
evaluation as outlined below.

1. Utility Standards--evaluitions must serve the needs of the

evaluation audience

2. Feasibility Standards--evaluations must be realistic, prudent,

diplomatic, and frugal

3. Propriety Standards--evaluations must be conducted legally and

ethically
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4. Accuracy Standards--evaluations must convey technically

adequate information about the features of the object being
evaluated (pp 399-402).

On the basis of this analysis, the model chosen for this study can be
described as "responsive." The model has been used to focus on the
program activities and the perspectives of the stakeholders. Although
consideration has been given to the intents of the program, the degree to
which the project met its intents is not the sole basis for judging the success
or failure of the project. This study was designed to analyze formative
issues rather than summative issues. Therefore, the perceptions of the

stakeholders were deemed to be of greater value than the project intents.
C. The Graduate Student Experience

The literature related to adult learning can be grouped into six
categories (Merriam, 1988), one of which includes aduit development
theories, the characteristics of adult learners, and motivation and
participation of adult learners. This category is the focus of the following

section.
Aduit Development Theories

Theories of adult development proposed by developmental
psychologists attempt to explain the process of change across the life-span

by identifying predictable stages of development. Although there is little
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agreement regarding specific ages at which the developmental stages occur,
several common characteristics or developmental tasks may be derived from
current theories.

The stage preceding adulthood, adolescence, is generally considered
to continue to about the age of 20. Characteristics of this stage are a
desire for independence (Gould, 1975; Levinson. D., Darrow, Kiein,
Levinson, M., & McKee, 1978; Sheehy, 1976; Stevenson, 1977),
occupational preparation (Havighurst, 1979; Stevenson, 1977), and
development of an aduit identity (Erikson, 1963; Gould, 1975; Havighurst,
1979; Levinson et al., 1978; Stevenson, 1977).

Early adulthood begins in the twenties and is characterized by a
desire for competence (Gould, 1975; Stevenson, 1977). At this stage, aduits
are entering careers and establishing relationships (Erikson, 1963;
Havighurst, 1979; Vaillant, 1977). The early adulthood stage continues until
about age 40, although some theorists view several stages occurring within
this period. Most notable is the transition period at age 30 (Gould, 1975;
Levinson et al., 1978; Sheehy, 1976; Stevenson, 1977) which is described
as a period of restlezsness, dissatisfaction, self-reflection and re-evaluation
of commitments and dreams. After this transition period, the decade of the
thirties is described as a period of occupational success and advancement
and stablility (Levinson et al., 1978; Sheehy, 1976; Vaillant, 1977).

At about age 40, middle adulthood begins. Developmental theorists

suggest that the transitional period into middle adulthood is also a period of
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crisis (Gould, 1975; Sheehy, 1976; Stevenson, 1977). The characteristics,

or tasks, of middle adulthood include giving guidance to younger people
(Erikson, 1963; Havighurst, 1979) adjusting to physiological changes
(Havighurst, 1979; Stevensen, 1977) renewed interest in and deeper
commitment to family (Gould, 1975; Havighurst, 1979; Vaillant, 1977). This
may also be a period of disillusionment and despair (Levinson et al., 1978;
Sheehy, 1976; Vaillant, 1977).

Late aduithood begins at about age 60 and is described as a stage of
adjustment--to retirement and reduced income, to death and loss, and to
decreased physical strength and health (Havighurst, 1979; Stevenson, 1977).
This may be a period of stabiiity and satisfaction (Erikson, 1963; Levinson et
al., 1978) or a period of maaninglessness and alie..ation (Erikson, 1963).

it is important to note that while adult development theories have
implications for adult graduate student development, the theories are not
completely accepted within the psychological community. Gilligan (1979)
remarked that women have tended to be underrepresented as subjects in
the research studies on adult development. Furthermore, there has been a
tendency among theorists to either generalize the studies of male subjects to
all adults or to study women from the perspective of finding the ways in
which they conform or deviata fream the male pattern (Balenky, Ciinchy,
Goldberger, & Tarule, 1986). According to Gilligan, "the failure to see the

different reality of women's lives and to hear the differences in their voices
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stems in part from the assumption that there is a single model of social

expression and interpretation" (p. 173).

Characteristics of Adult Learners

Within the context of higher education, a distinction may be made
between traditional students and adult (returning) students (Apps, 1981).
Traditional students are those who have enrolled in higher education
immediately following high school and range in age from 18 to 22 years.
Adult students are those who have pursued higher education after a-period
of time out of school and are aged 25 or older.

Although adult educators may agree that traditional students and aduit
students are different, no single profile of the adult learner exists (Cross,
1978). Several general statements may be made, however, that indicate
significant differences between the two groups of learners.

Adult learners have more life-experiences and they bring these
experiences to the learning environment. Traditional university students, in
contrast, have limited life-experience. Adults live multiple roles which place
demands on their time, money, and energy (Apps, 1981). For many adult
students, the investment of time in a learning activity may be as important a
consideration as either money or energy (Kidd, 1973). Consequently, adults
may demand that learning activities be relevant to their :. .-snt iife situations
rather than possible future life situations.

Developmentally, adult learners differ both from y =« from esch
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other. An adult's readiness to learn may be oriented to his or her

developmental tasks (Knowles, 1970) and he or she may choose leaming
activities according to those developmental issues. As adults grow
developmentally, their degree of self-directedness increases, as does their
expectation that learning activities will be self-directed (Apps, 1981).
Bureaucracies, such as universities, tend to be rigid and hierarchical, two
factors which discourage autonomy (Schlossberg & Chickering, 1989).
Consequently, the more self-directed an adult learner is, the less satisfied he

or she will ba with traditional, institutionaily-directed university program
(Cross, 1981).

Motivation and Participation

The transition process of returning to school may be broken into three
main parts: moving in, moving through, and moving on (Schlossberg &
Chickering, 1989). At each stage of the transition, aduits hav‘a' "coping"
needs and "mattering" needs--that is, to have a sense of belonging and
appreciation.

At the moving in stage, adult learners are searching for a new identity
and must learn new competencies to achieve that identity. This learning
may be enhanced by the presence of role-models in the university
environment.

Many adults find the process of returning to school to be an

unfamiliar and bewildering experience (Apps, 1981). The first encounter
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most graduate: students have with graduate school programs is through the

application process. In seeking admission, prospective students are often
required to supply detailed information about themselves, including
undergraduate transcripts, test scores, personal recommendations from
university professors, family background, nonacademic undergraduate
activities, and reasons for pursuing graduate education (Hartnett, 1976).
Similar information about the graduate program, university department, or
faculty members is seldom provided to the student.

To facilitate the moving in stage for adult graduate students, graduate
program personnel could provide adequate information for decision-making.
This would require an understanding of the nature of entering students. In
the field of adult education, Meisner, Parsons, and Ross (1979) found that
adult graduate students tended to be female, married, between the ages of
29 and 43, with a background in teaching and education, and pursuing
graduate degrees for personal enjoyment and enrichment. Although student
profiles are highly changeable, it may be possible to make general
assumptions of the information needs of students from current enroliment
profiles. Such information could include financial aid available, financial
planning, and money management. Orientation workshops would also be
useful in providing role models and assistance in dealing with the university
bureaucracy.

One approach to dealing with the information needs of aduit students

suggested by Schlossberg and Chickering (1989) is the implementation of an
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entry education centre which would attend to the issues of preadmission

counselling, admissions, orientation, financial aid and planning, student
employment, educational planning, academic advising, developmental
assessment, assessment of prior leaming and registration (p. 66).

The greatest amount of research on the experisnces of graduate
students has been in the moving through phasz. From the students'
perspective, there are five critical aspects of the university environment
which determine student satisfaction with a graduate program and
department at the moving through phase (Harnett, 1976). These are as
follows:

1. the students’ relationship with faculty
a sense of community
facuity concern for teaching

evaluation of student performance

o & 0D

the graduate program curriculum

The issue of student relationships with faculty inciudes both
accessibility to faculty and the quality of the relationship. In both#
components, differences in the relationship are apparent by gender. Married
female students are less likely than other students to interact with faculty in
general, but especially if faculty are male (Feldman, 1974). Furthermore,
faculty members seem to identify more closely with students of their same
sex arid, consequently, support those students in their academic endeavors

(Gappa and Uehling, 1979). Thus, positive role models for female students
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in departments with predominantly male faculty are limited. This would be
expected to have an impact on female students’ relationships with faculty.

Both male and female graduate students, however, tend to criticize
their program if faculty are perceived to be inaccessible and distant (Mugler,
1974). This perception is derived primarily from two sources. One source
is the reluctance of some facuity to view graduate students as responsible
individuals, thus allowing faculty to disregard the ideas and contributions of
graduate students. The other is the expectation of facuity that they be
treated with reverence by their students (Harnett, 1976). The degree of
dissatisfaction with faculty relationships may be influenced by the
developmental stage of the individual student.

A sense of community within a graduate program and department
may be especially difficult to accomplish if the above a_itudes and conditions
are present. Certainly, the lack of female faculty contributes to, and
confirms for many female students, the idea that academia is a male
community (Adler, 1976). Additionally, however, the academic style of
adversarial discourse is unfamiliar and incongruent with most female
students’ preferred style of interaction (Adler, 1976: Belenky et al. 1986).
Women generally require confirmation and community as a prerequisite to
academic pursuits rather than as a consequence of academic achievement
(Belenky et al., 1986). The adversarial style does not lend itself to
cooperative modes of learning and, consequently, detracts from the students’

sense of community if he or she is uncomfortable with the style.
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Compounding this is the ambivalent attitude of some faculty toward their

students. If faculty are unclear as to the students’ role as colleague or
subordinate, students become less certain of their own role (Taylor, 1976).
Student participation in departmental affairs, for example, may be resisted by
faculty, sending to students the message that stucents are viewed as
subordinates and not part of the community of scholars or academic
stakeholders. Not surprisingly, student criticism of their graduate education
increases when students feei socially isolated and powerless (Mugler, 1974).

Faculty concern for teaching becomes an issue when considered in
light of the reasons why sttidents enter graduate programs. Rudd (1985)
discovered that of all the possible reasons for entering graduate education,
the three most often reported in his study were devotion to, interest in, or
enjoyment of the subject; pursuit of a career in higher education; and a
desire to do research or independent exploration. It is not surprising,
therefore, that students tend to be more critical of their graduate education
when they perceive their professors to be poor instructors or lecturers
(Heiss, 1970; Mayhew, 1974).

In addition to quality of instruction, graduate students express greater
satisfaction with graduats education when evaluation of their work is
perceived to occur in a fair and accurate manner (Harinett, 1976). Some
students, especially women, may prefer evaluation standards to be
determined in cooperation between themseives and faculty (Belenky et al,,

1986). When students perceive evaluation as being unfair or unreliable,
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they often cope with the situation by finding ways to beat the system
(Whitman, Spendlove, & Clark, 1984).

Finally, the graduate program curricuum has an effect on how
rositively students view their education. The general requirements for a
master's degree in any field are as follow:

1. Introductory core courses such as foundations, theory, and

research methods

2. Specialization courses in a subfield to develop a dapth of
knowledge
3. Enrichment courses from other departments to develop a

breadth of knowledge

4, Field work to develop a synthesis of content, including

seminars, practicum or internships

5. A thesis, research project, and/or comprehensive final exam to

determine student achievement (Glazer, 1986, p. 17).

Within adult education as a field of study, however, Cameron (1984)
found that there was very little agreement among programs regarding the
content of core courses, the number of core courses, or other program
requirements.  Furthermore, the programs differed in name and in the
degree awarded upon completion.

In 1986, the Commission of Professors of Adult Education outlined a
set of standards for graduate programs in adult education at both the

master's and doctoral levels. The curriculum for master's programs in adult
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education proposed by the Commission includes core areas of study,

including the following:

1. introduction to the fundamental nature, function and scope of adult
education

2. adult learning and development

3. adult education program process, including planning, delivery, and
evaluation

4, historical, philosophical and sociological foundations

5. an overview of education research

The Commission suggested that the core areas be supplemented by

additional study in a concentration area appropriate to the students’ needs

and goals. In this respect, the Commission suggested that students should

seek out appropriate courses and resources in other faculties.

The differences in perception of appropriateness of graduate program
curricula appears to be affected by age or life stage and by student
motivation of either career pursuits or scholarly pursuits. Students who are
motivated by career pursuits and younger students express greater
impatience with learning theory, while those motivated by scholarly pursuits
and older students express greater desire for learning theory (Katz, 1976).
Thus, expressing satisfaction or dissatisfaction with graduate program
curricula may have more to do with factors other than the curricula content.

The degree of satisfaction students experience with the above five

components may be a contributing or compounding factor in the amount of
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stress experienced by students. In general, however, five conditions of the
graduate student experience seem to be the source of student stress, as
outlined below.

1. Graduate students are adults in every sense of the term but
are often treated like children by the universities.

2. Graduate students are often woefully exploited by individual
professors, departments or universities, by way of inadequate
remuneration for work performed, work loads which almost
preclude prompt completion of academic work, or occasional
plagiarism by senior professors of students’ original work.

3. Graduate students are subject to arbitrary treatment by
professors, departments or institutions and have few means of
resisting such treatment.

4, Graduate students are often almost totally dependent on their
professors or department for a livelihood, for certification as a
scholar, and possibly for a future academic position.

5. The role of a graduate student as a teaching or research
colleague with a senior professor is often ambivalent. (Altbach,

1870. p. 565)
The resulting sense of powerlessness of students may be further influenced
by the student's status--part-time or fulltime. The role conflict of
knowledgeable practitioner versus student experienced by returning adult
students may be more difficult for part-time students to resolve since dual
roles exist after graduate education has begun (Juneau, 1984). The
greatest degree of stress resulting from lack of power and control, however,

occurs during the first year of graduate study since students are typically
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fulfiling prescribed degree requirement during that time (Heiss, 1970).

Within the area of academic performance, graduate students tend to
be accustomed to academic success in undergraduate work. Consequently,
when faced with other academically successful individuals within the
graduate school environment, many graduate students experience doubt
about their own abilities, thus experiencing increased stress (Halleck, 1976;
Lozoff, 1976).

To facilitate the development and retention of adult graduate students
in the moving through stage, the following strategies from several sources
may be effective:

- institutional vigilance regarding gender issues and age issues

- the identification and creation of options that enable Iearners to

remain in the learning situation

. the encouragement of personal, professional, and academic
competencies

- the development of a sense of community for all learners,
whether full-time or part-time (Schlossberg and Chickering, 1989, p. 110)

. assistance of building a positive self-image by providing
opportunities for success early in the moving through phase (Apps, 1981, p.
50).

Very little literature exists regarding the "moving on" phase of
graduate education. Schlossberg and Chickering (1989) suggest that adult

students at this phase often face exit barriers, which include situational
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barriers, such as lack of employment for older-workers; institutional barriers,
such as unavailable advisors and institutional policies; and dispositional
barriers, such as a fear of the job market, beliefs that one is too old to enter
the job market, lack of confidence, and unrealistic expectations of the job
market.

To facilitate students in moving on from their educational programs,
Schlossberg and Chickering suggest that programs provide a culminating
course to assist adults in integrating their learning and that academic
advisors review the student's progress with him or her. In addition, referrals
to career planning and placement services and referrals to transition groups

should be available for students.

D. Summary

The purpose of this chapter was to review the literature related to the
evaluation of innovative graduate programs. The three areas reviewed were
innovation and change in higher education, program evaluation in higher
education, and the graduate student experience.

A distinction was made between innovation and change. Four types
of innovation which may occur in institutions of higher learning as described
by Levine (1980) were discussed, and the influence that institutional
structure may have on the innovation process was explored. The impact
which the university’s environments may have on innovation was discussed.

Finally, potential reasons for failure of innovations were presented.
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The major evaluation models used in evaluating university programs

were described. The approaches were categorized into four major
categories, including goal-based models, responsive models, decision-making
models, and connoisseurship models, and the advantages and
disadvantages of each model were discussed. The model used in this study
was then framed within the literature and was described as responsive and
formative in design.

The graduate student experience was divided into three major
categories in literature. Theories of adult development described the
process of change across the lifa-span. The characteristics of adult learners
were then described in terms of how aduits differ from traditional university
students. Finally, the motivation and participation of adults in graduate
studies were described at three stages--moving in, moving through, and

moving on. Suggestions for facilitating adult learning at each stage were

presented.
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Chapter 3

DESIGN AND METHODOLOGY

This chapter provides details of the design and methodology of the
study, followed by the rate of return of the questionnaires and profiles of

both respondent groups.

A. Design of the Study

The study was intended to provide a full description of the nature of
the program from the point of view of available stakeholder groups.
Components of the study were designed to examine both the process of

implementation and the product of the implementation.

Data Collection

Prior to the development of the questicnnaire, program documents
were analyzed to define the student population in the program. Two
documents-—the Adult and Higher Education Student Profile prepared by D
Chapman and D Brooks and a student occupation matrix prepared by C
MacPhail--were used for this purpose. Both documents were based on
program data available as of August 31, 1987.

Two questionnaire formats were developed, one for students and one
for faculty (see Appendix A). The student questionnaire was preceded by

an analysis of program documents regarding the students’ backgrounds prior
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to program entry. The document analysis provided guidance in preparing

Part A of the student questionnaire, which focused on background
information of respondents.

Part B of the questionnaire was based on the self-assessment of the
doctoral program in higher education at the University of Georgia (Fincher,
1983). Program characteristics from the self-assessment were adapted to
be applicable to the mastars program in Adult and Higher Education at the
University of Alberta. The categories of variables were: (1) the learing
environment, (2) scholarly excellence, (3) quality of teaching, (4) faculty
concern for students, (5) student commitment, (6) research, and (7)
relevance to employment. Students were asked to rate not only the
occurrence of variables but also to rate the importance of variables to them
as graduate students.

Part C of the questionnaire was derived directly from the research
questions guiding the study, specifically Set 3, Questions 1 and 3. The
intention was to provide some insight regarding how effectively the program
was meeting the students’ needs from their point of view.

Par, D was structured following the Standards for Graduate Programs
in Adult Eciucition established by the Commission of Professors of Aduit
Education. This would allow tor comparison of the University of Alberta
program to external standards.

The faculty questionnaire was designed in a manner similar to that

used for the student questionmaige. Part A asked for background information
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of the respondents and Part B focused on the faculty teaching and advising
load. Both sections were based on the standards developed by the
Commission of Professors of Adult Education.

Part C of the faculty questionnaire asked parallel questions to Part B
of the student questionnaire. This 2llowed for some comparison between
student and faculty responses in the area of importance and occurrence of
program variables. Part D of the faculty questionnaire was derived from the
research questions, Set 3, Question 1 and 3.

Both the student and the faculty questionnaire allowed room for
respondents to provide clarification ¢f responses, in addition to circling a

rating number.

Pilot-test of the Questionnaires

The student questionnaire was pilot-tested with five students from the
Department of Industrial and Vocatinnal Education who were familiar with the
Adult and Higher Education program but were not enrolled in the program.
The faculty questionnaire was pilot-tested with two facuity members from the
Faculty of Education who were not involved with the program. In both
cases, modifications were made to the questionnaires to improve the
construction of some questions and to @nsure ease of response. The time

required to complete the questionnaire was about 30 minutes.
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Administration of Questionnaires

The questionnaires were distributed to students and faculty un March
21, 1988. Al faculty questionnaires were hand delivered to the home
departments of the faculty involved. The student surveys were distributed in
several different ways. Prior to distribution, off-campus and part-time
students (27) were telephoned to determine how they preferred to receive
the questionnaire. Sixteen questionnaires were sent through Canada Post,
15 questionnaires were hand delivered to students, six questionnaires were
given to students in night classes by their professors, and 19 were left in
student mailboxes.

After the return date of March 31, 1988, non-responding students
were contacted in their classes or by telephone.

included with the questionnaires was a personally addressed cover
letter (see Appendix B), a separate response mailing form, and two
addressed return envelopes. In the case of questionnaires sent through the

mail, the envelopes were also stamped with return postage.

Administrator Interviews

An interview schedule was used for interviews with program
administrators. The questions for the interviews were taken directly from the
research questions guiding the study. The administrators were asked to

respond to all of the questions in Set 2 and to questions 2 and 3 in Set 3.
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The responses to the questions were racorded in note form rather than tape

recorded.

Respondent Samples

The student respondent group consisted all students ragistered in the
~rogram during the 1987-88 term, a tctal of 56 students. The faculty
respondent group consisted of faculty members who had taught core
courses or courses recognized as optional courses for Adult and Higher
Education students, for a total of 18 faculty respondents. Four program

administrators were interviewed.
Data Analysis

All data were key-punched on 80 column computer cards for analysis.

The data were then subjected to the following statistical procedures using

the Statistical Package for the Social Sciences (SPSS):

1. frequencies of responses for both students and facuity

2. cross-tabulations of importance of variables by occurrence of variables
for both students and faculty

3. cross-tabulations of student resporises by the variables of reason for
entering the program, previous degree of B.Ed., age, gender, and
registration status

4, t-tests of faculty and student mean, responses to questions of progsam

variables
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5. t-tests of student mean responses to program variables ag:cording to

groups, including male versus female responses, and B.Ed. and/or
certificated teachers versus other students
6. analysis of variance of student mean responses to program variables

according to age--under 35 years, 35 to 44 years, and 45 years or

older

B. Rates of Return

The rates of return of both the faculty and student respondent groups

are represented in Table 3.1.

