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Abstract

UTILIZATION OF ANORAGOGICAL PRINCIPLES 
IN A BACHELOR SOCIAL WORK PROGRAM

by

Patricia J. Lewis 

Adviser: Dean Robert Salmon

A descriptive study utilizing an andragogical approach 

to instruction within a field instruction seminar. The 

project was carried out in three semesters, a pilot study 

lasting one semester and a two-semester project. Students 

involved in the project shared in planning learning goals, 

learning modules and evaluative strategies with the seminar 

instructor. These were implemented and constituted the 

goals and objectives of the Senior field seminar. Both 

students, the seminar instructor and other program faculty 

were involved in the evaluative process. Students con­

ducted both formative and summative evaluations; faculty 

were involved in the final evaluation. Outcomes indicated 

positive results from the use of andragogical principles 

in a learning environment.
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CHAPTER I

THEORETICAL ASSUMPTIONS 
UNDERLYING ANDRAGOGY
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The planning and implementation of this project has 

utilized the theoretical formulation of Andragogy, a 

concept defined by Malcolm Knowles as "the art and science 

of helping adults learn."1 The body of andragogical theory 

developed out of the need to mark the distinctions between 

the tradition of pedagogy and the relatively new science of 

teaching adults to learn. Prior to the 1960's, the focus 

in adult education was primarily on training, as opposed to 

educating, those individuals who, for a variety of reasons, 

returned to a learning environment after an absence of 

several years. Education was often aimed at helping adults 

acquire basic skills, or in retraining as structural 

changes occurring in the economy caused unemployment for 

certain workers. Those goals continue to be a focus for 

adult education. James Wright wrote recently of the need 

for a partnership between the educational and industrial 

sectors of our society in the task of retraining adults for 

the 1990's. He cited the loss of jobs in basic industries 

and the need for workers in white-collar and high techno­

logy areas. Wright described a joint public and private 

effort undertaken by the town of Lewiston, Maine, to plan 

for retraining a fairly large group of unemployed adults. 

The need for basic skill training, reading, writing and 

mathematics, as well as vocational retraining were identi-
7fied by the planning group.

During the past 10 years, two demographic factors, 

the dwindling numbers of traditional age students and the
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increasing number of older students, many of them women, 

who are attending college, have initiated new interest in 

andragogy on college campuses.

Today, many of the adults entering college through 

continuing education divisions are seeking baccalaureate 

degree8 rather than one or two courses to upgrade profess­

ional or vocational skills. This influx of older students 

has prompted educators to look more closely at traditional 

teaching methods and to recognize the differing educational 

needs of the adult learner.

Theories of adult learning take into account the 

changes that occur over time in the biological, psycholo­

gical and social aspects of the individual's life.

Although the research indicates that aging has an effect on 

intellectual performance, there is a great range of indi­

vidual differences. Motivation and the environment are as 

important to the adult's ability to learn as they are to 

the child's. Whereas the rate at which the adult learns 

may alow down, learning efficiency remains constant.^

Experience is one of the advantages of age that may 

have both positive and negative effects on how the adult 

learns. For example, unhappy school experiences as 

children can be inhibiting to later learning. Learning new 

skills may be hampered by the need to unlearn former 

"skills". Mezirow suggests the adult learner must some­

times be freed from inhibiting cognitive patterns - 

patterns that are often reinforced through life experience.



Our perceptions of the world are molded by our cultural 

backgrounds and life-long interaction with others. Belief 

in stereotypes such as "a woman's place is in the home" may
Aalso hinder learning.

Experience may also be a rich resource for the adult 

learner. The adult by virtue of age difference has, first 

of all, more experiences than does a younger person, in 

addition to many different kinds of experience. As a 

person matures, he/she accumulates a number of social roles 

that often include taking responsibility for the welfare of 

others. An adult's life is both qualitatively and quanti­

tatively different from that of a child or adolescent. 