Tablg 3.1

Questionnaire Return Rates

Respondents Surveys Usable Non-Returns  Usable Retums
Distributed Returns

Students 56 48 8 85.7%
Faculty 18 13 4 72.0%

On March 1, 1988, the original deadline set for returns, 29 student
surveys (51.7%) and ten faculty surveys (55.5%) had been returned. After
follow-up, total stucant retums equalied 48 (85.7%) and total faculty returns
equalled 14 (77.7%). One of the faculty surveys was not usable because the
respondent did not feel sufficiently involved with the program to answer the

questions, and one non-respondent phoned to express the same concern.
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C. Description of Respondents

This section describes the characteristics of the student respondents
compared to the program student population, followed by a description of the

faculty respondent group.

Program Student Characteristics

The characteristics of the program student population are based on
datz compiled from program records by departmental staff as of August 31,
1987. All students registered in the program to that date were included
(N=60). The population, surveyed in March 1988, was comprised of all
students registered in the program in Terms 1 and 2 1987-88. The
respondent group (N=48) represented 86% of the population surveyed. Table
3.2 indicates that the respondent group is typical of the total program

population.
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Table 3.2

Nature of Program Population and
Survey Respondents

“Group Age Gender Previous Degree
<35 354445+ M F BEd BScN Other

Population’ 33% 48% 18% 25% 75% 32% 19% 49%
Respondents® 27% 5% 19% 19% 81% 31% 16% 53%

‘age at time of admission N=60
%age at time of survey N=48

Further details of the respondent group are repotted in tables 3.3 and
3.4. The majority of students in the respondent group were between the
ages of 35 and 44, as indicated in Table 3.3. Female students outnumbered
male students by a ratio of four to one. Only 31% of the respondents held
BEd degrees. The next most common degree was a BSc (Nursing) degree.
About half of the students also held teaching certificates. Sixty percent of the
students completed their previous degree before 1980. The registraiion status
of the group was equslly divided between full-time and part-time registration.
Reasons for entering the program were predominantly professional
development (54%), followed by career development (25%) and career entry
(19%).

Crosstabulations were performed between reasons for antering the

program by registration status, age, gender, previous degree, year of
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Table 3.3
Percentage Distribution of Student Respondent
Characteristics

Charactenstic | "Distribution
Age <35 35-44 45+

27% 54% 19%
Gender M F

19% 81%
Previous Degree B.Ed. B.Sc.N Other

31% 16% 53%
Cettified Teacher Yes No

52% 48%

Year of Previous Degree
1960-65 1966-70 1971-75 1976-80 1981-85 1986-87 Not-Stated

4% 8% 15% 23% 27% 6% 17%
Registration by Term 1985-86 1986-87 1987-88

F w Ss' F w SS F w
Full-time 38% 44% 63% 57% 49% 46% 49% 51%
Part-time 62% 56% 38% 43% 51% 54% 51% 49%
Total per term 13 16 16 23 54 26 47 41

Reason for Entering Program

Career Career Professional Unstated -
Entry Advancement Development
19% 25% 54% 2%

! F Fall Term (Sept.-Dec.)
W Winter Term (Jan.-Apr.)
SS Special Sessions (May-Aug.)
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completion of previous degree, and teaching certificates.  Significant

contingencies in chi-square at the .05 level were found only in the case of
reason for entering the program by registration status. Students who entered
the program for the purpose of career entry more frequently registered as fuil-
time students while those students motivated by professional development
more frequently registered as parttime students. Students motivated by
career advancement showed greater variability in registration status,
registering full-time or part-time depending on thz school term.

The respondents presented & wide variety of career experience prior to
entering the program, the most common being school teacher, administrator,
and curriculum developer, as indicated in Table 3.4. About half of the

students entered the Liogram from an adult education-related job.
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Table 3.4

Primary Career Roles of Student Respondents
Prior to Entering the Program

Career Role N' Percent i\ Respondent
Population
Public School Teacher 21 44%
Nursing Instructor 13 27%
English as a Second Language 7 15%
Adult Basic Education 8 17%
Adult Literacy 4 8%
Curriculum Developer 16 33%
Other Instructional 15 31%
Librarian 4 8%
Nurse 9 19%
Administrator 18 38%
Social Worker 2 4%
Clerical Worker 5 10%
Other Non-Instructional 18 38%

' Multiple Selections Permitted
in summary, the typical graduate student in the Adult and Higher

Education program could be profiled as a female between the ages of 35
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and 44, who has completed a BA or BSc degree between the years 1976

and 1985. She has had teaching axperience and enterec' he master's

program in Aduit and Higher Education to improve her competence in her

present job.
Faculty Respondent Group Characteristics

Of the 18 faculty members surveyed, 13 responded to the survey.
Although the program had only been in existence for three years, facuity
involvement in Adult and Higher Education as a field of study preceded the
official program. Ovar half of the respondents reported having taught Adult
and Higher Education courses at the graduate leve! for more than six years
(see Table 3.5).

The respondent group repcited advising a total of 20 thesis students
from the Adult and Higher Education program. Two faculty members were
each advising five students and one faculty member was advising four
students. Thus, three facuity members were advising 70% of the thesis
students reported by facuity.

Only one faculty member (7.7%) reported working full-time in the
program. The rest of the faculty respondents worked half-time or less in the
program. The majority of faculty assessed the workload devoted to the
program as being about the right amount of work. Over half of the
respondents felt that the workload in the Adult and Higher Education

program had little impact on their other work.
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Table 3.5
Percentage Distribution of Faculty Respondent
Characteristics
Characteristic Distribution
Years of Teaching Graduate
Courses in Adult Education
2 or less 3-5 6-10 11+
30.8% 15.4% 23.1% 30.8%

Number of Adult and Higher
Education Students Advised

0 1 2 3 4 5
34.4% 31% 8.6% 0% 8% 15%

Faculty Workload Devoted

to Program
Less than About About Full-time
One-Quarter One-Quarter Half-time
38.5% 15.4% 38.5% 7.7%

Assessment of Workload

Too Light Too Heavy  About Right
— 7.7% 15.4% 76.9%

Impact of Workload on Other
Work

Little Impact Work Suffers Work Enhanced
53.8% 23.1% 23.1%
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In general, the faculty respondent group represented a mixture of both

experienced professors in the field of adult and higher education (11 years
or more) and professors who were relatively new to the field (two years or
less). The advising of students reported by faculty indicated that three of
the professors were shouldering the majority of the workload. Regarding
faculty workload devoted to the aduit and higher education program, the
majority of faculty reported that half of their workioad or less was devoted to

the program and that this workload was about the right amount of time in

their estimation.
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Chapter 4

DATA FROM DOCUMENTS AND INTERVIEWS

In this, the first data chapter, information derived from program
documents and administrator interviews are presented within the framework

of antecedents, transactions, and outcomes.
A. Antecedents

The evaluation questions which formed the basis for review of the
project antecedents were as follows:

1. What were that major factors which led to the development of a

master's program in Adult and Higher Education?

2. What conditions defined the parameters of the innovative

project?

An extensive history detailing the development of the adult and higher
education program, written by Prendergast (1087), provided the basis for
studying 2 antecedents of the program. It was clear from the Prendergast
study fiat demand for the program came from both within the university
community ane from outside the university setting. For the purposes of this
study, the discussion of antecedents will commence with "The Final Initiative"
(Prendergast, 1987).

In June, 1981, a proposai for an MEd degree in postsecondary

education was submitted to the Dear of Education by Dr A Konrad,
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professor in the Department of Educational Administration and Co-ordinator,

Centre for the study of Postsecondary Education. The proposed program
was intended for ‘instructors, administrators, and support staff in
postsecondary non-university institutions (vocational centres, technical
institutes, colleges and universities) as well as for professionals working with
adults in non-institutional settings" (Konrad, 1981). In scope, the program
was to be "broader than what traditionally has been referred to as adult
education” (Konrad, 1981).

The submission of the proposal was followed by a long delay, during
which time the Centre for the Study of Postsecondary Education was closed
due to fiscal restraint. An informal response to the proposal was eventually
given to the University of Alberta by Advanced Education, followed by a
formal response in December 1983. Advanced Education authorized the
University of Alberta to offer the program but there was to be no money
available for the program. Funding was, however, available for innovative
projects. With this in mind, the Dean of Education sent a letter of intent in
March 1984 for a project called "Program Renewal in Graduate Education.”
Advanced Education did not accept the proposed project as an innovative
project. The proposal was subsequently revised and re-submitted o
Advanced Education for Innovative Projects funding. A summary of the

essential features defining the parameters of the innovative project is

presented below:
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PROGRAM RENEWAL IN GRADUATE EDUCATION

DIMENSION !

Solutions:

DIMENSION 1!

Solutions:

DIMENSION I

So_lutions:

PROJECT PROPOSAL SYNOPSIS

Introduce a new structure and new administrative
arrangements for the Master's program in Adult and
Higher Education.

1. administer through the Dean's office, Faculty of
Education

2. establish an Advisory Committee on Adult and
Higher Education composed of representatives of the
departments which will be providing the specialization
(concentration) courses

3. students will be admitted to and be registered in
the department which offers the particular specialization.
Program approval and completion will be channelled
through the Office of the Dean rather than directly to
FGSR from the departments.

Establish  relationships with representatives or
organizations and agencies whose support is critical to
the success of the new program.

1, identify the institutions, agencies, and
organizations which are likely to be a source of students
and to employ graduates of the program.

2. these organizations will be invited to become
members of a supportive network and to paricipate in
planning, development and evaluation activities through
conferences and seminars, individual consuitation, and
other forms of communication.

Flexibility and individualization will net only be desirable,
but an essential component of the program, while
maintaining some general features of program
requirements (i.e. develop a distinctive orientation for the
program with a problem solving focus).

1. students will become familiar with issues and
problems which confront developments in adult and
higher education especially through an interdisciplinary
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seminar on policies and practices in Adult and Higher
Educatior in Alberta

2. problem solving orientation will be ¢#veloped
further through a research project {i.e. thasis or project)
with action research methodology

3. developmental work will be undertaken to zigsign a
course or courses with an action research orientation

The Dean of Education stated that "perhaps the most significant &
the three components of the project relates to the experimentation with new
program emphases and new modes of providing access to programs”
(Patterson, 1985, p. 8). Particular attention was to be given to designing the

implementation of the program in the following areas:

1. innovative approaches related to work and study

2. exploiting the potential of available technology for
distance education

3. individualizing programs of study

4, developing the basis for an interest in continued
professional development

In April 1985 the University of Alberta received approval and funding

for the project. The terms of the project were specified as follows:

1. The parameters, as outlined above, were accepted as the basis of the
project.

2. The term of the projett was to be three years in length.

3. The total cost of the project was to be $388,000 with the University of
Alberta contributing $182,600 and the Innovative Projects Fund
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granting up to a maximum of $205,400.
4, A schedule for submitting reports was established as follows: Phase |
Report--July 1986; Phase Il Report--July 1987; and Phase ili Report--
July 1988. |
5. If the formal project proved successful, the Utivistzity was to maintain
the level of financial support necessarv to sustain the Master in
Education Degree in Adult and Higher Education.
With the project approved, the Faculty of Education and the Faculty of
Graduate Studies began processing applications from students in July 1985.
By September 1985 seven students had been admitted to the program and

had commenced their programs of study.
B. Transactions

The questions guiding the study of project transactions are listed
below.

1. What was the nature of the program as implemented?

2. What was the process of implementation?

3. What factors served as facilitators, and what difficulties were
encountered in implementation?

4, To what extent have innovative approaches been used in the
instructional and administrative components of the program?

With the admission of students to the program, the intended

dimensions and solutions of the innovative project were put to the test. Of
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immediate concern was Dimension |, Solution 3, which stated that students

would be admitted to, and registered in, the department offering the
student's particular area of specialization. It became apparent that this
procedure was complex and problematic. It required a great deal of
coordination and cooperation between the depariments. The program
administrators opted for an alternate approach whereby the students were
admitted to the Faculty of Education as the administrator of the program.
The program was operaied in much the same manner as programs in non-
departmentalized faculties. The Associate Dean (Research and Graduate
Studies) assumed the duties ordinarily assigned to a department chairman
with respect to the Adult and Higher Education program.

An advisory committee was established consisting of 13 faculty
members who had a research or teaching concem within the area of Aduilt
and Higher Education. The advisory committee functioned in an ad hoc
manner. it was a diverse group with divergent opinions about the program.
Lacking a clear mandate, the advisory committes spent much time debating
the nature of the program. Through the advisory committee, three sub-
committees were formed to address the areas of course development,
program delivery, and liaison activities.

The program was advertised in a very limited fashion. In spite of this,
student applications were plentiful. In the first year of operation, nine full-
time students pursued studies in the program (see Appendix C--Program

Descriptions) and eight part-time students enrolled in the program. In



61

addition, seven students were admitted for the Special Session 1986,
followed by 10 admissions for the Fall Term 1986. The total number of
studeris admitted during the first year of operation was 34. With the
overwhelming demand for space in the program and the subsequent high
enroliments which exceeded expectations, the program placed increased
demands on the participating departments.

The most noteworthy outcome of the first year was that a program in
Adult and Higher Education was established. This was largely due to the
cooperation of varigus faculty members, university adminiétrators, and
support personnel. The strength of the program stammed from the ability of
the university personnel invo'ved to adapt the project plans to the changing
environment--most especiaity the influx of students.

Phase Il of the implementation--year 2 of the program--saw a
leadership change. The term of office of the Associate Dean (Dr E Miklos)
expired, and Dr J Small was seconded part-time from the Department of
Educational Administration to serve as Coordinator of the Adult and Higher
Education Program. Other aspects of the project proposal were attended
with respect tz Dimensions i #nd Il of the innovation. Three committees
were formed to address Dimension ll. The first committee, the General
Advisory Committes, consisted of representatives of the program student
body, the Faculty of Education, and the Faculty of Extension as well as
members from the community of Adult Educators. The second committes,

the Policy and Administration Committee, consisted of faculty members from
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the six participating departments. The focus of the committee was on

facilitating the interdepartmental aspects of the program. The third
committee, the Student Advisory Committee, consisted of all students in the
program. The committee functioned to address issues of concern to the
students.

Year 2 of the program also benefited from the introduction of a
research associate who undertook preliminary work regarding the
development of action research courses and problem solving orientations for
the program. In addition to addressing Dimension Iil, the program
developed further in areas of course offerings, course scheduling, and
information dissemination in the form of a newsletter.

A special problem relating to the human element of the program
arose in year 2. With the larger than anticipated enroliment of 34 students,
it became difficult to accommodate stucent needs in areas of study space,
financial support and academic support. The participating departments
made available what space they had to the program students, and an area
in the basement of Education South was assigned to the program. This
area provided study space for nine students. The Faculty of Education
made funds available for graduate assistantships. The participating
departments added sections of courses to absorb the increased riumber of
students enrolled in courses and provided academic support in the form of

research advisors for students in the program. Overall, the student body
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became a cohesive and suppoitive group during phase Il of the project in
spite of the diverse nature of the group.

Phase lll commenced with the placement of the program into the
Department of Industrial ard VYocationa! Education under the chairship of Dr
A Konrad. As may be expected with any major change, the human element
of the move was fraught with dislocation and re-orientation. This was
particularly evident within the student group. Twenty-one additional students
had been admitted during the Special Session for 1987, with an additional
16 students processed for the Fall term 1987. At the time of the move,
there were 55 students in the program. For the students continuing from
years 1 and 2, the move to a department was seen as a loss of autonomy.
These students anticipated reduced flexibility in their programs and reduced
status. Furthes»i:5:9, the Adult and Higher education students were aware of
the changes occurring within the department of Industrial and Vocational
Education with respect to the selection of a new chairman. Generally,
students perceived the move negatively.

The chair of the department contributed greatly to the smooth
integration of program students into the department. Students were invited
to participate with the selection of a new faculty member for the department.
A new faculty member with a specialty in adult education was subsequently
added to the Department of Industrial and Vocational Education. Additional
study space in the department was made available for program students and

graduate assistantship funding was increased. All of these factors helped to
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ease the transition from the Dean's Office to the Department of Industrial

and Vocational Education.

During the third year of implementation, two faculty retreats were held
to pursue program review and development. The result of these reffdats
was a revised program description which was distributed to students in April,
1988. Students were given the option of adhering to the original degree
requirements or following the new program. Another development which
became public in Aprii 1988 was the introduction of a part-time study
program to be in effect September 1988.

During the three phases of implementation, various factors served to
facilitate the process. Among the facilitating factors were the strong
leadership of three program coordinators; and the patience and sensitivity of
students. These, combined with strong support from various groups,
including the university administration, department chairmen and teaching
faculty, the Faculty of Graduate Studies and Research and professional
groups of adult educators assured the initial success of the program.

Difficuities of implementation, however, stemmed from some of the
same facilitating factors. There was, and still is to an extent, a
misunderstanding about the nature of the program. This created difficuities
between the program and the Faculty of Graduate Studies and Research.
While FGSR was supportive and instrumental in accelerating bureaucratic
support for the program, it also created difficulties by vacillating on

decisions. FGSR was concerned with the quality of the program, and since
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the innovative project did not yet have a history, FGSR saw a need to police

the program.

The nature of the program created difficulties with participating faculty
members. The diversity of views of the program made coordination difficult.
This, however, also served to strengthen the program because all views
were aired and considered.

The limited resources did nothing to ease implementation. It was
suspected that support for the program would have disappeared if the
participating parties perceived the program as a threat to their resources.
Consequently, enroliment had to be restricted.

In spite of the difficulties, and to an extent because of the difficulties,
the program was truly innovative in some areas. The funding situation
forced the creation of a program out of existing courses through
reorientating the faculty resources. The high enrollment and the strain this
put on existing courses created the need for the program requirements to be
flexible. Alternate courses from various departments within and outside the

faculty were accepted as meeting degree requirements.
C. Outcomes

With respect to outcomes of the program up to the time of the study,
the administrators were asked to determine the greatest strengths and
weaknesses of the program and to specify their level of satisfaction with the

program. Cited as strengths of the program were the following:
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The quality and diversity of students and the esprit that developed

among the students led to an atmosphere of mutual suzgon.

The interdepartmental and interdisciplinary nature of the program
allowed for a broad perspective of aduit and higher education as a
field of study.

The flexibility of program requirements, while adhering to the
structure, content, and notion of a core of studies ailowed students to
select a program to meet their needs.

The weaknesses of the program were to some degree related to the

strengths of the program as follows:

1.

The diversity of students contributed to a lack of identity within the
program.

The interdepartmental nature of the program required a high degree
of cooperation between departments. The co-ordinator could not
direct the resources of the participating departments and had little
control over the staff assigned to teach within the program.

The flexibility of the program led to a lack of standard operating
procedures within the program. This contributed to a lack of program
identity.

Resources for the program were scarce. There was a shortage of
funding for the program, and financial support for students was
limited. Physical space was also a problem, with student study space

at a premium. Students were not located in one common area but
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rather were spread throughout tha building.

In describing the effectiveness of the program in mesting the original
intents, one administrator stated that at a very basic level, the program had
met its intents because there was a graduate program in Aduit anc Higher
Education in existence. With respect to more specific intents, however, all
four administrators believed the: the program had achieved only som= of the
intents to a minor degree and other intents had not been achieved at ull.

The administrators’ levels of satisfaction with the program ranged from
highly satisfied to not very satisfied. @ The administrators expressed
satisfaction with the level of enroilment and the quality of students in the
program. All administrators expressed concern over the future developments
of the program. It was felt that the program required more courses, more
staff, and more attention to the needs of non-traditional students. One
administrator expressed disappointment with the degree of innovativeness in
the program, stating that while innovativeness may not have been feasible,
perhaps those involved with the program had not tried hard enough to
achieve the innovative features. The one administrator who stated that he
was not very satisfied with the program as implemented believed that the
program was as good as, or befter than, many other master's programe at
the University of Alberta. His dissatisfaction was with the lack of innovation

within the program and not the quality of the program itself.
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D. Summary

The program antecedents, transactions, and outcomes were examined
in this chapter. The data were derived from program documents and
administrator interviews.

The major factors which led to the development of the graduate
program were a demand for the program from inside the university and
outside the university environment and from provincial funding for the
innovative project. The transactions included a change in program
leadership in each of the three years of the project, a change in program
location from the Dean's Office to the Department of Industrial and
Vocational Education, and an explosion in program student population.

Program cutcomes were discussed in terms of program strengths,
weaknesses, and administrator satisfaction. The factors related to program
strengths and weaknesses were the diversity in student characteristics, the
interdepartmental nature of the program, flexibility in program requirements,
and program resources. Each factor contributed to both strengths and
weaknesses. Satisfaction with the program from the point of view of
program administrators was described as a general satisfaction with the
program, although concerns over the future of the program ard the

conservative nature of the innovation were expressed.
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Chapter 5

QUESTIONNAIRE DATA

in this chapter, information derived from the student and facuity
questionnaires is presented. This is followed by a comparison of student

and faculty responses to parallel questions.

A. Student Responses |
Student responses are presented and discussed in the categories of
student goals, program stress factors, general program characteristics,
academic aspects of the program, and administrative aspects of the

program.

als

The students’ self-reported clarity and stability of goals are presented
in Table 5.1. Most students rated clarity of their goals on entering the
program as "medium” or "high." Likewise, most students rated the stability
of their goals as "medium" or "high," Twenty-one students commented on
their goals at the time of entering the program. in describing the stability of
their goals, 14 students provided comments. Of these, two students
reported that their goals had not changed at all and one student reported

that her goals had changed completely. About half of the students who
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Table 5.1

Self-Reported Clarity and Stability
of Student Goals

Variable Rating - Mean
low medium high
1-2 35 6-7

Clarity of Goals
when Entering Program 4 17 27 5.3

Stability of Goals
During Program 2 20 26 5.1

commented (11) described their goals in terms of program product (a
Maste:'s <= ) and its usefulness in career advancement. The other half
of the sideris ~ho commented (10) described their goals in terms of
prograr: - st and concentration area. The othsr 11 comments related to
changes in research interests (two comments), timelines for completing
degree requirements (two comments), and focus of goals (seven comments)

while maintaining the overall direction of their goals.

Program Stress Factors

Respondents were asked to rate the frequency of difficulty
encountered in various areas while in the program (Table 5.2). Generally,
low levels of difficulty were reported by the students, aithough all areas
presented difficulties for some students. One notable exception was in the

area of "academic stress,” in which 52% of students reported some degree
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of difficulty and 29% of students reported a high degree of difficuity.

Table 5.2
Frequency Distribution of
Program Related Difficulties

(N=48)

“Difficulty Degree of Difficulty Mean

Low High

1-2 3 4-5
Finance 20 16 12 2.6
Dependents 28 14 6 2.1
Living Accommodations 42 2 3 1.4
Study Space at Home 36 7 5 1.8
Personal Relationships 21 16 11 2.5
Academic Stress 9 25 14 3.1

It is noteworthy that the two other variables which received eleven or

more ratings in the "high" rangs--finance and personal relationships--are

closely related to stress. Kk is likely that difficulties with finances and

difficulties with personal relationships contributed to, and were in tumn

exacerbated by, academic stress.
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General Program Characteristics

Pat B of the student survey presented 28 variables relating to
graduate study. The respondents were asked to rate the importance and
the occurrence of each variable in the program on a five-point scale from
very unimportant (1) to very important (5) and from clearly lacking (1) to
clearly evident (5) (see Table 5.3). All of the listed characteristics were
viewed as important or very important by over 80 percent of the
respondents, except for “faculty-student interaction outside class,” which was
rated as important or very important by only 56% of the students.

In the case of occurrence, much greater variability of response was
shown. The responses were, however, generally positive. In the case of 21
of the 28 variables, over fifty per cent of the respondents rated occurrence
as high or very high. Two variables were rated as clearly lacking--
procedures for selecting an advisory committee and arrangements for
consulting with faculty. One possible reason for this perceived lack of clarity
may be that arrangements for the establishment of a research advisory
committee were made towards the end of the students’ program, during the

research phase, and many of the respondents had not yet reached that

point in their program.
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Student Perceptions of Genera!l Program Characteristics
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Importance

Mean

SD Mean

~Occurrence

SD

LEARNING ENVIRONMENT

Program encourages
different scholarly
views.

Mutual respect between
students and faculty.

Team effort among

students and faculty
in meeting program

goals.

Mutual support among
students in meeting
academic demands.

Faculty members
receptive to new
ideas and ways of
doing things.

SCHOLARLY EXCELLENCE

Program provides
stimulating intel-
lectual environment.

Students exhibit high
degree of scholarship
and ability.

4.43

4.60

4.29

4.10

4.33

4.54

4.12

0.89

0.91

.99

1.03

0.99

0.89

0.92

3.29

3.56

3.21

3.72

3.06

3.63

3.97

1.14

1.27

1.10

1.06

1.17

1.26

0.94
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importance

Mean

SD

Occurrence

Mean

sD

Faculty members

exhibit high degree

of scholarship and

research ability. 4.20

QUALITY OF TEACHING

Faculty members
well prepared to
teach courses. 4.56

Evaluation procedures
fair and appropriate. 4.51

Faculty members

constructively

criticize students’

work. 4.41

Faculty e sigass
aware W figw WS, 4.48

Faculty members
generally helpful. 4.54

Teaching methods appropriate
for students in the program. 4.45

Overall quality of teaching
is high. 4.54

FACULTY CONCERN FOR STUDENTS

Faculty members interested in
students’ welfare and
professional development. 4.27

Opportunities exist for
faculty-student interaction
ouiside class. 3.47

0.94

0.87

0.97

0.89

0.88

0.89

0.96

0.87

1.06

1.11

3.80

3.37

3.37

3.51

3.7¢

4.21

3.12

3.23

3.63

3.38

1.02

1.19

1.12

1.15

1.16

0.75

1.36

1.18

1.04

1.03
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Table 5.3, Continued

Importance Occurrence

Mean SD Mean SD
Faculty members accessible
to students. 4.50 0.79 3.74 1.09
Faculty-student communication
exists regarding student
needs, concerns, and
suggestions. 4.27 0.96 3.63 0.98
Overall faculty-student
relations are good 4.35 0.81 3.95 0.93
STUDENT COMMITMENT
Students demonstrate
enthusiastic involvement
with the field in informal
discussions. 4.10 0.99 3.93 0.84

Students handle course
assignments with care and
responsibility. 4.18 0.98 4.14 0.78

RESEARCH REPORT

Integration of thesis/
project research and course-
work exists. 4.19 0.99 3.47 1.16

Students have freedom in
choosing research topic. 4.47 0.96 4.28 0.83

Formal and informal
arrangements for consultation
with faculty. 4.47 1.06 2.87 1.34

Procedures for selecting
committee members are clear. 4.25 1.04 2.68 1.20
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Table 5.3, Continued

importance Occurrence
Mean SD Mean SD
RELEVANCE TO EMPLOYMENT
Required courses are useful
for present or anticipated ,
employment. 4.25 1.12 3.19 1.32

Academic Aspecis
The student ratings of academic aspects of the program appear in
Table 5.4. All variables were rated above 4, the midpoint of the scale.

Except for "availability of concentration,” more students rated the variables

as madium than either tugh . iow.

Table 5.4
Academic Aspects of Program

Variabie " Rating Mean

low medium high

12 36 6-7
Program Flexibility 6 25 17 4.5
Adequacy of Core 6 30 8 4.3
Availability of Concentration 7 17 20 4.6
Adequacy of Concentration 5 20 16 4.5
Adequacy of Research Courses 2 20 1 4.9
Relevance of Research Courses 3 19 11 4.5
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Of the 26 comments regarding program flexibility, seven were related
to the concept of a specified core. An extreme point of view from one
student regarding the program core was expressed as follows:

| would prefer to have been able to design my own program

and seek approval for it, rather than with taking courses which

had little or no relevance to me. It felt as though the

department did not believe | was a self-directed learner and

insisted on my going through a number of hoops.

Eight students clarified their rating of program flexibility by
commenting in a "yes and no" fashion. Positive comments were made
relating to administrators and other personnel involved with the program,
while negative comments were made relating to administrative details such
as course scheduling, residency requirements, and qualifying course
requirements.

Twenty-three students commented on the adequacy of the program
core, describing it as lacking in the areas of adult teaching methodology,
program development, and program evaluation. In the area of concentration
courses, 12 of the 19 students who provided comments described course
selection as highly flexible and responsive to their needs, while one student
commented that she did not believe in specialists in the field of Adult
Education and was, therefore, not concerned with concentration course
availability. Concentration courses were dascribed as lacking in availability
by four students. Two students were not satisfied with the selection and

scheduling of courses in spring and summer session. The atempts of the

program administrators to cater to the nseds of the part-time students
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created some difficulties for some fuli-time students, which may explain

some of the negative comments regarding course scheduling.

Eleven comments were provided by students regarding the adequacy
of research courses. Eight students commented that the courses were too
narrow in scope, and some suggested that separaie courses be provided for
qualitative and for quantitative methodoiogies. Two studenis stated that the
experience gained through research assistantships combined with research

courses provided an excelient foundation for their own research.

Administrative Aspects

Students were asked, in Part D of the survey, to provide information
and comments on program components listed as physical resources,
financial resources, communication, course scheduling, program orientation,
extracurricular events, and advisement as listed in Table 5.5. About half of
the program students requested and receired study space. Of those who
received study space, over half of reported that the study space was a good
working environment, and all of the study spaces had a telephone available.
Student reported usage of room B-28 (student offices and meeting room),
the computers in room 648, and the MTS system was lower than for other
physical rescurces. In these three areas, the majority of students reported
not using the resources.

With respect to financial resources, 14 of the 48 students applied for
a research assistantship and 11 of the 14 received an assistaniship. The

assistantships were rated in the medium to high range in terms of academic
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Student Rating of Administrative
Aspects of Progiam
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Yeas No Mean'
Physical Resources
Requested Study Space 28 (58%) 20 (42%)
Received Study Space 25 (52%) 23 (48%)
Good Working Environment 16 (59%) 9 (41%)
Available Telephone 25 (100%)
Used B-28 18 (38%) 30 (62%)
Used Computers in 648 10 (21%) 38 (79%!
Used MTS 13 (27%) 35 (73%:}
Financial Resources
Applied for Assistantship 14 (30%) 34 (70%)
Received an Assistantship 11 (27%) 37 (73%)
Assistantship Useful Acaderically 5.5
Assistantship Interesting 5.8
Appropriate Time Demands 5.0
Applied for Scholarship 11 (23%) 37 (77%)
Received Scholarship 2 (5%) 48 (95%)
Applied for Research Grant 1 (2%) 47 (98%)



Table 5.5, continued

Yes No Mean’
Received Research Grant 0 (0%) 48 (100%)
Applied for Computer Account 13 (27%) 35 (739
Received Computer Account 13 (30%) 35 (70%)
Qrientation
Attendance 39 (81%) 9 (19%)
| Usefulness 5.3
Attendance at Extra-Curricular Activities
Program Social Functions 20 (42%) 28 (58%)
Formal Seminars 28 (58%) 20 {42%)
Informal Brown Bag Seminars 22 (46%) 26 (54%)
Adult Education Network 16 (33%) 32 (77%)
Appropriateness of Advisement?
Admission to Program 41 (93%) 3 (7%)
Course Selection 36 (85%) 7 (16%)
Selecting Advisor 23 (72%) 9 (28%)
Proposal Development 22 (85%) 4 (15%)
Prcposal Approval 15 (79%) 4 (21%)
cthics Review 12 (71%) 5 (29%)
Research implementation 14 (78%) 4 (22%)
Preparation of Thesis/Project 9 (69%) 4 (31%)

Seven-point Scale

*Only if assistance requestedusefulness, interest, and appropriateness of
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time demands. Other financial resources received less attention from
students. Eleven students applied for, and two received, scholarships. Only
one student applied for a research grant and no students received grants.
Thirteen students applied for, and received, a computer account.

The student orientation was attended by the majority of students. The
rating of usefulness of the orientation was in the medium to high range.
Less than half of the students reported attending program social functions,
informal brown bag seminars, and adult education network meetings. More
than half of the students reported attending formal seminars. It is interesting
to note that the variable "Opportunities exist for faculty-student interaction
outside class” listed in Table 5.3 received the lowest rating from students in
both importance and occurrence of all the variables listed. The relatively low
participation of students in extra-curricular activities may be explained by a
lack of interest or low priority rating by students in the area of socializing
with faculty members. The majority of students reported receiving
appropriate advisement from faculty members in all areas for which

advisement was sought.
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Physical resources. Of the 22 student comments regarding physical

resources, 11 were with respect to usage of the facilities and seven were
about the quality of the assigned study space. Eleven students reported not
using the facilities at all, citing a preference for using facilities at their place
of employmeit or at home. The comments about the quality of assigned
study space were ali from fuil-time students. Four of the comments were
about the suite of carrels in the basement of Education south, describing the
area as coi! and depressing. Two of the students suggested that all
program stugw space be located in one central area to provide contact with

other program students and promote a group cohesiveness.

Financial resources. Eleven comments were made regarding financial
resources. Two students expressed concern about the allocation of
assistantships. One of these students reported extreme hardship and
expressed thoughts of leaving tne program when she did not receive a
graduate assistantship.  Six students commented that their graduate

assistantships made a significant contribution to their scholarly development.

Orientation. The orientation meeting was viewed positively by 10 of
the 20 students whc commented. Four other students provided suggestions
for future improvements, including providing a follow-up meeting in mid-term

and providing a discussion of program goals and philosophy.

Extra-curricular_activities. Student comments regarding attendance at

extracurricular activities were mostly of one nature. Twelve of the 18
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students who commented cited lack of attendance at extracurricular events

due to time constraints and outside responsibilities.

Appropriateness __of __advisement. In commenting on the
appropriateness of advisement, the greatest concern expressed by students
was with regard to mixed messages received from faculty regarding
selecting courses and advisors. This was stated as a perceived lack of
standard operating procedures by some students and a restrictive adherence
to rules by others. For the most part, however, students made positive
comments about both the quality and quantity of advice received from
faculty.

Communication_methods. The student reported usage of program of

comminication and the perceived usefulness of the communication are listed
in Table 5.6. About half of the students reported checking the mailboxes
frequently, while slightly more than half checked the mailboxes infrequently
or never. Similarly, the majority of students reported reading program
bulletin boards infrequently or never. The newsletter was rated as high in

usefulness by half of the students.
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Table 5.6

Frequency and Usefulness of Communication

Frequency Usefulness
Never Infreq Freq. Low Med High

Mailbox 4 21 23
Bulletin Boards 9 27 i2
Newsletter 4 15 18

Only one comment was made regarding the program bulletin boards:

"I didn't know they (bulletin boards) existed”. The comment may explain

"1y the majority of students reported reading the bulletin boards infrequentl);
naver. |

Twenty-two students commented on the program newsletter. Over

»f the comments (12) were favorable. Many students stated that the list

~Tary acquisitions and the student telephone list were the most useful

aspest of the newsletter. Suggestions for improvements, provided by 9

students, included shortening the length of the newsletter to about five

pages and providing more information on coming events, new and future

course offerings, and program changes.

Course Scheduling. Course attendance and preferred schedules by
students are listed in Table 5.7. More than half of the students reported

attending courses in the afternoon and in the evening. In the case of
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morning, afternoon, and evening courses, reported attendance exceeded

preferred attendance. In contrast, more students reported preferring

Friday/Saturday courses than had actually attended weekend courses.

Table 5.7

Reported Times of Course Attendance and
Preferred Schedules

(N=48)
Scheilule Reported Preferred
Attendance Attendance
Morning | 22 15 -
Afternoon 36 21
Evening 46 29

Friday/Saturday 8 11

Student comments regarding course schedules presented two distinct
themee. Part-time students were highly appreciative of evening classes,
rating ii$ option as accommodating their needs. In contrast, full-time
students were highly critical cf evening classes, stating that this did not
accommodate their needs.

The primary reported factor leading to satisfaction or dissatisfaction
with course scheduling was work schedules. Thirteen part-time students
reported that they were employed during the day and registered in evening

courses to fit their work schedule. In contrast, six full-time students who
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reported part-time employment stated that they worked at night. Evening
courses conflicted with their part-time employment.

The assumption that full-time students have flexible schedules and are
available for courses at any time of the day may be erroneous. One full-
time student commented that "As a full-time student, | found course
scheduiing a particular nuisance. Why did | give up my work, which | could
il afford, if | could have done the program at night? Night courses caused
real problems for me." As stated earlier, the conscious effort on the part of
program administrators to attend to the needs of the part-time students may
have been to the detriment of the full-time students.

B. Analysis of Student Responses
by Sub-group Characteristics
In this section, the analysis of siudent responses are presented in the

form of parametric data and non-parametric data.

Parametric Data

Group means were compared by use of t-tests for all analysis
categories (age, gender, reason for entering the program, registration status,
and previous degree). Statistically significant differences occurred only in
the cases of gender and previous degree.

The mean rating of variables listed in Table 5.8 were significantly
higher for men than for women. This was not the case with all variables.

M 15 of the 28 variables, or about half, the mean rating by females was
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higher than he mean rating by males, though not satisfactorily significant.

These data, however, must be accepted with some reservation, because of

the difference in size of the two groups.

Table 5.8
Mean Rating of Program Variables by
Gender
Variable Females Males P
N=38 N=9
Program encourages different
scholarly views 2.5 3.4 .03
Overall faculty-student
relations are good 3.8 4.3 .05
Integration of thesis/project
research and coursework exists 3.2 4.3 .01
Procedures for selecting an
advisor are clear 2.7 3.6 .05

The variables listed in Table 5.8 were drawn from three different

categories of program variables. No general areas of dissatisfaction

emerged from these data. Reports from the literature suggest that problems

in communication may occur when faculty and students are of opposite

gefider (Feldman, 1974; Gappa & Uehling, 1979), as is predominantly the

case in this program. However, gender issues did not arise elsewhere in

this study. No definite explanation for the difference in mean rating between

male and female students is apparent.
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On the question of freedom in choosing a research topic, a significant

difference in means was evident in the case of BEd holders and non-BEd
holders. The mean rating of this variable shown in Table 5.9 was
significantly higher for holders of BEd degrees and teaching certificates than

for non-holders of BEd degrees and teaching certificates.

Table 5.9

Mean Rating of Program Variables by Previous
Degree or Teaching Cetrtificates

Variable BEd and Teaching Other P
Certificates
N=27 N=21

Students have freedom in
choosing research topic 4.6 3.8 .001

It is possible that the research topics selected by BEd holders and
certificated teachers were in areas which the Education faculty members had
a great deal of expertise. In contrast, students from other backgrounds,
such as those with nursing backgrounds, may have selected topics outside
of the familiar research areas of faculty and, consequently, might not have
been encouraged by faculty. The t-test analysis indicates, in general, that

students’ perceptions of the program variables were not influenced by sub-

group characteristics.
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Non-Parametric Data

Student responses to questionnaire items were cross-tabulated by
gender, age, reason for entering the program, previous undergraduate

degree and registration status. Significans contingencies in chi-square are

detailed in this section.

Cross-tabulation by gender. Few differences were evident when male
and female response frequencies were tested. The three significant
contingencies are listed in Table 5.10. It must be noted that female
students outnumbered male students by a ratio of 4 to 1 in this program,

thus affecting the data comparison.

Table 5.10

Cross-Tabulations of Variables by Gender

Variable Male Female

Primary Career Role--Administrator  77.8% 28.9%

Occurrence--Program Encourages
Different Scholarly views 33.3% 55.3%

Extracurricular Activities--
Attended Formal Seminars 100.0% 47.4%

In the case of primary career roles, one may have predicted that a
majority of male students and a minority of female students would have
performed administrative roles since this reflects what appears to occur in

the work place. Whether or not the graduate degree from this program will
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improve the chances of female students gaining access to administrative
roles is yet to be determined.

In the case of the program encouraging different scholarly views,
previous career experience in administrative roles may have influenced the
rating of respondents. For the female students, the forum provided by the
program may have been a new experience in terms of ailowing them the
opportunity to freely express and discuss their views. In contrast, the male
students may have been accustomed to giving their opinions without being
as challenged to defend their views.

Reported attendance at formal seminars indicated an interesting
difference between male and female students. While all of the male
students reported attending formal seminars, less than half of the female
students reported attending. For many women, the responsibilities of carser
and family may supercede attendance at formal but optional seminars. For
males, the importance of attending such seminars may take precedence
over other responsibilities at home. Thus the difference may be, to some

extent, dictated by social roles and norms of men and women.

Cross-tabulations by age. Cross-tabulations by age were computed
based on respondent groups of under 35 years, 35 to 44, and 45 and older.
Few significant differences were evident between the three groups. The five
variables which showed significant contingencies in chi-square are detailed in
Table 5.11.
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Table 5.11

Cross-Tabulations of Variables by Age

Variable Under 35 35-44 45+

Difficulties with Dependents 6.3% 29.2% 6.3%

Importance--Students Demonstrate
Enthusiastic Involvement with

the Field in Informal Discussions 100.0% 84.6% 55.6%
Used the Michigan Terminal System 50.0% 28.0% 0.0%
Taken Evening Courses 100.0% 100.0% 77.8%
Attended Formal Serinars 61.5% 69.2% 22.2%

Difficuities with dependents were more frequently reported by students
between the ages of 35 and 44 then by the other two age groups. It may
be that students in the 35-44 group were more likely to have children at
home and were also mors likely to have adolescent children than were
either the students under 35 or over 45.

The importance of students demonstrating enthusiastic involvement
with the field in informal discussions was more frequently rated as important
by the younger cohort (100%) than by the other two groups (84.6% and
55.6%). The older students may have had greater experience in the field of
adult education and consequently did not share the exuberance of their

younger counterparts due to this increased experience.
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The reported frequency of use of MTS (local access to terminals

linked to the central computer) decreased with each successive age group.
Fifty percent of the under 35 group made use of MTS, whereas none of the
over 45 group did so. It is possible that the younger students have had
more experience and familiarity with computer technology and were therefore
more receptive to its use than were the older students. The MTS is used
for searching ERIC, and other database, among other things. The lack of
use reported by older students may be a symptom of computer anxiety.

The frequencies of two other variables--taking evening courses and
attending formal seminars--differed by age. The older students less
frequently reported attending either of these activities than did the two
younger groups of students. It may be that the older students were less
willing to attend university functions in the evening and chose, therefore, not
to attend.

Cross-tabulations by reason for entering the program. Respondent
reasons for entering the program were identified as career entry, career
advancement, and professional development.  Significant differences in
group characteristics were evident when reason for entering the program
was cross-tabulated with primary career roles and registration status, as

indicated in Table 5.12.
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Table 5.12

Group Characteristics of Career Entry, Career Advancement,
and Prefessional Development

Characteristic ‘Career Career Professional
Entry Advancement  Devslopment

Primary Career Roles

Nursing Instructor 0.0% 16.7% 42.3%
Clerical/Secretarial 44.4% 8.3% 0.0%
Other Non-instructional 77.8% 58.3% 11.5%

Registration Status

Full-time 86-87 Term 2 100.0% 62.5% 33.3%

As may be expected, the career entry group more frequently reported
primary career roles whith were unrelated to adult education than did either
career advancement or professional development groups. Conversely, the
professional development gsoup more frequently reported career roles as
nursing instructors than did the other two groups.