Adult's expectations, conditioned by past experiences, also 

differ; they have a broader base upon which more learning 

can accumulate. One's life experience is also a resource 

one can share; therefore, adult learners may act as re­

sources for each other. Life experience influences the 

individual's ability to relate learning to practical "here 

and now" situations - an activity the research confirms as 

a characteristic of the adult learner.^ Viewing experience 

in both its aspects is an important consideration in 

designing learning programs.

Adults also differ from the young in their self- 

concept. The mature adult sees himself/herself as inde­

pendent, responsible and self-directing. The experience 

over-time in work situations and within social networks 

modifies an individual's sense of self. Knox cites the



tendency in adults to become more tolerant and understand­

ing of life situations and themselves.^ Adults who 

perceive themselves as having accomplished a number of life 

goals have a need to be respected for their achievements 

and to be treated as non-dependent persons. Achievement 

through life also gives the individual a sense of power and 

enhances his/her motivation to learn.^ Lindeman described 

the kind of person who continues to learn through life 

”. . . a personality in whom many negative aims and desires 

have already been eliminated . . . such personalities seem 

to want, among other things, intelligence, power, self- 

expression, freedom, creativity . . . they are searchers
g

after the good life - they want to count for something."

Adults who return to college are fulfilling a self­

motivated need, behavior that can be viewed in the context 

of human motivation as "positive striving". The concept of 

"positive striving" developed through the work of several 

theorists as a result of the idea that self-fulfillment and

the need to enhance one's relationships within society were
9important motivating forces. The adult learner may also 

be viewed in terms of Maslow's theory of self-actualization 

as a person seeks to reach his/her potential.1^ Robinson 

suggests that the adult's belief in the value of education 

as a means to help a person understand and adjust to life 

situations is a powerful motivator for learning.^ Gener­

ally, the older student has clearly defined educational 

goals and that sense of knowing what one wants from an
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experience also acts as a motivator. Learning experiences 

for adult students should take into account this self­

striving, highly motivated orientation to education.

Although the study of how adults learn can be traced 

to the twenties in the writing of Eduard Lindeman, the 

philosophical foundations of adult Learning developed some­

what earlier. The Chautauqua movement that began after the 

Civil War stressed the importance of life-long learning 

through prescribed reading, summer schools and voluntary 

associations. During the late 19th century, continuing 

education through extension programs was begun at colleges 

and universities. They offered the opportunity of higher 

education to working adults. Elias and Merriman suggest 

that the revival of liberal arts after the First World War 

also provided a basis for liberal adult education. The 

development of a philosophy of adult liberal education was 

further enhanced by Great Books programs and the culturally

oriented programs created for the adult interested in
1 2intellectual growth.

According to Malcolm Knowles, American interest in 

adult education was advanced in the twenties through the 

writings of Thorndike and Lindeman. Thorndike demonstrated 

through his research that adults do not lose the ability to 

learn as they grow older. Thorndike's work provided 

scientific foundation upon which andragogical theory 

developed. Lindeman's writings provided the "artistic 

stream" from which we learned how adults learn. Lindeman
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described an educative process that differed from conven­

tional education premised upon certain assumptions about 

the adult learner.1^

Lindeman's conception of adult education grew out of 

his own experience returning to college after several years 

of working and his observations of European educational

programs. His view of the purpose of adult education was
1 kto "put meaning into the whole of life," rather than to 

satisfy vocational needs. He stressed the importance of 

life experience as a basis for learning and cited the need 

for curricula that focused on the student rather than the 

subject. He felt others’ experience is no substitution for 

one's own, in his words, "Experience is the adult learner's 

living textbook".^

Lindeman discussed the value of self-expression; an 

ability that may be enhanced by education. Education is 

also essential, he continued, in helping the individual be­

come aware of extrinsic factors that in many ways determine 

behavior. Lindeman spoke of education as a liberating pro­

cess that prepares the individual for conscious choice.^

In a recent article, Stephen Brookfield detailed the 

extent of Lindeman's contribution to andragogy. According 

to Brookfield, Lindeman saw clear distinctions between the 

educational needs of children and adults, emphasizing the 

informal and non-directive teaching methods for the adult 

learner. Adults, by virtue of their experience, are crea­

tive learners, able to critically assess theoretical
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concepts and utilize them in practical ways. Lindeman pro­