Registration status was surveyed according to eight university terms.
Significant contingencies in chi-square were not evident except for Term 2,
1986-87. However, examination of the data for all eight terms indicated that
career entry students more frequently reported full-time attendance than did
the other two groups in four of the eight terms. Thus, caréer entry students

were generally full-time studlents more frequently than were the other

students.
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Other significant contingencies in chi-square were evident and

appeared to be related to group characteristics, as indicated in Table 5.13.

Table 5.13
Cross-Tabulations of Variables by Reason fcr Entering tie
Program
Variable Career ~Career Professional
Entry Advancement Development
sHended Program
Oriantation 33.3% 83.3% 96.2%
Clear Procedures for
Selecting Advisor are
Lacking 88.9% 33.3% 34.6%
Received Appropriate
Assistance in Course
Selection 66.7% 75.0% 100.0%
Took Evening Courses 100.0% 83.3% 100.0%
Preferred Evening Courses 66.7% 25.0% 73.1%

The career entry group more frequently rated clarity of procedures for
selecting an advisor as lacking and less frequently reported receiving
appropriate assistance in course selection than did the other two groups. It
is likely that the career entry students required more guidance and
assistance than the other students, and therefore were less satisfied with the
faculty support received. In contrast, te professional development students
likely had a clearer vision of what they expected from the program and

faculty, and may have been more self-directed than the career entry
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students. Thus, as a group, the professional development students may

have required less assistance in dealing with academic planning issues.

It is curious, given the apparent dissatisfaction of career entry
students with program procedures and course selection assistance, that so
few of the career entry students reported attending the program orientation.
it may be that non-attendance at the orientation led to later difficulties for
these students. It may also be that the program orientation was of greater
interest to those who had a clear vision of what they wanted from the
program and a high degree of self-directedness.

A second curiosity of the data relates to the actual and preferred
course scheduling reported by the three groups. I the case of the career
entry and professional development groups, all sisients reported attending
evening courses, and the majority of each group preferred evening courses.
In contrast, only 83.3% of the career advancement group had taken evening
courses, and a minority of the students {25%) actually preferred evening
courses. In other possible course schedules surveyed, 50% of the career
advancement group reported a preference for morning classes and 66.7%
reported a preference for afternoon classes. None of the career
development group reported a preference for weekend classes. In all three
cases, the career advancement group was contrary to the other two groups.
This is unexplainable, given that the career advancement stucents were
more frequently part-time students than full-time students and may therefors,

be expected to prefer non-traditional course scheduling. There may have
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been a group characteristic acting upon the group preferences for course

schedules which was not measured by the survey.

Cross-tabulations by previous degree. Previous degree, whe~ cross-
tabulated with other demographic data, indicated significant contingencies in
chi-square in several predictable areas. Holders of BEd degrees more
frequently reperted holding teaching certificates than did non-BEd holders.
Further, primary career roles of BEd holders were more frequently reported
as being those of classroom teacher, English as a Second Langauge
Instructor, and other instructional roles than were the non-BEd holders.
Other significant contingencies are reported in Table 5.14. All of the
differences appeared in the rating of the occurrence of program variables.

in all three cases of variables listed as "lacking" in Table 5.14, the
BEd holders more frequently rated the variables as iacking than did the non-
BEd holders. This may be due to the BEd holders’ experience with the field
of education in general and their previous experience with faculties of
education. It may be that BEd holders had greater expectations of the
program in the areas of student scholarship, evaluation procedures, and
faculty-student communication than did the non-BEd holders.

Differences in ratings of the three variables listed as "evident” were
also likely related to differences in previous experience between the two
groups. A general understanding of faculties of education may have

contributed to the BEd holders’ view of clarity in selecting advisors and
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Cross-Tabulations of Occurrence Variables by Previous Degree

97

Variable BEd Non-BEd
Holders Holders

Lacking

Students show high degree of

scholarship 21.1% 0.0%

Evaluation procedures are fair

and appropiiate 42.1% 13.8%

Student-Faculty communication

exists regarding student needs 26.3% 3.4%

Evident

Procedures for selecting

advisor are clear 52.6% 13.8%

Procedures for selecting

committee members are clear 47.4% 3.4%

Required courses are

useful for employment 31.6% 65.5%

committee members. in contrast, the non-B.Ed. holders who were generally

unfamiliar with faculties of education may have required more specific

guidelines In selecting advisors and committee members. Previous work

experience may have been the contributing factor to the differences in rating

the usefulness of required courses to employment. The B.Ed. holders had a

great deal of experience in educational environments, and most had worked

in instructional capacities. Thus, the required courses in instructional design,
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educational psychology, and educational administration may have been more

helpfut to non-BEd holders.

Cross-tabulations by Regqistration Status.  Registration status of

respondents was determined for eight terms of the program. Only one term,
Fall 1987-88, was used to designate students as full-time or part-time. This
term was selected because it showed an even distribution between full-time
and part-time status of the respondents. All of the significant contiigencies
in chi-square between fulltime and part-time students were in the
occurrence of variables. Data were collapsed into 3 categories of response:
clearly lacking or somewhat lacking; undecided; somewhat evident or clearly
evident. The percentages of those respondents "somewhat evident or
clearly evident" are showin in Table 5.15. The differences in opinion
between part-time and full-time students are centered on three areas-<quality
of teaching, relevance to employment, and freedom in choosing a research
topic.

Parttime students more frequently rated the quality of teaching
variables as evident than did the full-time students. The full-time students
may have had greater expectations of the faculty in terms of quality of
teaching than did the parnt-time students. Further, the full-time students likely
had greater exposure to faculty in teaching situations and were, therefore,

mere likely to find fault than were those with less exposure.
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Table 5.15

Cross-Tabulations of Occurrence Variables by Registration
Status

Variable . Full-time Part-time
Students Students

Quality of Teaching

Faculty are well-prepared

to teach courses 34.8% 75.0%
Evaluation procedures are

fair and appropriate 39.1% 70.8%
Faculty provide comstructive -

criticism of student work 4% % 75.0%
Faculty are aware of new ideas 52.2% 79.2%
Teaching methods are appropriate 26.1% 70.8%

Overall quality of teaching
is high 30.4% 66.7%

Relevance to Employment

Required courses are relevant
to employment 30.4% 70.8%

Research

Students have freedom in choosing
research topic 91.3% 66.7%

The relevance to employment of required courses was also more
frequently rated as evident by the part-time students than by the full-time
students. Assuming that the part-time students were also employed full-

time, it is possible that the courses could be seen in relation to the field. In
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contrast, the fuli-time students rated the relevance of courses to employment
based on expectations of what they might need whaen they began working
full-time.

In the areas of freedom to choose a research topic, full-time students
more frequently rated this variable as evident than did the part-time
students. In this case, it may be that the full-time students had greater
cpportunity to axplore research topics with faculty and therefore felt that they
had more freedom to choose than did part-time students. It may also be
that the full-time students had a broader range of acceptable research
topics, whereas the part-time students wanted to focus the research on their

career roles.

C. Faculty Responses

The faculty responses to questionnaire items are presented and
discussed in this section under the categories of general program
characteristics, academic aspects of the program, and administrative aspects
of the program.
General Program Characteristics

The faculty questionnaire contained parallel program variables to the
28 student variables; in addition, the faculty questionnaire contained four
variables which were specific to faculty. The mean and standard deviation

for each variable are shown in Table 5.16.



Table 5.16

Faculty Perceptions of General Program Characteristics
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Importance
Mean SD

Occurrence
Mean SD

LEARNING ENVIRONMENT

Program encourages
different scholarly
views

Mutual respect between
students and faculty.

Team effort among

students and faculty
in meeting program
goals.

Mutual support among
students in meeting
academic demands.

Faculty members
receptive to new

ideas and ways of doing things.

SCHOLARLY EXCELLENCE

Program provides
stimulating intellectual
environment.

Students exhibit high degree of
scholarship and ability.

Faculty members exhibit high
degree of scholarship and
research ability.

4.66

4.83

433

4.41

4.75

4.83

4.58

4.83

49

.38

77

79

.45

57

.51

.38

3.81

3.90

3.16

3.54

3.00

3.16

3.25

3.27

.87

.94

71

.82

.89

J1

.86

78
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Table 5.16, continued

Importance Occurrence
Mean SD Mean SD
QUALITY OF TEACHING
Faculty members
we!l prepared to teach courses. 483 .38 3.30 .67
Evaluation procedures fair and
appropriate. 466 .65 3.54 .58
Faculty members constructively
criticize students’' work. 483 .38 3.80 .91
Faculty members aware of new ideas. 490 .30 3.40 .51
Faculty members generally helpful. 458 .79 390 .83
Teaching methods appropriate for students
in the program. 491 .28 327 .90
Overall quality of teaching is high. 491 .28 3.54 .82
FACULTY CONCERN FOR STUDENTS
Faculty members interested in students’
welfare and professional development. 483 .38 381 .71
Opportunities exist for faculty-student
interaction outside class. 416 .71 3.27 .90
Faculty members accessible to students. 466 .49 3.63 1.12
Faculty-student communication exists regarding
student needs, concerns, and suggestions. 4.50 .79 345 .93
Overall faculty-student relations are good. 4.66 .65 3.81 .87
STUDENT COMMITMENT

Students demonstrate enthusiastic involvement
with the field in informal discussions. 416 1.11 3.33 .77

Students handle course assignments
with care and responsibility. 475 45 383 .71
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Table 5.16, continued

Importance Occurrence
Mean SD Mean SD

RESEARCH SUPPORT
Integration of thesis/project
research anc coursework exists. 416 .71 3.00 1.05
Students have freedom in choosing
research topic. 441 66 410 .99
Formal and informal airangements
for consultation with faculty. 458 .66 4,44 72
Procedures for selecting an advisor
are clear. 458 .66 3.00 1.41
Procedures for selecting committee
members are clear. 416 1.19 2.80 1.39
RELEVANCE TO EMPLOYMENT
Required courses are useful for
present or anticipated employment. 3.50 .90 327 .90
Faculty are involved in decision-
making regarding program requirements. 475 45 427 .90
Faculty are involved in decision-
making regarding program administration. 4.08 .99 3.63 1.02
Directives from the chairmen are clear
and appropriate. 458 .66 4,08 1.08
The chairman receives and considers
feedback regarding program operation. 450 1.00 409 1.13

In all cases, the importance of variables was rated higher than the
occurrence of variables. In general, "importance" ratings fell in the medium-

high range and "occurrence" ratings fell in the medium range, with a few
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notable exceptions. Ratings above 4 on the five-point scale were given to
the occurrence of students’ freedom in choosing a research topic, formal and
informal arrangements for student consultation with faculty, facuity
involvement in decision-making regarding program requirements, clarity of
directives from the chairman, and receptiveness of the chairman to fesedback
regarding program operation.

Occurrence ratings of 3 or less on the five-point scale were given to
the receptivity of faculty :nembers to new ideas and ways of doing things,
integration of thesis/project research and coursework, and clarty of
procedures for selecting committee members.

The relatively small standard deviations in the importance category
indicate a high degree oi agreement among factlty respondents on the
importance of most variables. The rating cf occurrence variables showed

less agreement among faculty.

Academic Aspects

Faculty ratings of academic aspects of the program appear in Table
5.17. In general, faculty members rerorted satisfaction with the academic
aspects of the program.

None of the faculty respondents rated the various academic aspects
as low. One area--program flexibility--was rated as high by more than half
of the respondents, while two other areas--availability of concentration and

adequacy of concentration--were only rated as moderate.
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Table 5.17
Rating of Academic Aspects of Program
by Faculty Responderits

Variable Rating Mean

low medium high

12 35 6-7
Program Flexibility 0 4 7 5.6
Adequacy of Core 0 6 4 54
Availability of Concentration 0 9 2 46
Adequacy of Concentration 0 6 4 4.6
Adequacy of Research Courses 0 2 8 5.1
Reiavance of Research Courses 0 5 3 5.1

Administrative Aspects

Course scheduling. The actual teaching schedules and preferred
teaching schedules reported by faculty are listed in Table 5.18. The
respondents were asked to check all course schedules that applied to them.
Consequently, the number of times reported exceeds the number of faculty
respondents. Four faculty members reported no preferred course time,

indicating that all options were acceptable. No other preferred times were

indicated by faculty.
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Table 5.18
Actual and Preferred Course Schedules
Reported by Faculty

Morning Afternoon  Evening Friday/Saturday

Actual 1 7 6 3
Preferred 4 6 6 1

It is noteworthy that while afternoon and evening courses were
reported as both the actual and preferred times to teach courses by two-
thirds of the faculty respondents, there was a marked difference in actual
and preferred course schedules reported for morning and weekend courses.
While only one faculty member reported teaching a program course in the
morning, four faculty members reported a preference for morning courses.
Conversely, while three faculty members had actually taught courses on the
weekend, only one faculty member preferred to teach weekend courses. It
may be that the administrators’ and faculties’ desire to address student

requirements took precedence over facuity preferences.

Extra-curricular activities. The faculty respondents were asked to
report which of the extra-curricular activities available to both students and

faculty they had attended. The faculty responses are indicated in Table

5.19.
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Table 5.19

Faculty Attendance at Extra-Curricular
Program Activities

Activity Attendance
Yes No
Program Social Functions 10 2
Formal Seminars 9 2
Informal Brown Bag Seminars 7 4
Adult Education Network 7 4

in all cases listed in Table 5.19, more than half of the faculty
members reported attending extra-curricular student and facuity functions.
When this is compared with the facuity ratings of the importance of faculty
concern for students listed in Table 5.16, it is apparent that not only do

faculty believe that it is important to be available to students outside of class

hours, but they also act on that conviction.

Student advisement.  Faculty participation in student aciwisement
activities are reported in Table 5.20. It is interesting to neia that the
participation in advisement activities reported is, for the most ps, either light
or heavy, with very few ratings falling in the medium rangs. It may be that
program students are approaching some faculty members for assistance and

advisement more frequently than other faculty memixrs. It may also be
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that faculty members with a light involvement in this program have a heavy

involvement in their home department.

Table 5.20

Faculty Participation in Advisement Activities

Activity Invoivement

1-2 3 4-5

light heavy
Admission to the program 6 1 5
Counselling in course selection 7 1 4
Selecting an advisor 8 0 4
Research proposal development 6 2 5
Research proposal approval 6 0 5
Research ethics review 8 o 4
Research implementation 5 2 5
Preparation of research report 6 1 5
General program development 5 0 6
Course curriculum development 3 3 6

The estimated involvement of faculty regarding various program
aspects appears to be congruent with the estimations of faculty workload
devoted to the program, as reported previously in Table 3.10. About half of

the faculty reported devoting one-quarter or less of their time to the program
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while about half reported devoting half of their time or more to the program.

D. Comparison of Faculty and Student Responses

Data from the parallel sections of the faculty and student
questionnaires have been presented under the section reporting student and
faculty responses. Respondents were asked to rate the importance of the
variables prior tc rating the occurrence of the variables. In this section,

items showing a divergence of perceptions between students and faculty are

noted.
importance Variables

it was assumed that there would be a high degree of agreement
between faculty and student responses regarding the importance of
variables. One faculty membsr commented "Who will answer less than 5 in
the Importance area?"--suggesting that everyone would find the variables to
be very important. This did not prove to be the case, however. In no case
did the mean rating of importance variables exceed 4.76 for faculty
respondents or 4.60 for student respondents on the five-point-scale. T-tests
of faculty and student group means indicated a significant difference in only
one area, as indicated in Table 5.21. The usefulness of required courses
for present or future employment, while rated as only moderately important

by faculty, was rated as highly important by students.
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Table 5.21

Comparison of Mean Rating of Importance Variables
by Faculty and Student Respondents

Variable Students  Faculty P

Required courses are useful
for present or anticipated
employment 4.2 3.4 .002

The difference in facully and studsent ratings may be due to diffeting
perspectives on, and participation in, the field of adult education. The
student respondents were, or were becoming, adult education practitioners,
with a pragmatic view of adult education. The faculty respondents, in
contrast, were adult education academics, with a more thsoretical and

philosophical view of adult education.

Occurrence Variables

In comparing faculty and student responses, it is necessary to
consider the small number of faculty respondents compared to the larger
number of student respondents. In many cases where faculty ratings
indicate low "occurrence,” it is due to a high number of undecided
responses.

T-tests indicated statistically significant differences in two occurrence
varigbles as shown in Table 5.22. The two variables focused on positive
student attributes, and in both cases, the mean rating by students was

significartly higher than by facuity.
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Table 5.22

Comparison of Mean Rating of Occurrence Variables
by Faculty and Student Respondents

Variable Students  Facuity P

Students exhibit a high
degree of scholarship and

ability 3.9 3.2 014

Students demonstrate

enthusiastic involvement with

the field in informal

discussions 3.9 3.3 022

In the case of students exhibiting a high degree of scholarship and
ability, the ditiearence may be due to the frames of reference of the
respondents. One may assume that since the program was
interdepartmental, the faculty had greater exposure to graduate students
from other departments. Further, one may predict that faculty would view
students from their home departments somewhat more favourably than they
would view students from an outside program. In contrast, the student
respondents likely had limited -exposure to graduate students from outside
the program, and thus had a rather limited frame of reference from which to
make a comparison.

in the case of students demonstrating enthusiastic involvement with
the field in informal discussion, it is likely that students spent more time
discussing the field of adult education among themselves than they did with

faculty. Thus, the student respondents may be expected to rate the
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students more favourably in this area due to greater exposure. The faculty
respondents probably had less exposure to student discussions outsidé of

class and therefore less experience on which to base their ratings.

E. Summary

Information derived from the student and faculty questionnaires was
presented in this chapter. The student response to survey items indicated
that the program-related difficulties in the areas of academic stress, finances,
and personal relationships were rated as "high" by about one-quarter of the
respondents. In generai, however, students reported low levels of difficulties
with the program-related factors of dependents, living accommoations, and
study space at home.

Program variables in the categories of learning environment, scholarly
excellence, quality of teaching, faculty concern for students, student
commitment, rasearch support, and relevance to employment were rated by
studants for both importance of the variables and occurrence of the
variables. In all cases, student ratings of importance was greater than
ratings of occurrence.

In assessing the program curriculum, student mean ratings fell in the
"medium" range in the areas or program flexibility, adequacy of core
courses, adequacy and availability of concentration courses, and adequacy
and relevance of research courses.

Ratings of physical resources of the program indicated that about half

of the students requested and received study space at the university. Other
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physical resources were not as heavily subscribed. Demand for financial

resources parallel financial difficulties reported by students in the case of
graduate assistantships. A clear minority of students, however, applied for
or received other types of financial assistance.

Attendance at program related social functions were relatively high for
the student orientaton and formal seminars, with over half of the
respondents reporting attendance. Less than half of the respondents
reported attending other social functions.

Student assessment of the appropriateness of advisement received
from faculty was very positive. Over 70% of students who sought
assistance from faculty received appropriate advisement.

The parametric analysis indicated that, generally, students’ perceptions
of the program were not associated with sub-group characteristics.

Cross-tabulations of questionnaire items by student characteristics
indicated significant contingencies in chi-square in several areas.

Male and female students differed in the frequency of administration
as a primary career role, with males reporting this career role more
frequently than females. Male students more frequently reported attending
formal seminars than did female students, and female students more
frequently rated the program as encouraging different scholarly views. In all
other variables, there were no significant contingencies in chi-square.

Likewise, few differences were evident by age of respondents.

Students aged 35 to 44 more frequently reported difficulties with dependents
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that did other ages. Younger students more frequently reported using the

Michigan Terminal Systems. No other differences by age were evident.

Differences in frequencies of variable ratings were evident by reason
for entering the program. The professional development group had more
field-related career experience than did either the career entry or career
advancement groups. Ratings of preferred and actual course schedules
indicated a difference between the groups. The career advancement group
less frequently reported attending evening courses, and a minority of this
group preferred taking evening courses. This differed from the other two
groups, who both took and preferred to take evening courses.

In the case of previous degree by program varables, several
differences were apparent. BEd holders more frequently rated student
scholarship, appropriate evaluation procedures and faculty-student
communication as lacking. They also more frequently rated the procedures
for selecting advisors and committee members as evident. Non-BEd holders
more frequently rated required courses as useful to employment than did
BEd holders.

The greatest number of differences occurred in variable ratings by
registration status. Full-time students more frequently rated the quality of
teaching variables--faculty preparedness to teach courses, appropriate
evaluation procedures, constructive criticism of student work, faculty
awareness of new ideas, appropriateness of teaching methods, and overall

high quality' of teaching--as lacking. In addition, full-time students more
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frequently rated the relevance of required courses to employment as lacking.

in only one area--student freedom in choosing a research topic--did full-time
students rate the variable as evident more frequently than did the part-time
students. Of all the groups tested, the full-time student group appeared to
be the least contented with the program.

Faculty ratings of the importance of general program characteristics
tell in the "medium-high" range, while ratings of the occurrence of
characteristics fell in the "medium” range in most cases. There appeared to
be a high degree of agreement among faculty regarding the importance of
variables and less agreement regarding the occurrence of variables.

In rating academic asbects of the program, faculty gave a "medium"
rating to the availability and adequacy of concentration courses and a high
rating to program flexibility. ~Overall, however, faculty ratings indicated
satisfaction with the academic aspects of the program.

The administrative aspects of the program included course scheduling,
extra-curricular activities, and student advisement. Some faculty reported
teaching courses at non-preferred times and, conversely, not teaching
courses at preferred times. This was partly due to the focus on student
needs in course scheduling rather than facuity preferences.

Faculty attendance at extra-cumicular student and faculty functions

appeared to be high. The majority of facuity reported attending program
functions.
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Student advising activities reported by faculty indicated a heavy

involvement by some faculty and only a light to moderate involvement by
most faculty. Since the questionnaire focussed on advising activities in the
Adult and Higher Education program and not advising activities in gensral, it
may be that some faculty have a light involvement in the Adult and Higher
Education program due to a heavier involvement in their home departments.