posed the small group as the most effective setting for 

adult education and cited learner-input as an essential 

component. Reflective discussion was the method he viewed 

as best suited to the adult learner.^

Interest in adult learning continued through the 50's 

and 60's, as continuing education programs developed in 

institutions of higher learning and through efforts of 

industry and business. A number of approaches to learning, 

such as Behaviorism, Humanism and Competency-based educa­

tion influenced the development of a set of assumptions 

about how adults learn - assumptions that defined adult 

learning as an activity that differed from the learning of 

children and adolescents. Verner cited a number of factors 

that had impact on the development of continuing educa­

tion - the expansion of knowledge in human psychology; the 

cultural changes that have occurred during the last two 

decades and the explosion of high technology in science and 

industry. Those factors provide the basis for adult educa­

tion and help to differentiate it from traditional and 

formal education programs. He described four ways in which 

continuing education functions for the adult learner:

Expansional. Individuals enter into adult 
life with various degrees of competence for the 
tasks which adulthood imposes. No individual is 
ever fully equipped for all the responsibilities 
of adult life; therefore, he must acquire new 
knowledge and skills continuously as his respon­
sibilities develop and change through the years.
Thus, as each stage of life expands the range of 
personal responsibility, adult education helps
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an individual to expand his competence from those 
skills involved in a vocation or profession to 
those involved in being a spouse, a parent, or a 
citizen.

Participational. A democratic society de- 
mands the informed participation of its members 
in the processes of government. This participa­
tion calls into play a variety of skills and 
knowledge not normally acquired by individuals 
through ordinary educational channels. Adult 
education provides access to knowledge pertinent 
to local, national, and international issues as 
well as training and practice in the skills of 
civic participation.

Inte^rational. In a lifetime of living in 
society, Individuals accumulate a vast store of 
information and knowledge about a great range of 
subjects. Most of the problems which plague 
individuals could be resolved through the appli­
cation of the knowledge they already possess. To 
do this, however, they must learn to integrate 
knowledge with experience in order to identify 
what must yet be learned and so that new know­
ledge will have meaning with respect to what is 
already known. The inability to identify the 
need for new learning is the greatest barrier to 
personal growth. Through systematic adult educa­
tion, individuals can learn to identify their 
educational needs and to master the intellectual 
process that will enable them to integrate know­
ledge and apply it to the resolution of recurring 
problems.

Personal. Maturation is a lifelong process 
that requires continuous learning as an integral 
part of living and growing. Such learning will 
free the individual from ignorance, from obsolete 
attitudes and values, and from irrational or 
immature behavior. Adult education provides 
access to learning through which an individual 
achieves continuous growth toward maturity in all 
phases of life.^®

Verner contended that knowledge of the learner was 

essential in planning the learning experience and this 

included knowing learner needs and goals. He viewed the 

adult learner as one who enters an educational program for 

personal development as well as to gain problem-solving 

skills. Since adult students often have diverse back-
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grounds, varying experiences and individual learning goals,

the adult educator must be able to select and organize
19learning activities into a coherent experience. Part of 

that planning process includes evaluation.

He 8tated:

When evaluation is built into the learning 
proces8, it serves as both a check on goal 
achievement and as a medium for strengthening and 
extending motivation. Research indicates that 
awareness of progress is essential to continued 
learning: therefore, evaluation should provide
continuous integrated measurement of progress.
Such evaluation must be personal rather than com­
petitive so as to enhance the internal motivation 
of the participant.20

Kidd also cited the need for an environment that is 

neither hostile nor highly competitive. He noted the emo­

tional climate of the institution as an important aspect to 

the returning adult student. This includes not only the 

classroom, but other institutional facilities as well. He 

cautioned against using the group as the only method of 

teaching adults and proposed that learning goals should be 

taken into account when organizing the environment. In 

addition to the manner in which learning activities are 

organized, considering the environment must also be weigh­

ed. The adult educator provides the conceptual framework 

to which the learner may relate, not only his/her life 

experience, but also knowledge from theory. Kidd states, 

"The key to learning is engagement - a relationship between

the learner, the task or subject matter, the environment,
21and the teacher.”