When faculty and student responses were compared, few diffcrences
were evident. T-tests of general program characteristics indicated a
statistically significant difference in rating the impostance of program courses
to employment. Students rated this variable as highly important, while
facuity rated this variable as only moderately important.

Two differences were evident in faculty and student ratings of the
occurrence variables. In both cases -- students exhibit a high degree of
scholarship and ability, and students demonstrate enthusiastic involvement
with the field in informal discussions -- students gave a higher rating to the

occurrence of these variables than did faculty.
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Chapter 6

SUMMARY, DISCUSSION AND RECOMMENDATION

This chapter presents a summary of the study, a discussion of the

findings, and prograrn recommendations for future consideration.
A. Summary of the Study

The purpose of this study was to gather interim program information
to contribute to the summative evaluation of the innovative project entitied
"Program Renewal in Graduate Education." The interim information was
gathered in the form of = formative evaluation of the masters program in
Adult anZ Higher Education at the University of Alberta. The framework for
designing the study was the Stake (1967) modsl.

The methodology used in conducting the study was designed to
previde a full description of the program from the point of view of program
administrators, faculty, and students. To that end, two survey instruments
were developed and administered--one for program students and one for
program faculty.

The program administrators were interviewed using the research
questions of the study as the basis for discussion. Program documents

provided the base for analyzing the project antecedents.
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Origins of the Innovative Project

The major factors which led to the development of the masters
program in Adult and Higher education was a demand for the program from
both within the university community and outside the university setting. The
final initiative for the program commenced in 1981 with a program proposal
from an MEd degree in post-secondary education. A formal response to the
proposal was not received until December, 1983. The University of Alberta
was authorized to offer the program if the University could finance it.
Following this, the Dean of Education submitted a proposal for an innovative
project to study program renewal in graduate education in March, 1984.
The proposal was subsequently revised and resubmitted. Approval for the
innovative project was granted in April, 1985.

The intent of the approved project was to introduce a new structure
and a new administrative arrangements within the University of Alberta
Faculty of Graduate Studies and Faculty of Education. Support for the
program was to be established through linkages with institutions, agencies,
and organizations involved in adult education. The program was to be
flexible in meeting students needs and individualized programs of study were
to be encouraged. The project was to be three years in length at a total
cost of $388,000. The University was to contribute $182,000 and Alberta
Advanced Education committed a maximum of $205,000 to project. Three

reporting periods were established. The University was to maintain sufficient
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funding to sustain the program after the three-year period it the program

proved to be a success.
Dynamic Factors of the Program

In September, 1985, seven students were admitted to the program
and commenced studies towards the master's degree in Adult and Higher
Education. The program was administered through the Office of the Dean
of Education. Students in the program did not have a "home" department
as was originally proposed. The course of studies was interdepartmental,
with core courses being offered by various departments in the Faculty of
Education. Optional courses were available from all departmenis in the
Faculty of Education and from other facilities on campus.

The process of implementation was swift. ~The program was
advertised, although in a limited sanse; applications were received, students
were admitted, and the program commenced. The program administration
consisted of an administrator, a research assistant, an administrative
assistant, and a 13 member advisory committea. Because the program
curriculum was composed of existing university courses, littie additional
course development was initially required. Existing administrative structures
of the Faculty of Graduate Studies and Research allowed for the rapid
implementation of the program.

Changes to the program occurred out of necessity, as the student
population grew from seven in the first term to 56 at the time of this study.

Courses were developed to meet student requirements, an additional faculty
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member was hired, and the program was moved from the Dean's office {:
the Department of Industrial and Vecational Education.

The factors which facilitated the implementation of the prograi: +39
created difficuities. Support for the program from various grouse tled
implementation but, at the same time, created difficulties because the
various groups held diverse opinions as to the nature of the program. The
grant from Advanced Education made the program implemantation possible
but a lack of funding in terms of start-up money creatss real problems.

Finally, demand for the program from potential stuants facilitated
implementation. Ultimately, enroliments had te be restricted due to financial
constraints. At the end of the third year, however, there existed a critical
mass of graduate students in the program.

Innovative approaches in program administration and instruction
occurred. The limited budget necessitated the reorienting of faculty
resources to address program needs. The graduate program was built
around existing resources. Instructional innovation was evident in course
scheduling. Courses were generally offered in three-hour blocks, one day a
week, in late afternoons and evenings. A Friday night/Saturday format was
attempted with some courses. Finally, while many programs may accept
courses from outside the department in meeting degree requirements, an

interdepartmental core was unique.
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Initial Qutcomes

At the end of the third year of the project, 10 students had graduated
from the program. This falls well within the stipulated four year completion
requirement for the master's degree. Purely in terms of numbers of
students admitted and graduated, the program was a Success.

In terms of meeting student needs, the program succeeded in some
areas and failed in others. The attempts to schedule courses for part-time
studehts created difficulties for some full-time students. However, the fact
that the administrators and faculty even considered student needs was
exceptional. The attention to student needs was apparent throughout the
ttree years of the program. Physical space on campus for study carels
was secured for students, graduate assistantships were available to thcse
who required financial assistance, a student advisory group was formed and
faculty received suggestions from the group, and a student/program
newsletter was launched. Disenhancement with the program experiences by
some students was due to factors other than lack of attention to student
needs, such as administrative constraints which were beyond the control of
the program administrators. Further, it may be impossible to completely
meet the needs of every individual, aithough attempts were made to

accommodate student needs wherever possible.

Some, but not all, of the project intents were met with the three year

project, as outlined below:

Dimension I: A new structure and new administrative arrangements were
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evident--the program was initially administered through the Dean'’s office and
an Advisory Committee was established. The students were not, however,
admitted and registered in the department offering the specialization of
choice.

Dimension Il:  Relationships with representatives or organizations and
agencies involved in adult education did occur, although probably not to the
extent originally intended.

Dimension lil: Student programs were, for the most part, flexible and
individualized, although individual students did encountar difficuities in
planning their programs. The proposed action rescarch orientation of the
program was not evidgent.

In terms of satisfaction, the program students were generally satisfied
with the program. The student ratings of occurrence of program variables
indicated a mean of above 3 on a five-point scale in most areas. Four
variables received a mean rating above 4, as follows:

1. Faculty members are generally helpful.

2 Students handle course assignments with care and responsibility.

3. Students have freedom in choosing research topics.

4 Formal and informal arrangements exist for consultation with faculty.

Student mean ratings fell below 3 in two areas: 1) procedures for
selecting an advisor are clear, and 2) procedures for selecting committee
members are clear. This suggests that there is a perceived lack of standard

operating procedures in these areas. Student ratings of academic aspects
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of the program were also satisfactory with all mean ratings exceeding 4 on a

seven-point scale.

Student rating of administrative aspects of the program were similarly
satisfactory. One area of concern arising from the study, however, is the
lack of student application for scholarships and research grants. Only
sleven students applied for scholarships and one student applied for a
research grant. Although financial resources may not be a concern for par-
time students, half of the student respondents were full-time students for
whom financial considerations may have been a problem. It may be
concluded that students were either unaware of the availability of
scholarships and research grants or not encouraged to apply for available
resources.

Course scheduling appeared to be more satisfactory for part-time
students than for full-time students. Full-time students comments on the
survey suggest that there is a perceived systemic accommodation of part-
time student needs to the detriment of full-time students.

Facuity ratings of the occurrence of program variables were also

satisfactory. None of the mean ratings fell below 3 on a five-point scale.

Several variable means were abovs 4, including:
1. Students have freedom in choosing & research topic.
2. Formal and informal arrangements exist for consuiltation with faculty.

3. Faculty were involved in decision-making regarding program

requirements.
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4, Directives from the chairman are clear and appropriate.

5. The chairman receives & considers feedback regarding program
operation.

Faculty preference for course scheduling coincided with course
offering in the area of afternoon and evening classes, suggesting that there
has been an effort to accommodate faculty needs. Faculiy ratings of
academic aspects of the program indicates that the faculty view the program
as quite flexible in meeting student needs aiid that the program core
courses are adequate. Concentration courses, both in breadth and depth
and in availability, are viewed as lacking.

The program administrators expressed satisfaction with the program at
the time of this study. The administrators stated that the program still
needed more courses, more staff, and more attention to the needs of the
non-traditional students. '

Although representatives of the Faculty of Graduate Study and
Research declined to participate in this study, it may be stated that the
program is meeting at lzast one concern of the University of Alberta and the
Faculty of Graduate Stusy and Research. The University of Alberta has
stated publicly that it wishes to expand the proportion of graduate students
in the university student body (University of Alberta, 1987, p. 11). It was
proposed that the university make a planned effort to increase the graduate
student population by providing high quaiity graduate programs. The

master's program in Adult and Higher Education has certainly contributed to
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an increase in graduate students by providing opportunities to non-traditional

students. The quality of the program from the point of view of the program
students, faculty, and administrators is rated as satisfactory in most areas,

and rated as high in some areas.

B. Discussion

The focus of this study was an innovative program in higher
education. The notion of innovation in a university may be &an oxymoron,
given the penchant for tradition evident in most institutions of higher
learning. Regardless, some aspects of the program were innovative and,
indeed, the nroject did fulfil some of its original intents. This discussion,
therefore, examines some of the factors which contributed to, and detracted
from, the success of the innovative project. |

The funding, or more appropriately the lack of funding, for the project
was one of the factors affecting the innovation and is discussed first
because it had an impact on most other factors. One of the stated
intentions of the project was to attempt graduate renewal from within the
university and without additional program grant money. The literature
regarding innovation, however, cited a lack of financial support for an
innovation as a factor in its failure. Thus, while the project succeeded in
establishing the program without additional grant money, one must question
the viability of maintaining the program without additional financial support.

If the intention of Alberta Advanced Education, through the Innovative
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Projects Fund, is to promote innovation in higher education, then the
approach suggested by the literature would be to supply sufficient money to
enable the projects to succeed. Furthermore, if a program is worth funding
as an innovative project, then it is worth funding as a program. Clearly, the
Adult and Higher Education program fell into the category of programs worth
funding when consideration is given to the high demand for the program and
student enroliments.

A second factor which had an impact on the program was the
governing structure in place at the University, namely the Faculty of
Graduate Studies and Research. A major concern of FGSR is to maintain
quality and standards in graduate education at the University. As one of the
administrators stated, FGSR would be more willing to allow an existing
department with a history of high quality graduate education to attempt an
innovative program, than to allow the introduction of a new structure and
new program as was the case with inis project. The goals of the project
and the goals of FGSR were probably not compatible. This is not to
suggest that new programs should not be concerned with the quality of the
programs. Concern for quality should be maintained but the traditional
measures of quality ought to be suspended. An alt4 ‘aia form of
governance, such as a steering committee of professors anit . ninistrators,
could fulfill the regulatory function during the term of the -« -ion, and
program quality could be determined within the context of: %A < - wat and

its goals.
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The third factor, the moving of the program from its home in the

Dean's office to the Department of Industrial and Vocational Education, may
have been premature. However well-intentioned the move may have bsen
in terms of securing a future for the program, many of the students
perceived the move negatively. The move signailed a loss of autonomy for
the students and brought into question the ownership of the program. While
in the Dean's office, the program could function as an innovative enclave; in
a department the program would become more traditional in its approach.
Furthermore, many students suspecied that a competition was occuriing
over which department would become the home for the program. The
graduate students felt that they had a stake in the outcome of the
competition and therefore should have had a voice in the decision. In the
end, it may have been better for the innovation if the program had remained
in neutral ground for the duration of the project.

Program leadership was another factor which influenced the
innovation. From the point of view of leadership quality, the program had
strong leadership. This was certainly a contributing factor in program
success. The change in leadership in each of the three years of the
program, however, did not help and probably hindered the innovation. In
spite of the strength of each program leader, the nst resuit of the frequent
change in leadership was dislocation. Continuity was maintained by
retaining the second coordinator as "student advisor” when the program was

moved to the Department, and in the form of a research associate who
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provided formal and informal support to program students, helped foster and
maittain the vision of the project, and functioned as an advocate for
students and mediator of disputes between program studentc and FGSR.
Unfortunately, the research associate position was a contract position and
not part of the formal university faculty structure. It would have been
prudent to at least have made the position a three-year term contract rather
than a year-to-year contract.

Finally, the program students contributed to the success of the
innovation. The composition of the student group was typical of aduit
education graduate programs reported in the literature but probably different
from most graduate programs at the University of Alberta in terms of gender,
age, and career experience. It was not surprising, then, that some of the
research reported on the graduaie student experience was confirmed in this
study while other research was not.

The literature on the role of the graduate student suggests that
interrole conflict occurs when full-time professionals return to university and
assume a student role. This was evident in some cases, and students
reported frustration with being told which courses to take in meeting program
requirements. The literature also reports that graduate students experience
a sense of powerlessness and ambiguity in their student role. This did not
appear to be the case. The program students were a cohesive group and

exerted some influence on cumiculum requirements, course scheduling, and

course instruction.
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The literature also reports that gender problems occur when male

faculty interact with female graduate students, due to their different
experiences. This was neither confirmed nor refuted by the study. This is
not to suggest that gender was not an issue -- had the students been
asked, they may have stated a preference for more female faculty in the
program. It may be, however, that in a program such as this with a majority
of adult female students, that same-gender faculty is less of an issue
because of the support provided by other female students. It is perhaps the
changing societal attitudes, expectations, and norms regarding males and
fomales rather than gender of faculty that will influence the experiences of
future graduate students.

In terms of the external standards set by the Commission of
Professorz of Adult Education (CPAE), the program fares very well in most
respucts. The core curriculum of the program meets the standards in the
areas listed below:

- introduction to the fundamental nature, function, and scope of

adult education;

- aduit learning and development;

- historical, philosophical, and sociological foundation; and

- an overview of educational research.

A fifth core area proposed by CPAE Standards -- adult education program
processes, including planning, delivery, and evaluation -- is offered in the U

of A program as optional courses. Additionally, the CPAE suggests that
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adult education master's students should supplement the core curricuium

areas with specialty courses offered by appropriate faculties, such as

business, educational psychology, philosophy, political sciences, or sociology.

This is clearly an option in the U of A program.

The faculty members involved in the 1J of A program exceed the

minimum standards proposed by the CTPAE, which include the following

criteria:

at least one full-time faculty member with an earned doctorate
in adult education, continuing education, community education,
or cooperative extension education;

at least one faculty member with a minimum of three years of
graduate level full-time teaching experience and all faculty
members with some graduate or undergraduate teaching
§xperience;

academic rank necessary for graduate status in a tenure track
position;

a record of leadership in such areas as significant leadership
positions in the field, profession, or university;

a record of contributions to scholarships in adult education; and
a continuing commitment to adult education theory, research,

and knowledge of current practice.

Other program standards which the U of A program meets or exceeds

include formal and informal contacts with other faculties, aii independent
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study option, existence of graduate assistantships, and a comprehensive

professional library with new periodicals and access to ERIC and other
databases.

One standard proposed by the CPAE which is not part of the U of A
program is the incorporation of an internship into the master's program.

‘This may be an area worth exploring for future program development.

C. Recommendations

Recommendations for further research and for program development

are presented below.

Further Research

1. Alternate forms of governance, outside of the traditional regulatory
body of the University, should be attempted within the context of an
innovative program to determine if it enhances the innovation.

2. A comparison study of the part-time program route with the more
traditional residency and full-time program route should be conducted
to determine if the non-residency aspect has an impact on student
outcomes.

3. A replication of previcus research regarding the gender differences
between male faculty and female students should be conducted to
determine if societal changes of the last decade are reflected on

campus.
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Program Development
The program in Adult and Higher Education has continued to develop
beyond the time-frame of the innovative project. After this study was
conducted, the Department of Industrial and Vocational Education changed
its name to Adult, Career, and Technology Education to reflect the new
direction of the department. A non-residency pari-time route was added to
the program to further address the needs of part-time students. In spite of
these changes, there remain several areas of improvement indicated by this
study.
it is iscommended that the concentration areas, such as second
language teaching, adult literacy, training and instructional design, and
project management be more fully developed in both breadth and depth of
the topic and in course availability. In keeping with the innovative nature of
the original project, these concentration courses could be developed in co-
operation with the dspartments in the Facuity of Education and other
faculties at the University of Alberta. For example, adult educators are
employed in both the public and private sectors as corporate trainers,
training developers, and human resource professionals. It may be desirable
to establish formal linkages with the Faculty of Business which would
encourage students in the Master of Business Administration and Master of
Public Management program to enroll in elective courses in the Adult and
Higher Education program. Other reciprocal linkages could include the

Faculty of Home Economics (gerontology) and the Department of Linguistics
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(second language instruction). In addition, some of the Adult and Higher

Education courses, such as Principles of Aduit Education, could be drawn to
the attention of, and made available to, other programs such as nursing,
physiotherapy and other rehabilitation programs, and physical education.

In the area of research advisors and committee members, attention
should be given to procedural matters. Although rigid guidelines, such as
assigning student advisors, would be inappropriate for an innovative
program, some structure is necessary, particulady for part-time students.
Publishing guidelines for finding and securing a suitable advisor is one
option as is developing a student mentor/program advisor arrangement
between continuing students and incoming students.

With the increased focus on a parttime program stream,
fragmentation between fulltime and part-time students may increase.
Previous efforts to build a cohesive student group, such as the newsletter,
mailboxes, bulletin boards, part-time student study space, program social
functions, and student orientation should be continued. Additionally, periodic
follow-up sessions to the orientation should be introduced and offered at a
time when all students could attend -- such as Saturday mornings. Topics
for discussion could include research activities, course selections, and
problems or concerns of students, as well as presentations from adult and
higher education practitioners. Finally, students should be given the option
of having program correspondence sent directly to their homes rather than

delivered to on-campus mailboxes. While the use of mailboxes is a timely
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way to get information to on-campus students, many parn-time students
check their mailboxes infrequently.

Increased availability of financial support for students is the fourth
program development recommendation. During the three-year term of the
innovative project, graduate assistantships were at a premium. Not all
students who warted or needed an assistantship received one, and these
students reported financial difficulties as a result. Future program funding
should include an increase in the amount of money available for graduate
assistantships. Aiternate sources of funding should also be explored. For
example, linkages with community agencies and institutions in the field of
adult education could be established. Student financial support could be in
the form of co-op education or off-campus assistantships. Either option
would provide students with needed financial support and valuable field-
based experience. In addition, the program would benefit from the
increased visibility in the community.

Other more traditional sources of funding, such as scholarships,
should also be explored. At the time of the survey, only 11 students in the
program had applied for scholarships and one had applied for a research
grant. Publishing a list of available scholarships from the Student Awards
office along with application procedures may be sufficient to increase the
number of students applying for scholarships.

Finally, it is recommended that the original project proposal be

reviewed to determine which parameters previously proposed but not



135
implemented may now be addressed. This would include the development

of action research methodology courses, graduate student internships,
increased attention to supportive network of community organizations, and

exploiting the potential for distance delivery of the program throughout the

province of Alberta.
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APPENDIX A: SURVEY INSTRUMENTS



NAME :

PHONE NUMBER

Are you willing to participate in a follow-up interview?

yes

no

*Remember: do not include this reply form with your survey.
Send the survey and the reply form in separate envelopes.

Thank you for you participation!

144
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STUDENT SURVEY DO NOT WRITE
IN THIS SPACE
Part A Background Information
1 2
Please answer the following guestions regarding your _;—3”7;_:
personal situation #:ud background by circling the

appropriate number.

1. Gender: female 1 5
male 2

2. Age: under 35 1 6
35 - 44 2
45 or over 3

3. Please rate the frequency of difficulty encountered

while in the program in each of the following areas by
circling the appropriate number:

RATING SCALE

1 no difficulty

g occasional difficulty
g constant difficulty
No Constant
Difficulty Difficulty

- finance 1 2 3 4 5 7
- dependents 1 2 3 4 5 8
- living accommcdation 1 2 3 4 S 9
- study space at home 1 2 3 4 5 10
- personal relationships 1 2 3 4 5 1
- academic stres:; 1 2 3 4 S 12



Indicate your registration status in each of the terms
listed below by circling (1) full-time status or (2)
part-time status. If you were not registered, circle
nothing.

1985~-86 Term 1 Full-time ————-— 1
Part-time ————-2
1985-86 Term 2 Full-time ——-———- 1
Part-time ——-—--2
Spring/Summer 1986 Full-time ———=—- 1
Part-time ———w—- 2
1986-87 Term 1 Full~time ~——-—— 1
Part-time ——-=—- 2
1986-87 Term 2 Full-time ————-—-— 1
Part-time —————- 2
Spring/Summer 1987 Full-time ———=m- 1
Part-time —-————— 2
1987-88 Term 1 Full-time —————- 1
Part-time ———=—- 2
1987-88 Term 2 Full-time —-—-—=-1
Part-time ————~— 2

Previous Degree(s): (Circle all that apply.)

B.Ed. 1
B.A. or B.Sc.(General) 1
B.Sc. Nursing 1
Other (specify ___ = cme—— 1

Year of completion of last degree:
Do you hold a teaching certificate? yes———1

no—---2
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DO NOT WRITE
IN THIS SP&E

13
14
15
16
17
18
19

20

21
22
23
24
25-26
27




Primary roles in your career to date. (Circle @ll that
apply.)

public school teacher . 1
nursing instructor 1
ESL instructor 1
adult basic education 1
adult literacy instructor 1
curric¢ulum and instructicn developer————————- 1
other instructional (specify) R

librarian or learning resources coordinator—---1

nurse 1
administrator 1
social worker 1
clerical worker or secretary 1
home economist el ]
other non-instructional -1

Main reason for choosing the program: (Circle one
only.)