Knox suggests thst adults venture into an educational 

setting with specific ideas and goals and that their suc­

cess is a function of previous experience. That experience 

may include past learning attempts and may also include 

current educational needs. He cites the importance of con­

gruence between the learner's goals and those of the educa­

tional program and suggests that participation by the adult 

learner in selecting learning activities is a way to 

achieve harmony. Knox emphasized, as did Kidd, the adult's 

need for a conceptual framework around which learning will 

take place. He described this in terms of a cognitive 

structure - that organizes the individual's previous know­

ledge and allows learning to accumulate. When prior learn­

ing or experience has not produced adequate cognitive 

structures, the instructor's intervention can be helpful. 

Adults benefit most from education where they are involved

in setting goals and where learning can be related to their
22current life needs.

Knowles offers the concept of self-directed learning 

to describe the adult learner's participation in the educa­

tive process. He defines self-directed learning as:

the process in which individuals take the initia­
tive, with or without the help of others, in 
diagnosing their learning needs, formulating 
learning goals, identifying human and material 
resources for learning, choosing and implementing 
appropriate learning strategies, and evaluating 
learning outcomes.2?

The above concept is essential to Knowles' theory of 

andragogy and it is contingent upon certain assumptions he
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describes about the adult learner: (1) As the person

matures he/she becomes more independent; (2) Life exper­

ience is an asset and a resource for the learner; (3) A 

person's readiness to learn "develops from life tasks and 

problems”; (4) Learning is "task or problem-centered” and 

(5) The adult learner is motivated by intrinsic rather than 

extrinsic rewards. Attitude is also important. Knowles 

views the adult learner as one who knows when to be recep­

tive to being taught without losing that sense of self- 
24direction.

Knowles describes the andragogical model as an organic 

or process model, one that deals with content in a differ­

ent manner than a pedagogical approach. The andragogical 

teacher is concerned with involving students in the process 

of learning. Knowles' Process Model contains the following 

elements:

(1) establishing a climate conducive to learning;
(2) creating a mechanism for mutual planning;
(3) diagnosing the needs for learning;
(4) formulating program objectives (...content) 

that will satisfy those needs;
(5) designing a pattern of learning experiences;
(6) conducting these learning experiences with 

suitable techniques and materials; and
(7) evaluating the learning outcomes and 

diagnosing learning needs.25

Knowles contrasts the process model with that of the 

content model. One of the differences, an important one, 

is the role of the teacher. Traditionally, the teacher 

made the decisions as to what was taught, arranged the 

curriculum and utilized a didactic approach. The process
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model, on the other hand, expects the teacher or facilita­

tor to share with 3tudents in creating the optimum environ­

ment for learning to take place. The student is also 

involved in utilizing the above described elements of 

Knowles' Process Model. Content may be the same in both 

approaches, the difference is in how it is transmitted. 

Knowles' approach also suggests differences in the nature 

of the student. In self-concept, experience and readiness 

to learn, the adult differs from the young student, and

this notion provides part of the foundation of Knowles'
26approach to instruction.

Knowles refers to the learning climate as both physi­

cal and interpersonal. The need for space, light, ventila­

tion, etc., is recognized by all educators. It is the 

human and interpersonal climate that differentiates the 

andragogical approach. Knowles describes the teacher- 

learner interaction as one in which there is mutual 

respect, collaboration, consensus and support. Both 

teacher and student participate in planning and decision­

making for diagnosing needs and setting goals. The

environment is informal and evaluation takes place by
27mutual assessment.