- to enter the field of Adult and Higher
Education (obtain first job in the field)-———-— 1

- to obtain a new job in Adult and Higher
Education (already working in the field)--—--- 2

- to improve my competence in present job~——-- 3
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DO NOT WRITE
IN THIS SPACE

28
29
30
31
32

I3

34

35
36
37
38
39
40
41

42




Part B Graduate Studies

The following statements relate to graduate study in Adult
and Higher Education. For each item, please indicate (1)
how important the statement is ts you as a graduate student
in the Adult and Higther Educat’- » program, and (2) the
degree to which the statement ¢xpresses what occurs in the

Adult and Higher Education Program. Comple‘s the Importance :

column first for ail questitns, and repeat the » “gr2g for
Occurrence in the Program.

Importance +:3 Me Occurs in toas
as a Graduate Studemt Program
1 very unimportant 1 clearly lacking
2 unimportant 2 somewhat lacking
3 undecided 3 undecided
4 important 4 somewhat evident
S very important S clearly evident
IMPORTANCE OCCURRENCE
V.U.--V.1. C.L.--C.E.
Learning Environment
1. The program encourages
different scholarly views. 12345 12345
2. There is mutual respect
between students and faculty. 1 2 3 4 5 12345
3. There is a team effort among
the students and faculty in
meeting program goals. 12345 12345
4. There i3 mutual support
among students in meeting
academic demands. 12345 12345
S. Faculty members are receptive
to new ideas and ways of
doing things. 12345 12345
Scholarly Excellence
6. The program provides a
stimulating intellectual
environment. 12345 12345
7. Students exhibit a high degree
of scholarship and ability. 1 2345 12345
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oo noT wRITE
IN THIS SPACE

43-24

45-46
47-48
49-50

51-52

53-54

55-56




IMPORTANCE
V.U.--¥.I.

Faculty members exhibit a high
degree of scholarship and
research ability. 1

Quality of Teaching

9.

10.

11.

12,

13.

14.

15.

Faculty members are well
prepared to teach courses. 1

Evaluation procedures are
fair and appropriate. 1

Faculty members provide
constructive criticism of
students' work. 1

Faculty members are aware of
new ideas. 1

Faculty members are generally
helpful. 1

Teaching methods avre appro-
priate for students in the
program. 1

Overall quality of teaching
is high. 1

Faculty Concern for Students

16.

17.

18.

19.

Faculty members are interested
in students' welfare and pro-
fessional development. 1

Opportunities exist for
faculty-student interaction
outside class. 1

Faculty members are accessible
to students. 1

Faculty-students communication
exists regarding student needs,
concerns, and suggestions. 1

2

[ 0]

[

34

5

OCCURRENCE
C.L.--C.E.

12345

149

DO NOT WRITE
IN THIS SPACE

57-58

59-60

61-62

63-64

65-66

67-68

69-70

711-72

73-74

75-76

77-78

79-80



IMPORTANCE
V.Uu.—V.I.
20. Overall, faculty-student re-~
lations are good. 1 2345
Student Commitment
21. Students demonstrate enthusi-
astic involvement with the
field in informal discus-
sions. 12345
22. Students handle course assign-
ments with care and responsi-
bility. 12345

Research Support

23. There is integration of thesis/
project research and course-
work. 12345

24. Students have freedom in
choosing a research topic. 12345

25. Formal and informal arrange-
ments exist for consultation
with faculty. 12345

26. Procedures for selecting an
advisor are clear. 12345

27. Procedures for selecting
committee members are clear. 1 2 3 4 5

Relevance to Employment
28. Required courses are useful

for present or anticipated
employment . 12345

OCCURRENCE
C.L.--C.E.

12345
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Part C Adult and Higher Education Curriculum [I)g #g{SH!;{’XEE
The following questions relate t¢ the extent that the
curriculum meets your needs. In each of the following
questions., please indicate your response by circling the
appropriate number. In addition, please provide any
clarification on the lines following the question.

1. How clear were your goals when you g¢ntered the program?
Not at all clear 12345 67 Very Clear 23
Comments

2. Have your goals changed or been maintained since you
began your program?

Completely changed 1 2 3 4 5 6 7 Remained the same 24
Comments

3. Has the program been flexible in meeting your needs?

Very inflexible 123456 7 Very flexible 25
Comments

4. Have the core courses provided an adequate foundation
for your program of studies?

Totally inadequate 1 2 3 4S5 6 7 Totally adequate 26
Comments




Have you been able to select optional courses relevant
to your area of concentration?

Poor selection 1234586 7 Good selection

Comments

Have the selected concentration courses provided a
balance of breadth and depth in the field of study?

Poor balance 123456 7 Good balance

Comments

Did your research course(s) provide a balance of
breadth and depth in understanding research in adult
and higher education?

Poor balance 123456 7 Good balance

Comments

Did the ressarch coursz{s) provide an adequate
foundation for your rasgearch activities?

Totally inadequate 1 2 3 4 5 6 7 Totally adequate

Comments
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Part D Other Program Components

The following questions relate to other program components.
Please answer only the questions that apply to you. In
addition, please provide any clarification on the lines
following each segment.

YES NO

1) (2)
1. PHYSICAL RESOURCES

- requested study space

- received study space

- study space allocated provides a
good working environment

- there is a telephone in the study
area

- have used the student lounge in B-28

- have used the computers or type-
writers in room 648

- have used the Michigan Terminal
System (MTS)

Comments

YES NO

1) (2}
2. FINANCIAL RESOURCES

- applied for a graduate assistantship

- received a graduate assistantship

- applied for a scholarship

- received a scholarship

- applied for a research grant

- received a research grant

- applied for a computer account

- received a computer account

183

DO NOT WRITE
IN THIS SPACE

A
32

33

34
35

36

37

38
39
40
4
42
43
44

45



154

DO ROT WRITE
If you have had an assistantship while in this program, |IIN THIS SPACE
how would you rate it on the following dimensions?

Useless academically 1 2 3 4 5 6 7 Useful academically 46

Very uninteresting 1234567 Very interesting 47
Inappropriate time 1234567 Appropriate time 48
demands demands

Comments

3. COMMUNICATION

How frequently do You check your mailbox on the 6th

floor?
frequently 1 49
infrequently 2
never 3

How frequently do You read the program bulletin boards?

frequently 1 50
infrequently 2
never 3

How usefu) do You find the newsletter (Contact) to be
as a vehicle for communication of program information?

Not at all useful 1234567 Very useful 51

Comments
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DO NOT WRITE

4. SCHEDULING OF COURSES IN THIS SZACE
At which of the following times have you taken courses?
(Circle all that apply.)

morning 1 52
afternoon 2
evening- -3
Friday evening/Saturday morning--—-—4
At which of the following times would you prefer to
take courses? (Circle all that apply.)
morning 1 53
afternoon & 2
wvening 3
Friday night/Saturday morning-—-—--- -4
no preference S
other (specify) ——6

Comments

S. PROGRAM ORIENTATION
Did you attend a program orientation meeting when you
entered the program?

yes 1 54
no 2
How would you rate the usefulness of the orientation?
Totally useless 12345 6 7 Extremely useful 55
Comments




EXTRACURRICULAR EVENTS
Which of the following have you attended?

YES a2
Q) {7y

- program social functions

- formal seminars with invited speakers

'

informal brown bag discussions
or seminars

Adult Education Network Meetings

Comments

RESEARCH ACTIVITIES

Which of the following routes have you chosen? (Circle
one only.}

thesis 1
project 2
not yet determined-~——~——-——n 3

ADVISEMENT

If you have sought help in the following areas, did you
receive appropriate help or advice? (Leave blank any
that do not apply to you.)

YES NO
(1) (2)

- admission to the program

- counselling in course selection

- selecting an advisor

- proposal development

- proposal approval

- ethics review
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YES NGO 100 NOT WRITE

(1) (2) IN TRIS SPACE
~ research implementation 67
- preparstion of the report 68

Comments

Please return the completed questionnaire and the response
form to the drop point in the main office, Industrial and
Vocational Education by March 31

OR

send to the Department of Industriai and Vocational
Education through the Inter-Campus mail.

THANK YOU
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NAME:

PHONE NUMBER

Are you willing to participate in a follow~up interview?

no

*Remember: do not inciude this reply form with your survey.
Send the survey and the reply form in separate envelopes.

Thank you for you participation!
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FACULTY SURVEY FDO NOT WRITE
IR THIS SPACE
Fart A Background Information
Please answer the following questions by circling the 21
appropriate response. 12 3 &
1. Current Field(s) of Specialization: (Circle all that
apply.)
Education K-12 1 S
Higher Education 1 6
Adult Education - 1 7
Other (specify) ————1 8
2. How many years have you been teaching graduate level
courses in Adult and Higher Education?
2 years or less 1 9.
3-5 years 2
£~10 years 3
11 years or more 4
3. Employment Status:
sessional 1 10
tenured or tenure track position 2
professor emeritus 3




Part B Teaching and Advising Load

1. Currently. pow many students in the Adult and Higher
Education program are you supervising in the following
categories:

thesis

project

2. The commitment of time to the Adult and Higher
Education program constitutes what proportion of your

workload?
less than 1/4 1
about 1/4 2
about 1/2 3
‘about 3/4 4
about full-time S
3. How do you feel about your workload in the Adult and
Higher Education program given your other
responsibilities?
too light 1
too heawwy- 2
about the right load 3
4. What impact does your time commitment to the Adult and
Higher Education program have on your other
responsibilities?
little or no impact 1
other work suffers 2

other work enhanced 3
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Part C Graduate Studies

The following statements relate to graduate study. For each
item, please indicate (1) how important the statement is to
the Adult and Higher Education program in general, and (2)
the degree to which the statement expresses what occurs in
the Adult and Higher Education Program. Complete the
Importance column first for all questions, and repeat the
process for QOccurrence in the Program.

Impartance to the Adult and Oceurs in this
Higher Education Program Program

1 very unimportant 1 clearly lacking
2 unimportant 2 somewhat lacking
3 undecided 3 undecided
4 important 4 somewhat evident
S very important 5 clearly evident
IMPORTANCE OCCURRENCE
V.Uu.—V.I. C.L.--C.E.
Learning Environment
1. The program encourages .
different scholarly views. 12345 12345
2. There is mutual respect
between students and faculty. 1 2345 12345
3. There is a team effort among
the students and faculty in
meeting program goals. 12345 12345
4. There is mutual support
among students in meeting
academic demands. 12345 12345
S. Faculty members are receptive
to new ideas and ways of
doing things. 12345 12345
Scholarly Excellence
6. The program provides a
stimulating intellectual
environment. 12345 12345
7. Students exhibit a high degree

of scholarship and ability. 12345 12345
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IMPORTANCE
vV.Uu.--V.I.
Faculty members exhibit a high
degree of scholarship and
research ability. i 345

Quality of Teaching

9.

10.

11.

12.

13.

14.

15.

Faculty members are well
prepared to teach courses. 1

Evaluation procedures are
fair and appropriate. 1

Faculty members provide
constructive criticism of
students' work. 1

Faculty members are aware of
new ideas. 1

Faculty members are generally
helpful. 1

Teaching methods are appro-
priate for students in this
program. 1

Overall quality of teaching
is high. 1

Faculty Concern for Students

16.

17.

18.

19.

20.

Faculty members are interested
in students' welfare and pro-
fessional development. 1

Opportunities exist for
faculty-student interaction
outside class. 1

Faculty members are accessible
to students.

Faculty-students communication
exists regarding student needs,
concerns., and suggestions. 1

Overall, faculty-student re-
lations are good. 1

OCCURRENCE
C.L.—C.E.
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IMPORTANCE OCCURRENCE
V.U.—-V.I. C.L.-—C.E. |DO ROT WRITE
Stucent Commitment IR TrlS SPACE
21. Students demonstrate enthusi-
astic involvement with the
field in informal discus-
sions. 12345 12345 58-59

22. f“rudents handle course assign-
mants with care and responsi-

bility. 12345 12345 160-61

Research Support

23. Therc is integration of thesis/
project research and course-

work. 12345 12345 62-63

24. Students have freedom in
choosing a research topic. 12345 12345 64-65

25. Formal and informal arfange—
ments exist for consultation
with faculty. 12345 12345 66-67

26. Procedures for selecting an .
advigor are clear. 12345 12345 |68-69

27. Procedures for selecting
committee members are clear. 1 2 3 4 5 12345 70-71

Relevance to Employment

28. Recuired courses are useful
for present or anticipated
employment. 12345 12345 72-73

Program Administration

29. Faculty are involved in
decision-making about program
requirements. 12345 12345 (74-75

30. Faculty are involved in
decision-making about program
administration. 12345 12345 |76-77

31. Directives from the chairman
are clear and appropriate. 12345 12345 ({78-79

32. The chairman receives and T3
congiders feedback about
program operation. 12345 12345 5-6




Part D Adult and Higher Education Curriculum

The following questions relate to the extent that the
curriculum meets the students' needs. In each of the
following questions, please indicate your response by
circling the appropriate number. In addition, please
provide any clarification on the lines following the

question. io

Lo respond, do not answer the guestion(s).

1.

Is the program been flexible in meeting student needs?
Very inflexible 1234: 67 Very flexible

Comments

Do the core courses provided an adequate foundation for
the program?

Totally inadequate 12 3456 7 Totally adequate

Comments

Is an adequate selection of courses available for an
area of concentration to be developed?

Poor selection 123456 7 Good selection

Comments

Do the concentration courses provide a balance of
breadth and depth in the field of study?

Poor balance 123456 7 Good balance

Comments
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S. Do the research course(s) provide a balance of breadth
and depth in understanding research in adult and higher
education?

Poor balance 123495 6 7 Good balance

Comments

6. Do the research course(s) provide an adequate
foundation for research activities?

Totally inadequate 1 2 3 4 5 6 7 Totally adequate

Comments

Part E Other Program Components

The following questions relate to other program components.
Please provide any clarification on the lines following each
segment.

1. NEWSLETTER

How useful do you find the newsletter (Contact) to be
as a vehicle for communication of program information?

Not at all useful 123456 7 Very useful

Comments
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2. SCHEDULING OF COURSES DO NOT WRITE

IN THIS SPACE
At which of the following times have you taught

courses in the Adult and Higher Education program?

morning 1 14
afternoon 2 15
evening 3 16
Friday evening/Saturday morning———-—4 17

At which of the following times would you prefer to
teach courses?

morning 1 18
afternoon 2 19
evening 3 20
Friday night/Saturday morning~—————— 4 21
no preference ) 22
other (specify) ———6 23

Comments

3. EXTRACURRICULAR EVENTS

Which of the following functions have you attended?

YES NO
(1) (2)
- program social functions 24
— formal seminars with invited speakers |25
- informal brown bag discussions
or seminars 26
~ Adult Education Network Meetings 27

Comments




4. ADMINISTRATION/ADVISING

How heavily have you been involved
areas with students in the Adult an
program? (Rate all that apply.)

Comments ______

INVOLVEMENT INVOLVEMENT

admission to the program
counselling in course Selection
selecting an advisor

research proposal development
research proposal approval
research ethics review

research implementation
Preparation of the research report
program development (general)

curriculum development (courses)

s G 1o B

in the following task
d Higher Edu;ation

L T = S S

HEAVY
2 3 4 5
2 3 4 s
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5
2 3 4 5

. —

Any other comment
Higher Education

§ about the Master's Program
and you involvement with it?

in Adult and
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Flease return the completed questionnaire and the response
form to the drop point in the main office, Industrial and
Vocational Education by March 31

OR

send to the Department of Industrial and Vocational
Education through the Inter-Campus mail.

THANK YOU
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APPENDIX B: LETTER TO RESPONDENTS



March 21, 19gs

“namey

“address»

“city¥. «province»
“coede»

Dear <firstnamex:

EE: ADULT AN HIGHER EDUCATION FROGRAM EVALUNTION

Three years age the Iniversity of Alberta recsiwed aprrove
from Albert Advanced Education to ueplement & Master's
Program in Adult and Higher Education With the
mplementation phase drawing to a close, and in 2n effort to
maks improvements Lo the program. 17 3 e
apprazise tl.e prograr:. On behalf > of
Industrial and Vocat:onel Educatior. &
study %o zszther infcermaticn during il
program development. he =valua be
cont:rued Ly other mezns neuxt year. ng

Wwill he used in my thes:s.

program. vecu
e #valuatior
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The attached survey will take approximately 30 minutes to
complete. Enclosed with the survey is a separate reply
form. You are asked to complete the reply form after you
have completed the survey and to mail it in a sSeparate

envelope. This reply form serves the following two
functions:

1. you may indicate your preference regarding a
follow—up interview

2. to prevent any unnecessary follow—up reminders.

Your participation in this study is, of course, voluntary.
I hope. however, that you will find the survey interesting
and take the time to complete the questions. Please
complete and return the survey to the Department of

Vocational Education by March 41. I look forward to hearing
from you.

Sincerely.

Cathy MacPhail
Adult and Higher Education
Program

Enclosure
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“dzta a:profs.doc»

Merch 21. 198&

«<named
<departmenty»
<addressy»

University of Alberta
Edmonton. Alberta
Fcode»

Dear <profy:
RE: ADULT AND HIGHER EDUCATION PROGRAM EVALUATION

Three years ago the University of Alberta received approval
from Alberta Advanced Education to implement & Master's

Program in  Adult and Higher Education. With the
implementation phase drawing tc a close, and in an cffort to
make improvements to the program, it :is necessary to
&ppraise the program. O behalf of the Department of

Industrial and Vocational Education, I am undertaking e
study to gather information during the formetive phase of
program development. The evaluation process will  be
continued by other means newxt vear. The date I am gather:ng
will be used in my thesis.

As 2 faculty member invelved with the preg
important contributien to meke <

enclesed survey provides you with an oppore:
provide feedback &about the program-—to Eixcu
you are happy with: and t- specify the
attention. Your wopinions are signiii
carticipation in this etudy wolid be greatly
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The attached survey will take approximately 30 minutes to

complete. Enclosed with the survey is a separate reply
form. You are asked to complete the reply form after vou

have completed the survey and to mail it in a separate
envelope. This vreply form serves the following two
functions:

1. you may indicate your preference regarding a
follow-up 1interview

2. to prevent any unnecessary follow-up reminders.

Your participation in this study is, of course. voluntary.
I hope. however., that vyou will find the survey interesting
and take the time to complete the questions. Please

complete and return: the survey to the Department of

Vocational Educaticn by March 31. I look ferward to hearing
from vou.

Sincerely,

Cathy MacPhail
Adult and Higher Education
Program

Enc.iosure
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APPENDIX C: PROGRAM DESCRIPTIONS



UNIVERSITY OF ALBERTA
MASTER OF EDUCATION PROGRAM
IN

ADULT AND HIGHER EDUCATION
{Tentative Description)

The Paculty of BREducation is currently planning the
implementation of an M.Ed. program in Adult and Bigher Education.
Although various details of the program have yet to be finalized,
applications from prospective students are being received. A
limited number of applicants will be adeitted for the 1985-86
Hinter Session. The purpose of this statement is to provide
prospective applicants with a tentative description of the
program and with information on application procedures.

1. Purpose

Program objectives for the Master of Education degree in
Adult and Higher Education are oriented toward providing learning
opportunities for both practitioners and scholars in these

general areas. The program will £focus on the follovwing
objectives:

1. to develop an awareness of diverse social and cultural
forces affecting the need for and the provision of
adult and higher education;

2. to provide a basic theoretical kvowledge in adult and
higher education to guid¢ students in selecting
appropriate methods and muterials in working with
adults;

3. to provide preparation at the graduate level for
persons engaged in, or eguipping themselves for,
teaching adults, administering programs or providing
support services in institutional and non-ingtitutional
settings;

4. to develop knowledge and skills necessary in
conducting, interpreting and applying research to the
growth of the profession; and,

5. to apply knowledge and skills in addressing theoretical
and practical problems in adelt &nd higher education.

The structure of the program is intended to be sufficiently
flexible to accommodate a broad range of interests and to be
relevant to a variety of career goals.
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2. Program Structure

The Master of Education in Adult and BHigher Education
includes learning opportunities similar to those offered in other
programs ~- courses, research projects and f£ield activities. A
program of study designed to satisfy degree requirements will be
structured to reflect each student's special interests and
career goals. The structure of the program provides for study in
core areas commen for all students and a specialization defined
on an individual basis.

Five areas have been defined tentatively as forming the core
of the program. These are as follows:

1. Scope and structures of postsecondary education -~ the
ways and forms in which adult and higher education have
developed. (Ed. Adm. 571: Organization of Postsecondary
Education)

2, Poundations of adult and higher education ~~ history,
philosophy and sociology of adult and higher education
and their implications for practice. (Ed. Adu. 577:
Adult Education as a Field of Study)

3. Characteristics of adult learners -- psychological,. and
physiological perspectives on adults and their
implications for learning. (Ed. Adu 521: Psycholaay of
Learning and Teaching at the Adult Levéi)

4. Planning, implementation and evaluation. of 1
opportunities based upon principles of
planning, learning and instructional d&esign.
(Ed. Adv 511: 1Instructional Design in Postsecendacy
Education}

S. Instructional methods, materials and techniques in
postsecondary education. (Ed. Adu 5xx Pending)

The course designations currently associated with these core
areas are identified in the parenthetical statements.

Each of these core areas can be examined through a variety
of learning activities. The core components in the program
enable students and faculty members to identify with one another
in a community of scholarship. They provide a common base of
knowledge and skills, both theoretical and practical, in adult
and higher education.