Knowles emphasizes the importance of the psychological 

climate as a basic first step to learning. A supportive, 

non-threatening environment allows the learner to express 

himself/herself freely and openly. Collaboration rather 

than competition sets the scene for sharing of ideas and
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experiences - it allows the adult learner to utilize his/ 

her own experience and that of the others as a resource.

The setting, whether classroom or seminar, becomes an arena 

for learning. Knowles cites a number of group work techni­

ques such as arranging the seating, introducing each indi­

vidual, and orienting each to purpose - as ways to struc-
28ture a favorable teaching environment.

Knowles uses the terms facilitator or leader when

describing the adult educator. He suggests the self-

directed, highly motivated adult learner benefits more from

non-directive learning. He writes of the creative educator

whose teaching methods consider the learner first; who

facilitates the process of learning in an open, non-
29threatening environment. In The Modern Practice of Adult 

Education, Knowles identified sixteen principles of teach­

ing that consider the characteristics of adult learners and 

support the notions of participation, mutual sharing, and 

self-evaluation.^

Robinson affirms the importance of the learning 

environment; he speaks of the "adult atmosphere". . . a 

"climate of mutual respect, a friendly, informal, suppor­

tive atmosphere".^  He also supports the idea of a teacher 

as facilitator or helper, one who endorses self-discovery 

and encourages mutual trust and respect within the class­

room. The most effective andragogical teaching is people- 

centered, in which instruction is geared to student needs 

and their degree of readiness. Robinson adopted from Kidd
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the notion of relevancy, relationship and responsibility

when planning learning experiences in adults. Adults

engage in education in order to satisfy a self-perceived

need. Learning, therefore, must be relevant and related

to those needs since it is the learner who learns he/she

must be helped to determine learning goals and the terms 
32of evaluation.

The andragogical approach to learning promotes self- 

evaluation as the most effective method to assess perfor­

mance, knowledge or skills, but, as Knowles contends, there 

is not a substantive body of knowledge available presently 

within andragogical theory in regard to evaluation. He 

writes of the strong tradition of competition for grades in 

education that may be threatening to the adult learner and 

suggests establishing an environment conducive to self- 

diagnosis. The evaluative process within an educational 

setting might consist of determining the present level of 

knowledge or skills, setting desired goals, and assessing 

whether those goals were met. Traditional educational 

methods dictate that the instructor take primary responsi­

bility for evaluating performance while andragogy gives the 

learner a substantial part in the evaluation process. 

Andragogical theory is formulated, in part, on the notion 

that learning is a life-long activity; evaluation, there­

fore, is never a final process, it is a way to raise one's 

learning goals to a higher level.^
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Utilization of Andragogical Principles

During the eighties, teaching institutions have been 

experiencing a new phenomena - a dwindling college-age 

population. To counter dwindling enrollments, colleges are 

reaching out to the adult student. Andragogy has enjoyed a 

resurgence of interest as institutions modify traditional 

views about learners to entice and hold the adult student. 

Andragogy has called for a redefinition of the role of the 

teacher, as well as the learner and new insights into the 

process called learning. An approach that takes into 

account the principles developed by Andragogists is 

contract learning. A learning contract is an agreement 

between the student and instructor regarding what is going 

to be learned, the method of learning and the method of 

evaluation. In practice, the contract becomes the planning 

piece of the course of study. It allows maximum participa­

tion of the learner, while providing a framework within 

which learning can proceed. The contract is formal in the 

sense that both the student and the instructor sign it, but 

it is not legally binding. It provides a method for 

including the experience and resources of the learner in 

the learning process. Knowles suggests the roots of con­

tract learning can be found in the practice of independent 

study begun in the 1920's. It utilizes the ideas about the 

adult learner proposed by andragogists such as the need to 

be self-directing; to utilize experience; to gear learning 

to relevancy and current needs. He writes:
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One of the chief virtues of contract learning is 
its almost infinite flexibility. Its heart is 
the process of negotiation between learners, 
facilitators and resource persons.™

Dr. Lois Muzio of Empire State College also stressed 

the flexibility of the learning contract. Each contract is 

an individualized learning module corresponding to the 

needs and goals of the student. She suggests that planning 

is integral to an optimum outcome for both learner and 

instructor. It is an ideal method to utilize with adult 

learners and useful with certain modifications with younger 

students.^ Clark suggests the learning contract takes 

into account that people are different. These differences 

may effect learning, and, therefore, the contract helps to 

define the specific needs of each learner. Students are 

able to negotiate with an instructor the purpose and plan 

for study in addition to the strategies for evaluation.