In addition to the core components, the program structure
also provides for specialization through additional courses,
research and/or field experiences. Specializations may be
developed in instructional, administrative and support serrvice
areas through offerings provided in the Faculty of Education,
other Faculties of the University of Alberta, and other
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universities or through field placements. In some instances,
internships may be arranged as an integral part of the graduate
program. Specializations may be related to specific career roles
(community college administrator, curriculum development in adult
education] or to areas of work (adult basic education, En-?ish as
a Second Language, continuing education). Departments wilain the
Paculty of Education and other faculties provide opportunities
for pursuing specific program specializations.

3. Program Routes

The Master of Education in Adult and higher Education
provides for both & thesis and a project route. Specific
requirements in the alternative routes are as follows:

Thesis Route (10 courses plus thesis)

1. Four courses, one in each of four core areas.

2. At least one course in research methodology.

3. Elective courses.

4. At least seven courses must be at the 500 level.

S. Graduate thesis in the specialization a.ea.

Project Route (16 courses, including a project)

1. Four courses, one in each of four core areas.

2. Four courses in a specialization.

3. At least one course in research methodology.

4. Elective courses

5. At least twelve courses must be at the 500 level.

6. A research or field project equivalent to at least one
course.

In these requirements, a course is rated as "3 hours" (f3) and
involves 3 hours of classes per week for 13 weeks, or equivalent.
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4. Admission Requirenents

The minimum requirements for admission into the Faculity of
Graduate Studies and Research include (1) meéeting certain
academic standards, and (2) being recommended by the
administrator of the unit which offers particular graduate
programs. In addition, non-Canadian students whoge first
language is not English must obtain a satisfactory score on a
language examination.

Applicants for admission to the M.Ed. program in Adult and
Higher Education must hold a baccalaureate degree with a grade~
point average (GPA) of at least 6.0 in courses taken during the
last two undergraduate years at the University of Alberta, or an
equivalent qualification f£rom another imstitution.

Normally, admission to a master's degree in Education
requires an undergraduate degree of a four-year program. An
applicant holding a three-year degree may be adnitted as a
qualifying graduate student. Admisgion to graduate study in
adult and higher education will normally be restricted to persons
who have had two year's practical experience related to the
proposed field of study. =+

5. Program Requirements

The general requirements of the Paculty of Graduate Studies
and Research as outlined in the calendar apply to the program in
Adult and Higher Education. Although applicants should
familiarize themselves with all regulations, those which relate
to residence and time limit merit particular attention,

Residence. In order to fulfill the residence requirement of
a master's program, a student must be registered as full-time for
a period of at least two four-month terms. For purposes of
residence, a term is defined as Pirst Term (September-December)
or Second Term (January-April). Credit f£for one of the two
required terms of residence may be satigfied by attendance in a
May-August (Spring and Summer Session) period. sStudents are
categorized as being full-time when they are registered for three
or more courses (or equivalent work on a research project) in a
term. Since the Master of Education in Adult and Higher
Education degree program will be of interest to a wide range of
adult educators, alterhnatives to the eight-month residency
requirement are under consideration. Although full-time study is
encouraged, proposals are being developed to permit students whe
are unable to attend day classes on a full-time basis to complete
the program by participating on a two-year basis in afternocon or
evening classes one day ‘a week -during the wWintar Session

(September-aApril) combined with registration in Spring and Summer
Session.
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Time Limit. A candidate for the Master of Education degree
in Adult and Higher Education is expected to complete all of the
program requirements with reasonable continuity over a perxiod not
extending beyond four years of the time of the first registration
in a graduate class in this program.

Prospective applicants are advised to consider the
implications of these requirements during the preliminary stages
of applying for admission to the progran.

6. Admission Procedutres

Applicants should familiarize themselves with the
requirements of the Faculty of Graduate Studies and Research as
defined in the Paculty calendar as well as with the requirements
of the program outlined in this statement. Additional
information &iout courses and programs available is contained in
the Universiiy of Alberta calendar which may be purchased at the
University Beokstore. Information about courses offered in
Spring Seasior;, Summer Session or the Off-Campus Credit Program
iz included in the Special Sessions calendar. The timetable for
courses offered in the Winter Session is contained in the
Advanced Registiation or In-Person Registration booklets.

The following steps should be followed in applying for
admission to the M.2d. program in Adult and Higher Education:

1. Complete the Preliminary Application Form of the
Faculty of Graduate Studies and Research;

2. Complete the Supplementary Application for Admission to
the Master of Education Program in Adult and BHigher
Education;

3. Return the completed forms to the following address:

E. Miklos, Associate Dean
Faculty of Education

845 Education South
University of Alberta
Edmonton T6G 2G5

After the preliminary application has been reviewed, prospective
students will be advised as to whether or not to proceed with a
formal application for admission. Consultation with an advisor
may be deemed advisable. If so, information will be provided on
the person to be contacted. The f£inal decision on an application
will be based on the recommendations of an Acmission Committee.

Meeting the minimum requirements does not ensure admission to the
program.

June, 1985



UNIVERSITY OF ALBERTA
MASTER OF EDUCATION PROGRAM
IN

ADULT AND HIGEER EDUCATION
{Tentative Description)

The Faculty of Education initiated an M.Ed. program in Adult
and Higher Education in September of 198S. Courses in the area
are offered by various departments, and program coordination is
provided through the Office of the Dean. Admission to the
program is limited, and not all applicants who meet the minimum
requirements can be accommodated. In order to ensure fairmess in
asgessment of applicants, decisions on applications are made only
at specified times of year. Consequently, applicants should be
prepared for the possibility of a delay in being informed of the
final decision on an application.

1. Purpose

Program objectives for the Master of Education degree in
Adult and Higher Education are oriented toward providing learning
opportunities for both practitioners and scholars in these

general areas. The program will focus on the following
objectives:

Ly to develop an awareness of diverse social and cultural
forces affecting the need for and the provision of
adult and higher education;

2. to provide a basic theoretical knowledge in adult and
higher education to guide students in selecting
appropriate methods and materials in working with
adults;

3. to provide preparation at the graduate level for
persons engaged in, or equipping themselves for,
teaching adults, administering programs or providing

support services in institutional and non-institutional
settings; ’

4. to develop krowledge and skills necessary in
conducting, interpreting and applying research to the
growth of the profession; and,

S. to apply knowledge and skills in addressing theoretical
and practical problems in adult and higher education.

The structure of the program is inteanded to be sufficiently
flexible to accommodate a broad range of interests and to be
relevant to a variety of career goals.
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2, Program Structure

The Master of Education in Adult and Higher Education
includes learning opportunities similar to those offered in other
programs -- courses, research projects and field activities. A
program of study designed to satisfy degree requirements will be
structured to reflect each student's special interests and
career goals. The structure of the program provides for study in

core areas common for all students and a specialization defined
on an individual basis.

Five areas have been defined tentatively as forming the core
of the program. These are as follows:

1. Scope and structures of postsecondary education -- the
ways and forms in which adult and higher education have

developed. (Ed. Adm. 571: Organization of Postsecondary
Education)

2. Foundations of adult and higher education -- history,
philosophy and sociology of adult and higher education
and their implications for practice. (Ed. Adu. 577:
Adult Education as a Field of Study)

3. ' Charatteristics of adult learners -- psycholngical, and
physiological perspectives on adults and their
implications for learning. (Ed. Adu 521: Psycholegy of
Learning and Teaching at the Adult Level)

4, Planning, implementation aud evaluation of learning
opportunities based- upon principles of program
planning, learning and instructional design.

(Ed. Adu 511: Instructional Design in Postsecondary
Education)

5. Instructional methods, materials and techniques in
postsecondary education. (Ed. Adu 5xx Pending)
v course designations currently associated with these core
ay are identified in the parenthetical statements.

Each of these core areas can be examined through a variety
of learning activities. The core components in the program
enable students and faculty members to identify with one another
in a community of scholarship, They provide a common base of

knowledge and skills, both theoretical and practical, in adult
and higher education.

In addition to the core components, the program structure
elso provides for specialization through additional courses,
research and/or field experiences. Specializations may be
developed in instructional, administrative and suppert service
areas through offerings provided in the Faculty of Education,
other Faculties of the University of Alberta, and other



universities or through field placements, In some instances,
internships may be arranged as an integral part of the graduate
program. Specializations may be related to specific career roles
(community college administrator, curriculum development in adult
education) or to areas of work (adult basic education, English as
a Second Language, continuing education). Départments within the
Faculty of Education and other faculties provide opportunities
for pursuing specific program specializations.

3. Program Routes
The Master of Education in Adult and higher Education

provides for both a thesis and a project route. Specific
requirements in the alternative routes are as follows:.

Thesis Route (10 courses plus thesis)

1. Four courses, one in each of four core areas.

2. At least one course in ggsearch methodology.

3. Elective courses.

4. At least seven courses must be at the 500 level.

- Graduate thesis in the specialization area,

Rrpject Route (16 courses,’ including a project)

1. Four courses, one in each of four core areas.

2. Four courses in a specialization.

3. At leéast one course in research methodology.

4. FElestive courses

5. At ledst twelve courses must be at the 500 level,

6. A research or field project equivalent to at least one
course.

In these requirements, a course is rated as "3 hours™ (*3) and
involves 3 hours of classes per: week for 13 weeks, or equivalent.
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4. Admission Requirements

The minimum requirements for admission into the Paculty of
Graduate Studies and Research include (1) meeting certain
academic standards, and (2) being recommended by the
administrator of the unit which offers particular graduate
programs. In addition, non~Canadian students whose £first
language 18 not English must obtain a satisfactory score on a
language examination.

Applicants for admission to the M.Ed. program in Adult and
Higher Education must hold a baccalaureate degree with a grade~
point average (GPA) of at least 6.0 in courses taken during the
last two undergraduate years at the University of Alberta, or an
equivalent qualification from another institution.

Normally, admission to a master's degree in Education
requires an undergraduate degree of a four-year program. An
applicant holding a three-year degree may be admitted as a
qualifying graduate student. Admission to graduate study in
adult and higher education will normally be restricted to persons
who have had two year's practical experience related to the
proposed field of study.

-~

5. Program Requirements

The general requirements of the Faculty of Graduate Studies
and Research as outlined in the calendar apply tec the program in
Adult and Higher Education. Althotgh applicants should
familiarize themselves with all regulations, those which relate
to residence and time limit merit particular attention.

Besidence. In order to fulfill the residence requirement of
a master's program, a student must be registered as full-time for
a period of at least two four-month terms. For purposes of
residence, a term is defined as First Term (Septembég~December)
or Second Term (January-April). Credit for one of the two
required terms of residence may be satisfied by attendance in a
May-August (Spring and Summer Session) period. Students are
categorized as being full-time when they are registered for three
Or more courses (or equivalent work on a research project) in a
term. Since the Master of Education in Adult and Higher
Education degreu pruogram will be of interest to a wide range of
adult educators, alternatives to the eight~month ‘regsidency
requirement are under consideration. Although full-time study is
encouraged, proposals are being developed to permit students who
are unable to attend day classes on a full-time basis to complete
the program by participating on a two-year basis in afternoon or
evening classes one day a week during the Winter Session

(September-April) combined with registration in Spring and Summer
Session.
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Time Limit. A candidate for the Master of Education degree
in Adult and Higher Education is expected to complete all the
program requirements with reasonable continuity over a period not

extending beyond four years of the time of the first registration
in a graduate class in this program.

Progpective applicants are advised ¢to consider the
implications of these requirements during the preliminary stages
of applying for admission to the program.

6. Admission Procedures

Applicants should familiarize themselves with the
requirements of the Paculty of Graduate Studies and Research as
defined in the Paculty calendar as well as with the requirements
of the program woutlined in this statement. Additional
information about courges and programs available is contained in
the University of Alberta calendar which may be purchased at the
University Bookstore. Information about courses offered in
Spring Session, Summer Session or the Off-Campus Credit Program
is included in the Special Sessions calendar. The timetable for
courses offered in the Winter Session is contained in the
Registration Procedures booklet.

The following steps should be followed in applying for
admission to the M.Ed., program in Adult and Higher Education:

1. Complete the Preliminary Application Form of the
Faculty of Graduate Studies and Research;

2. Complete the Supplementary Application for Admission to

the Master of Education Program in Adult and BHigher
Education;

3. Return the completed forms to the following address:

Coordinator, Adult & Higher £ducation Program
Faculty of Education

845 Education South

University of Alberta

Edmonton T6G 2GS

After the preliminary application has been reviewed, prospective
students will be adviged as to whether or not to proceed with a
formal application for admission. Consultation with an advisor
may be deemed advisable. iIf 8o, information will be provided on
the perscn to be contacted. The f£inal decision on an application
will be based on the recommendations of an Admission Committee.

Meeting the minimum requirements does not ensure admission to the
program.

April, 1986
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EDADM 571 The Organization of Postsecondary Education

The objective of this course is to provide students with a
survey of the fi-ld of postsecondary education with
particular emphasis upon Canadian ingtitutions and systems.
Topics such as the philosophy, purpoees sand development of
fostsecondary education, provincial postsecondary Bystems,
and evolving organizational forms will receive attention.

EDADM 572 The Adninistration of Postsecondary Education

This course is designed to provide an in-depth szudy of the
administration of postsecondary institutions with some
specific emphasis upon the comprehensive community college.
Students will be encouraged to consider the specific issues
cf 3interest to ther and to pursue them in depth during the
course. - Although topics of interest might include systec-
level relationships, the primary focus will be upon
institutional governance. EDADM 571 is 8 prerequisite.

EDADU 439 Methods and Programs in the Teaching of English as a
Second Language to Adults

By the end of the two semester sequence of EDCI 407 (a
prerequisite) and EDADU 439, the student will achieve the
following objectives:

1. Bave a clear understvnding of some of the various

approaches, methods, and techniques used in an ESL
sertting.

2. Be able tc discuss general consideratiomns and provide
specific ideas for planning and teaching in. the =mairn
gkill areas -- listening, speaking, grammar, and
vocabulary, reading and writing.

3. Be able to discuss general principles of ESL classroor
management.

4. Be able to evaluate criticslly ESL material and choose

and adapt materizl appropriate to 8 particular set of
learners.

5. Be able to discuss current issues in ESL, with
particular reference to Alberta.

6. Have an awarenmess of and the ability to wutilize the

variouvs government and comcmunity resource services inmn
ESL.
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EDADU 460 Methods and Programs in Postsecondary Adulte
Education 1

This course treats the following topics: the characteristics
of the adult learner -- physiological changes; the
characteristics of the adult learner -- psychological
changes; general theories of learning; theories of learning
of adults; and theories of teaching.

EDADU 461 Methods and Programs in Postsecondary Adult
Education II

This course treats the following topies: an alternative
approach to curriculum development; course unitization; the
Competency Analysis Profile (CAP) System for program
planning and development; and the DACUM System for
curriculum planning and development.

EDADU 511 Instructional Design in Postsecondary Education

This course deals with the systematic design of
instructional materials, particularly the approach commonly
called Instructional Systems Development.

The course has three goals for the student:

1. To understand the background, operation and current
status of the systematic design of instruction.

2. To determine the special characteristics of adult
learnérs as they pertain to the sacquisition of
information from and about the external world.

3. To complete a8 project that will demonstrate and extend
rhe student's cognitive knowledge and skills relative
to Goals 1 and 2 above in an applied area of the
student's choice.

EDADU 521 The Psychology of Learning and Teaching at the Adult
Level

This course provides a study of learning and teaching from
the background of educational and developmental psychology.

It presents a conceptual framework for understanding the
tesching of adults and asnalyzes models of teaching which can
be used in adult education such as information processing,
the personal family wmodel, the social family model,
behavioral models, and the training model. The course also
analyzes adult development in light of factors which affect
learning such as motivation, intelligence, physical and
sensory change, memory and forgetting, and personality.
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EDADU 523 The Administration of Further Bducation

This course starts with the exploration of needs of the
adult learner in various phases throughout the continuity of
1ife, and reviews traditional end contemporary responses to
these needs. The major part of the course deals with the
organization and administration of programs in continuing
and further education at both locsl and provincial levels.

EDADU 577 Adult Education as a Field of Study -
This seminar deals with topics related broadly to adult
education as a field of study. It treats the history,
origin &nd development of adult education in Britain, the
U.S.A., Canada and selected third world countries; the
evolution of adult education as 8 field of activity and of
study; and verious definitions of the term "adult

education.” It also considers various philosophies of adult
education and learning, together with underlying velues
informing these philosophies.

EDADU 579 Case Studies in Adult.Education

This seminar exanines and analyzes a variety of adult
education programs in Canada end elsewhere to determine who
is serving what needs, by what means, and for what reasons.
Through discussion of case studies, principles, policies and
practices of adult education will be identified and
evaluated. The seminar is divided into three parts: the
context of adult education; the response of adult educators;
and new directions in adult education programs.

EDFDN 541 The History of HRigher Education

This course investigates the development of higher education
from ancient times to the present. Attention is given tO
the growth of universities, colleges end selected aspects of
higher educatiom in Canada. The problem of educsational
change is examined with reference to historical factors of
adpinistration, student sctivity and curriculunm.



GROUP AND INDEPENDENT STUDY COURSES

EDADU 551 Selected Topics in Adult Education

This is an umbrella number which is used for special or
exploratory offerings to groups.

ZDADU 555 Research Projeect in Adult Education

This is a number used to give credit to students vho work
with a professor on a professot-initiated research project.

EDADU 557 Independent Study in Adult BEducation

COURSES T'EVELOPED BUT NOT OFFERED

EDADU 457 Teaching a Second Language to Adults

This course has never been offered.

EDADU 484 Community Home Economics Education

PROPOSED COURSES
EDADU 560 Instructional Metbods in Adult and Higher Education

Coordihated by the Department of Industrial and Vocational
Education.

This course explorer various teaching/learning methods used
in adult and higher education with concentration on recent

developments. Emphasis will bde placed on the facilitation
of learning through the utilization of instructional
strategies, instructional management techniques, group

dynamics and learning/teaching styles.
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EDADU 53X Learning Systems in the Community

Coordinated by the Department of Bducational Foundations.

EDADU 5XX Literacy in Adult Education
Coordinated by the Department of Elementary Bducation.

This is a graduate offering designed foxr teachers and
coordinators of adult literacy programs &t an adult basic
education level. In the intitisl part of the course,
students will be encoursged through readings and class
digscussions to rethink and reformulate concepts of literacy,
reading, and writing in relatiom to adults. The major focus
of the course will be instxuctional techniques for use with
adults in literacy programs, and this will dinvolve both
classroom and practicum wvork. Other topiecs will include
critical analysis of msterials, planning and implementing
literacy programs, and issues in adult literacy.

RDADU 5XX The Use of Bducational Media with Adult Learumers

Coordinated by the Department of Secondary Education (No
prerequisite). '

FACULTY OF EXTENSION

Note:

The Faculty of Extension offers a number of short courses
and seminars in adult and higher education, which «¢an be
considered as part of an independent study course. Prior

approval must be obtzined for gsuch registration froz the
student's advisor.



RESEARCH COURSES
OFFERED IN THE FACULTY OF EDUCATION

The selection of an appropriate research course or COuUrses
is to be made in consultstion with the student's advisor.
taking into account the student's interests and propoesed
resesrch. It is recommended that a8 research course <7
courses be undertsken early in the student's progras.
Regazsrch Methodology
b iADK $12 Research Design and Analysis II
%i¢ course is recommended as a means of satisfying the
yrogram requirement of at least one course in Ttasearch
uethodology. This course has no prerequisite other than
admission to the program. As well, a special section of
this course has been designed to suit the particular needs
and interests of adult educators.

2, EDIND 595 Survey of Industrial and Vocational Education
Research II (EDIND 593 is a prerequisite.)

3. EDPSY S03 1Introduction to Methods of Educational Research
(EDPSY S01 is a prerequisite.)

Statistics

4, EDADM 511 Research Design and Analyeis I

5. EDIND 593 Survey of Industrial and Vocational Education
Regearch I

6. EDPSY SO1 Dats Analyeis in Education

7. EDPSY 504 Statistics and Research Design in Education

(6 credit; BDPSY 501 and EDPSY 503 are
prerequisites.)

Otheres

8. EDCI 511 Introduction to Educational Research

9. BEDCI 596 Research Methods in Secondary Education

10. EDCI S$97 Research Design in Secondary Education

11. EDPDN 554 Philosophical Foundations of Educational Research
12. EDFDN 5§57 Learning and the Philosopbhy of Rnowledge

13. EDPDN 563 Research Methods in the Sociology of Education
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UNIVERSITY OF ALBERTA
MASTER OF EDUCATION PROGRAM
IN

ADULT AND BIGHER EDUCATION
(Tentativc Description)

The Facuity of Education ‘initiated an M.Ed. program in Adult
and Higher Education in-September of 1985. Courses in the area
are offered by various departments, and program coozdination is
provided through the Office of the Dean. Admission to the
program is limited, and not all applicants who meet the minimum
requirements can be accommodated. In order to emsure £airness in
assessment of applicants, decisions on applications are made only
at specified times of year. Consequently, applicants should be
prepared for the possibility of a delay in being informed of the
final decision on an application.

1. Purpose

Program objectives for the Master of Education degree in
adult and Bigher Education are oriented toward providing learning
opportunities for both practitioners and scholars iz these

general areas. The program will £focus on the foilowing
objectives:

1. to develop an awareness of diverse social and cultuzal
forces affecting the need for and the provision of
adult and higher education; .

2. to provide a basic theoretical knowledge in adult and
higher ~education to guide students in selecting

appropriate methods and materials in working with
adults:;

3. to provide preparatinn at the graduate level for
persons engaged in, or equipping themselves for,
teaching adults, administering programs oOr providing

support services in institutional and non-institutional
settings;

4. to develop knowledge and skills necessary in
conducting, interpreting and applying research to the
growtk of the professiou; and,

5. to apply knowledge ‘and skills in addressing theoretical
and practical pfablems in adult and higher education.