The process of negotiation assumes that both are active 

participants and that learning strategies will more closely 

identify with the individual student's goals and objec­

tives. He also cited the flexibility that seems to be 

inherent in individualized learning contracts. Clark also 

suggested the need to prepare both students and faculty for 

this approach since it differs greatly from traditional 

pedagogical approaches. It fits well with the adult 

learner's characteristics cited by Knowles and others and 

mentioned above. ̂

Learning contracts have been useful in a number of
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situations within College Misericordia's Social Work 

Program. During the Fall, 1986 Semester, a learning con­

tract format was utilized with an adult student who is 

working full-time. Negotiations during the planning phase 

led to an agreement that considered the instructor's expec­

tations for the course, as well as the student's needs.

The student found it well-suited to her current life situa­

tion as it enabled her to continue working toward a bacca­

laureate degree while carrying family and job commitments.

A modification of the learning contract was used in a field 

seminar during the same semester as an inducement to senior 

students to finish a series of writing sssignments. Stu­

dents planned individually their expectations for complet­

ing and handing in each paper. They took into considera­

tion their other course work, part-time jobs and other 

commitments and set dates they felt were realistic. Each 

student completed a simple form with dates specified, 

signed the contract and returned it to the instructor. The

instructor felt it was a successful strategy - it provided 

a structure wherein students took on a major part of the 

responsibility to complete an assignment in a timely 

fashion. It also was an exercise in planning for them.

Only one student was unable to meet the contract times; but

she re-negotiated her contract with the instructor.

There seems to be a dearth of information about the 

effectiveness of learning contracts as a learning strategy. 

A recent study conducted by Rosemary and Edward Caffarella
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investigated whether learning contracts enhance adults' 

readiness and competencies for self-directed learning.

They used a pre and post test on one hundred and sixty- 

three students from six universities to measure any signi­

ficant gain in their competencies and readiness for self­

directed learning. They used two instruments, the Self- 

Directed Learning Readiness Scale and the Self-Directed 

Learning Competencies Self-Appraisal Form, both adminis­

tered by the professors teaching the courses at the begin­

ning and end of the term. They found that the use of 

learning contracts had no effect on students' self-directed 

learning readiness, but that there was a significant 

increase in three of the twelve competencies. The stu­

dents, who were graduate students, increased their ability 

to a) translate learning needs into learning objectives,

b) identify human and material learning resources, and

c) select effective strategies for using learning resour­

ces. The authors concluded that learning contracts should 

not be viewed as a major tool for the enhancement of the 

skills and competencies of self-directed learning. The 

study was focused on one use and not a primary use of the 

learning contract. More research needs to be undertaken.^

Andragogical principles have also been applied in 

other ways, and in settings that include business and 

industry as well as the college classroom. Knowles' recent 

text, Andragogy in Action, described two programs that are 

particularly relevant to this project. The first was
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implemented at the University of Georgia School of Social 

Work within their MSW and BSW programs. Faculty used a 

step-by-step approach that introduced andragogical princi­

ples to BSW students in their sophomore year. In a second 

introductory course, students were asked to think about 

their own learning needs and to formulate, as a group, 

objectives for the course. The instructor acted as a 

facilitator lending structure to the planning. This con­

forms to the principles of mutual planning and diagnosing 

learning needs. Responsibility for their own learning was 

increased in the junior year. They were asked by their 

educational advisors to examine their own learning styles, 

and this information was passed on to their field instruc­

tors. The agency was able to use that information to 

structure a field experience suited to the individual 

learner. In courses other than the field, students assumed 

responsibility for learning strategies and participated in 

their own evaluation. A senior seminar, taken in the last 

quarter, allowed the student to assess his/her entire 

college program and to plan for future learning needs. The 

program promoted the concept of life-long learning that is 

self-directed by giving students first-hand experience in 

planning for their own learning.