The structure of the program is intended to be sufficiently
flexible to accommodate a broad range of interests and to be
relevant to a variety of career goals.
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2. Prograr Structure

The Master of Education in Adult and Higher Education
includes learning opportunities similar to those offered in other
programs -- courses, research projects and field activities. A
program of study designed to satisfy degree requirements will be
structured to reflect each student's special interests and
career goals. The .structure of the program provides for study in
core argag common for all students and a specialization defined
on an individual basis.

FPive areas have been defined tentatively as forming the core
of the program. -“These are as follows:

1. Scope and structures of postsecondary education -- the
ways and forms in which adult and higher education have
developed. (Ed. Adm. 571: Organization of Postsecondary
Education)

2. Foundations of adult and higher education -- history,
philosophy and sociology of adult and higher education
and their implications for practice. (Ed. Adu. 577:
Adult Education as a Field of Study)

3. Characteristics of adult learners —- psychological, and
physiological perspectives on adults and their
implications for learning. (Ed. Adu 521: Psychology of
Learning and Teaching at the Adult Level)

4. Planning, implementation and .évaluation of learniny
opportunities based upon principles of program
planning, learning and instructional design.

(Ed. Adu 511: Instructional Design in Postsecondary
Education)

5. Instructional methods, materials and techniques in
postsecondary education. (Ed. Adu 5xx Pending)

The course desicnations currently associated with these core
areas ¢re identified in the parenthetical statements.

Each of these core areas can be examined through a variety
of learning activities. The core components in the program
enable students aud faculty members to identify with one another
in a community of ccholarship. They provide a common base of
knowledge and skills, both theoretical and practical, in adult
and higher education.

In addition to the core components, the program structure
also provides for specialization through additional courses,
research and/or field experiences. Specializations may be
developed in instructional, administrative and support service
areas through offerings provided in the Faculty of Education,
other Faculties of the University of Alberta, and other
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universities or through field placements. In some instances,
internships may be arranged as an integral part of the graduate
program. Specializations may be related to specific career roles
(community college administrator, curriculum development in adult
education) or to areas of work (adult basic education, English as
a Second Language, continuing education). Departments within the
Faculty of Education and other faculties provide opportunities
for pursuing specific program specializations.

3. Program Routes

The Master of Education in Adult and higher Education
provides for both a thesis and a project route. specific
requirements in the alternative routes are as follows:

Thesis Route (10 courses plus thesis)

1, Four courses, one in each of four core areas.

2, At least one course in research methodology.

3. Elective courses.

4. At least seven courses muct be at the 500 level.

S. Graduate thesis in the specialization area.

Project Ronte (16 courses, including a project)

1. Four courses; one in each of four core areas.

2. Pour courses in a specialization.

3. At least one course in research methodology.

4, Elective courses

S. At least twelve courses must be at the 500 level.

6. A research or field project equivalent to at least one
course.

In these reguirements, a course js rated as "3 hours" (*3) and
involves 3 hours of classes per week for 13 weeks, or equivalent.
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4. Admigsion Requirements

The minimum requirements for admission into the Faculty of
Graduate Studies. and Research include (1) meeting certain
academic standards, and {2) being recommended by the
administrator of the unit which offers particular graduate
programs. In addition, non-Canadian students vhose £first
language is not English must obtain a satisfactory score on a
language examination.

Applicants for admission to the M.Ed. program in Adult and
Higher Education must hold a baccalaureate degree with a grade-
point average (GPA) of at least 6.0 in courses taken during the
last two undergraduate years at the University of Alberta, or an
equivalent qualification from another institution.

Normally, admission to a master's degree in Education
requires an undergraduate degree of a four-year ' program. An
applicart holding a three-year degree may be admitted as a
qualifying graduate student. Admission to graduate study in
adult and bhigher education will normally be restricted to persons
who have had two year's practical experience related to the
proposed field of study.

S. Prégram Requirements

The general requirements of the Faculty of Graduate Studies
and Research as outlined in the calendar apply to the program in
Adult and Higher Education. Although .applicants should
familiarize themselves with all regulations, those which relate
to residence and time limit merit particular attention.

Reaijdence. In order to fulfill the residence regquirement of
a master's program, a student must be registered as full-time for
a period of at least two four-month terms. Por purposes of
residence, a term is defined as First Term (September-December)
or Second Term (January-April). Credit for one of the two
required terms of residence may be satisfied by attendance in a
May-August (Spring and Summer Session) .period. Students are
categorized as being full-time when they are registered for three
or more courgses (or equivalent work on a research project) in a
term. Since the Master of Education #n ‘Adult and Higher
Edwcation degree program will be of intersst to a wide range of
adult educators, alternatives to the eight-month residency
requirément are under consideration. Although full-time study is
enccuraged, proposals are being developed to permit students who
are unable to attend day classes on a full~-time basis to complete
the program by participating on a two-year bagis in afternoon or
evening classes one day a week during the Winter Session
éSepgembez-ﬂpril) combined with registration in Spring and Summer

ession.
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Time Limit. A candidate for the Master of Education degree
in Adult anG Higher Education is expected to complete all the
program requirements with reascnable continuity over a period not
extending beyond four years of the time of the first registration
in a graduate class in this program.

Prospective applicants are advised to consider the
implications of these requirements during the preliminary stages
of applying for admission to the program.

6. Admission Procedures

Applicants should familiarize themselves with the
requirements of the Paculty of Graduate Studies and Research as
defined in the Faculty calendar as well as with the requirements
of the program - outlined in this statement. Additional
information abQuyt courses and programs available is contained iu
the University of Alberta calendar whick may be puzchased at che
University Booksgtore. Information about courses offered in
Spring Session, Summer Session or the (I“i-Campus Credit Program
is included in the Special Sessions cali:-dar. The timetable for
courses offered in the Winter Session is contained in the
Registration Procedures booklet.

The following steps should be followed in applying for
admission to the M.Ed. program in Adult and Higher Educaticn:

1. Complete the Preliminary Application Form of the
Paculty of Graduate Studies and Research;

2. Complete the Supplementary Application for Admission to
the Master of Education Program in Adult and Higher
Education;

3. Return the completed forms to:

Dr. J.M. Small, Coordinator
Adult & Higher Education Prcgrams
Faculty of Education

845 Education South

University of Alberta

Edmonton T6G 2G5

After the preliminary application has been reviewed, prospective
students will be advised as to whether or not to proceed with a
formal applicatica for admission. Consultation with an advisor
may be deemed advisable. If so, information will be provided on
the person to be contacted. The final decision on an application

will be based on the recomm@ndations of an Admission Committee.
Meeting the minimum requireifents does not ensure admission to the
progranm, ’

July, 1986
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UNIVERSITY OF ALBERTA
MASTER OF EDUCATION PROGRAM
IN

ADULT AND HIGHER EDUCATION

The Faculty of Education initiated an M.Ed. program in Adult and
Higher Education in September of 1985. Courses in the area are
offered by various departments, and program coordination is
provided through the Office of the Dean. Admission to the
program is limited, and not all applicants wko meet the minimum
requirements can be accommodated. In order ts ensure fairmess in
assessment of applicants, decigions on applications are made only
at specified times of year. Applications for admission must be
completed by the following dates: Spring Term: Marxeh 1; Fall
Term: July 1; and Winter Ters: November 1.

1. Program Purpose

The Program for the Master of Education degree in Adult and
Higher Education is oriented toward providing learning
opportunities for both practitiomers and scholars in areas
of interest to them. Program objectives include:

1. to develop an awareness of diverse social and cultural
forces affecting the need for and the provision of
adult and higher education;

2. to provide a s0lid theoretical knowledge in adult and
higher education to guide students in selecting

appropriate methods and materials in working with
adults;

3. to provide preparation at the graduate level for
personsg engaged in, or equipping themselves for,
teaching adults, administering programs or providing
support services in institutional and non-imstitutional
settings;

4. to develop knowledge &and skills necessary in
conducting, interpreting and applying research to the
growth of the profession; and,

5. to apply knowledge and skills in addressing theoretical
and practical problems in adult and higher education.
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2. Program Structure

The Master of Education in Adult and Higher Education
includes learning opportunities similar to those offered in
other programs —-— courses, research projects and field
activities. A program of study designed to satisfy degree
requirements will be structured to reflect each student's
personal and professiomal goals. The structure of the
program provides for study in core areas common for all
students end a specialization defined on an individual basis.

Five areas have been defined as forming the core of the

program. These are listed below. Normally, @& minimum of

one course in each area is required. (See Recommended Core

Courses)

1. Scope and structures of postsecondary education -- the
ways and forms in which adult and higher education have
developed;

2. Foundations of adult and higher education -= history,

philosophy and sociology of adult and higher education
and their implicatioms for practice;

3. Characteristics of adult learmers -= psychological, and
physiological perspectives on adults and their
implications for learning;

4. Program and Curriculum Planning. implementation and
evaluation in adult and higher education;

5. Instructional methods, materials and techniques in
adult and higher education;

An additional requirement is at least ome course in
Research methods in adult and higher education.

In addition to the core components, the program structure also
provides for specialization through courses, research and field
experiences. Specializations may be developed in instructional,
administrative and support service areas or in the foundations of
adult and higher education through offerings provided in the
Faculty of Education, other Faculties of the University of
Alberta, and other universities or through field placements. In
some instances, internships may be arranged as an integral part
of the program. Specializations may be related to specific
career roles such as community college administrator, curriculum
developer or to areas of instruction such as adult basic

education, English as a Second Language, nursing, trades or
academic subjects.
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Program Routes

The Master of Education in Adult and Higher Education
provides for both a thesis and a project route. Normal
requirements in the alternative routes are as follows:

Thesis Route (10 courses plus thesis)

1. Five courses, one in each of five core areas.

2. At least omne course in research methodology (two
recommended) .

3. Elective courses.
4. Graduate thesis in the specialization area.

Note: At least seven courses must be at the 500 level.

Project Route (the equivalent: of 14 courses, plus a project)

1. Five courses, ome in each of five core areas.
2. Four courses in a gpecialization.

3. At least one course in research methodology.
4, Elective courses and/or field work

5. A research or field project

Note: At least nine courses must be at the 500 level.

these requirements, a course is rated as "3 hours” (¥*3) and

involves 3 hours of classes per week for 13 weeks, or equivalent.

4.

Admission Requirements

The requirements for admission into the Faculty of Graduate
Studies and Research include (1) meeting certain academic
standards, and (2) being recommended by the administrator of
the wunit which offers particular graduate programs. In
addition, non-Canadian students whose first language is not
English must obtain a satisfactory score on a language
examination.
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Applicants for admission %o the M.Ed. program in Adult and
Higher Education must hold a four-year baccalaureate degree
and a grade-point average (GPA) of at least 6.5 in the last
20 courses taken at the #Mniversity of Alberta, or
equivalent institution. Admigsion will normally be
restricted to persons who have had practical experience
related to adult or higher education.

An applicant holding a three-~year degree may be admitted as
a qualifying graduate student. Eight courses are required
to complete the qualifying year.

Requirements of tke Faculty of Graduate Studies & Research

The general requirements of the Faculty of Graduate Studies
and Research as outlined din the calendar apply to the
program in Adult and Higher Education. Although applicants
should familiatrize themselves with all regulations, those

which relate to residence and time 1imit wmerit rarticular
attention.

Residence. 1In order to fulfill the residence requirement of
a master's program, a student must be registered as full-
time for a period of at least two four-moanth terms. For
purposes of residence, a term ig defined as First Term
(September~December) or Second Term (January~April). Credit
for one of the two required terms of residence may be
satisfied by attendance in a May-August (Spring and Sunmmer
Session) period. Students are categorized as being full-time
when they are registered for three or more courses (or
equivalent) in a term. Since the Master of Education in
Adult 2.1 Higher Education degree progranm will be of
interest tuv a wide range of adult educators, alternatives to

the eight-month residency requirement are under
consideration.
Time Limit. A candidate for the Master of Education degree

in  Adult and Higher Educatiom is expected tn complete all
the program requirements with reasonable continuity over a
period not extending beyond four years of the time of the
tirst registration in a graduate class in this program.

Prospective applicants are advised to consider the
implications of these requirements during the preliminary
stages of applying for admission to the program.
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Admission Procedures

Applicants should familiarize themselves with the
requirements and deadlines of the Faculty of Graduate
Studies and Research ass defined in the Faculty calendar as
well as with the requirements of the program outlined in
this statement. Additional informationm is coantained in the
University of Alberta calendar which may be purchased at the
University Bookstore. Information about courses offered in
Spring Session, Summer Session or the Off-Campus Credit
Program is included in the Special Sessions calendar. The
timetable for courses offered in the Winter Session is
contained in the Registration Procedures booklet.

The following steprs should be followed in applying for
admission to the M.Ed. Program in Adult and Higher
Education:

Step 1

Complete the Preliminary Application Form of the Faculty of
Graduate Studies and Research;

Complete the Supplementary Application for Admission to the
Master of Education Program im Adult and Higher Education:

Return the completed forms to:

Coordinator

Adult & Higher Education Programs
Faculty ol Education

845 Education South

University of Alberta

Edmonton T6G 2GS

Step 2

After the preliminary application has been reviewed,
prospective students will be advised as to whether or not to
proceed with a formal application for admission.
Consultation with an advisor may be necessary. If so,

information will be provided on the person to be contacted.

Step 3

Prospective students will be notified to compiete the formal
application for admission and to retura it to the
coordinator well before the deadline for the term in which
the program is to commence. The final decision on an
application will be based on the recommendations of an
Admission Committee. Meeting the minimum requirements does

not ensure adpission to the program.



Step 4

The applicant is notified directly by the Faculty

Graduate studies and research concening the
decision.

Step 5

The successful applicant arranges an interview with

advisor to plan the program and obtain instructions
registering in approved courses.

of

admission

an

for

Step 3

The successful applicant completes registration in approved
courses. Only courses approved as part of the student's
official program are guaranteed as meeting progranm
requirements. Auny changes in program require the
Coordinator's approval.

If further dinformation is required, please contact the

office at the above address or phome (403) 432-3751.

Recommended Core Courses

Scope and Structures: EDADM 571

Foundations: EDADU 577, EDEDN 541

Characteristics of Adult Learmers: EDADU 521

Program and Curxiculum: EDADU 461, EDADU 511, EDCI 549,
EDADU 551 (College Curriculum)

Instructional Methods: EDADU 460, EDADU 530,
EDADU 551 (College Teaching)

Research Reauirement: EDADM 511 (Special Section)
EDADM 512 (Special Section)

(Note: all students are advised to take EDADM 511, and thesis

students should also take EDADM 512)

January 1987
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UNIVERSITY OF ALBERTA
MASTER OF EDUCATION PROGRAM
IN

ADULT AND HIGHER EDUCATION

The Faculty of Education initiated an M.Ed. program in Adult and
Higher Education in September of 1985. Courses in the area are
offered by various departments, and program coordination is
provided through the Office of the Dean. Admigsion to the
program is limited, and not all applicants who meet the minimum
requirements can be accommodated. In order to emsure fairness in
assessment of aspplicante, decisions on spplications are made oaly
at specified times of year. Applications for admission mugt be
completed by the following dates: Spring Term: March 1; Fall
Term: July l; and Winter Term: November 1.

1. Program Purpose

The Program for the Master of Education degree in Adult and
Higher Education is oriemted toward providing learaning
opportunities for both practitioners and scholars in areas
of interest to them. Program Objectives include:

1. to develop an avareness of diverse social amd cultural
forces affecting the need for and the provision of
adult and higher education;

2. to provide a s0lid theoretical knowledge in adult and
higher education to guide students in selecting
appropriate methods and materials in working with

adults;
3. to provide preparation at the graduste level for
persons engaged ia, or equipping themgelves for,

teaching adults, administering programs or providing
support services in institutional and non-institutiomal
settings;

4. to develop knowledge and skills necessary in
conducting, interpreting and applying research to the
growth of the profession; and,

5. to apply knowledge and skills in addressing theoretical
and practical problems in adult and higher education.
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2. Program Structure

The Master of Education in Adult and Higher Education
includes learning opportunities similar to those offered in
other programs -- courses, research projects and field
activities. A program of study designed to satisfy degree
requirements will be structured to reflect each student's
personal and professional goals. The structure of the
program provides for study in core areas common for all
students and a concentration defined on &n individual basis.

Five areas have been defined as forming the core of the

progran. These are listed below. Normally, &4 minioum of

one course in each area is required. (See Recommended Core

Courses)

1. Scope and structures of postsecondary education ~- the
vays and forms in which adult and higher education have
developed;

2. Foundations of adult and higher education -— history,

philosophy and sociology of adult and higher education
and their implications for practice;

3. Characteristics of adult learmers —-- psychological, and
physiological perspectives on adults and their
implications for learning;

4, Program and Curriculum Planning, implementatiom and
evaluation in adult and higher education;

5. Instructional methods, materials and techniques in
adult and higher education;

An additiomal requirement is at least one course in
Research methods in adult and higher education.

In addition to the core components, the program structure also
provides for concentration through courses, research and field
experiences. Concentrations may be developed in instructionmal,
administrative and support service areas or in the foundations of
adult and higher education through offerings provided in the
Faculty of Education, other Faculties of the University of
Alberta, and other universities or through field placements. Iv
some instances, internships may be arranged as an integral parx
of the program. Concentrations may be related to specific careex
roles such as comounity college administrator, curriculum
developer or to areas of instruction such as adult hewic
education, English as a Second Language, nursing, trades or
academic subjects.



Program Routes

The Master of Education in Adult and Higher Education
provides for both a thesis and a project route. Normal
requirements in the alternative routes are as follows:
Thesis Route (10 courses plus thesis)

1. Five courses, one in each of five core areas.

2. At least one course in research methodology (two
recommended).

3. Elective courses.

4. Graduate thesis

Projecr Roure (14 courses, plus a project)

1. Five courses, one in each of five core areas.
2. One course in research methodology.

3. Elective courses and/or field work

4, A research or fieid project

In these requirements, a course is rated as "3 hours" (*3)
and invoives 3 hours of classes per week for 13 weeks, or
equivalent. Ail courses are graduate levei, except that some
senior undergraduate courses may be permitted in the
concentration area.

Admission Requirements

The requirements for admission into the Faculty of Graduate
Studies and Research include (1) meeting certain academic
standards, and (2) being recommended by the administrator of
the unit which offers particular graduate ©programs. In
addition, non-Canadian students whose first language is not
English must obtain a TOEFL score of 580.

The basic admission criteria are: a four-year baccalaureate
degree in education or its equivalent; a GPA of 6.5 in the
last 20 courses; and some experience in adult and higher

education, Holders of other degrees may be admissible as
"qualifying students," in which case additional courses in
education are required. Evidence of substantial experience

in adult and higher education may reduce the qualifying
requirement.
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Requirements of the Faculty of Graduate Studies & Research

The general requirements of the Faculty of Graduate Studies
and Research as outlined in the calendar apply to the
program in Adult and Higher Edwcation.

Prospective applicants are advised to consider the
implications of the residence requirement and four year time
iimit during the preliminary stages of applying for
admission to the progranm. Any exceptions from the normal
program require the specific approval of the Faculty of
Graduate Studies and Research.

Admission Procedures

Appiicants should familiarize themselives with the
requirements and deadlines of the Faculty of Graduate
Studies and Research as defined in the Faculty calendar as
well as with the requirements of the program outlined in
this statement. Additional information is contained in the
University of Alberta calendar which may be purchased at the
University Bookstore. Information about courses offered in
Spring Session, Summer Session or the Off-Campus Credit
Program is included in the Special Sessions calendar. The
timetable for courses offered in the Winter Session is
contained in the Registration Procedures booklet.

The following steps should be foilowed in applying for

admission to the M.Ed. Program in Adult and Higher
Education:

Step 1

Complete the Preiiminary Application Form of the Faculty of
Graduate Studies and Research;

Complete the Supplementary Application for Admission to the
Master of Education Program in Adult and Higher Education;

Return the completed forms rto:

Coordinator, Adult & Higher Educstion Programs
Faculty of Education

845 Education South

University of Alberta

Edmonton, Alberta T6G 2GS

Step 2

After the preliminary application has ©been reviewed,
prospective students will be advised as to whether or not to
proceed with a formal appiication for admission.
Consultation with an advisor may be necessary. If so,

information will be provided on the person to be «contacted.
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Step 3

Prospective students wiil be notified to complete the formal
application for admission and to return it to the
coordinator well before the deadiine for the term in which
the program is to commence. The final decision on an
application will be based on the recommendations of an
Admission Committee. Meeting the minimum requirements does

not ensure admission to the program.

Step 4

The applicant is notified directly by the Faculty of
Graduate Studies and research concening the admission
decision.

Step 5

The successful applicant arranges an interview with an
advisor to plan the program and obtain ingtrhctions for
registering in approved courses.

Step 6

The successful applicant completes registration in approved
courses. Only courses approved as pai¥i of the student's
official program are guaranteed as meeting program
requirements. Any changes in program require the

Coordinator's approval.

If further information is required, please contact the
office ar the above address or phome (403) 432-3751.

Recommended Core Courses

Scope and Structrures: EDADM 571, EDADU 523

Foundations: EDADU 577, EDEDN 541

Characreristics of Adultr Learners: EDADU §21

Przogram and Curriculum: EDADU 511, EDCI 549,
EDADU 551 {(follege Curriculum)

Instructional Methods: EDADU 530,
EDADU 551 (College Teaching)

Research Requirement: EDADM 511 (Special Section)
EDADM 512 (Special Section)

(Note: al students are advised to take EDADM 511, and thesis

——

students should also take EDADM 512)

Revised February 1987
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