Field instructors for both BSW and MSW students pro­

vided another andragogical experience. Students, first, 

selected a practicum site that met their own style of 

learning and objectives. They set up interviews and had
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major responsibility for selecting a field site. Once a 

site was chosen, the student designed a learning plan that 

included strategies for evaluation according to a framework 

provided by the school. Students were expected to be 

assertive in planning and carrying out field tasks. Eva­

luation was focused on learning accomplishments. MSW 

students cited "critical incidents" within their field 

experiences and explained how objectives they chose were 

carried out. This provided evidence for grading the 

student. A final elective seminar for MSW students offered 

them an opportunity to utilize andragogical methods in a 

non-threatening environment and to learn by "doing". Stu­

dents were given basic information about andragogy and 

asked to design a seminar referring to that theory. 

According to the instructor, the students extended them­

selves way beyond course requirements and exhibited a 

strong commitment to planning and carrying out tasks they 

had designed. Program faculty saw their roles as facilita- 

tive and encouraging rather than directing. They further 

saw the program as taking advantage of the basic princi­

ples of andragogy since students' learning needs provided 

the starting point for further planning. The authors 

concluded that their program, by allowing students a

measure of autonomy within the educative process, enhanced
38their ability to carry out professional roles.

Another attempt to utilize adult learning theory was 

carried out at the School of Social Work, University of
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Victoria, British Columbia. The author used certain 

assumptions about the way in which adults learn to design a 

learning assignment. The first assumption noted by the 

author was the notion of teaching as learning - that teach­

ing others enhances one's own learning. Other assumptions 

utilized were:

the adult self-concept requires that such people 
be regarded as capable of self-direction; the 
adult has a fund of life experience, which can 
contribute to the learning enterprise; the adult 
is susceptible to learning at certain "teachable" 
moments; and the adult has a problem-centered 
orientation to learning which places a value on 
ideas that have immediate utility.^9

Students were assigned a topic to research and, as 

part of the assignment, were to devise a learning kit. The 

objective was for them to design an instructional program 

from which others could learn. In order to design the 

learning kit, students had to think about the needs and 

motivations of the prospective learners, create the learn­

ing methods to accomplish those needs and plan evaluative 

strategies. One benefit from the assignment was that 

students had to have a solid understanding of the course 

content in order to promote learning in others. According 

to the author, the assignment helped students view their 

own learning styles and encouraged creative learning. 

Although the program was not evaluated on how well it

promoted learning, students were enthusiastic and positive
40about the experience.

An andragogical approach to training Children's Aid
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Society workers was used a number of years ago by the 

Ontario Ministry in Canada. Trainees utilized Knowles' 

ideas in regard to the experienced adult learner who brings 

to the learning-teaching environment a wealth of exper­

ience, a high degree of independence and a need to learn in 

order to solve specific problems. Trainers viewed the 

staff of Children's Aid Society (CAS) as individuals who 

possessed those qualities. Using andragogical principles, 

they designed a training course that included the following 

ideas:

1) Course would be designed by the workers:

2) Participants would negotiate with trainers and 
other resource persons for course content;

3) The planning, diagnosing and negotiating would 
constitute a significant part of the training 
course.

After a period of initial distrust of that process by

the trainees, an occurrence not unusual for learners faced

with a new approach, workers were able to select training

activities and content for the workshop. Trainees found

the CAS workers lacked group problem-solving skills, and

this slowed down the development of the planning process.

A research format was included in the training workshop to

assess changes, if any, in the trainees. The results of

the research indicated that the program was effective in

promoting personal growth and in developing worker
41strength in self-awareness and problem solving.

The application of adult learning principles in a
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policy/issue class for social work students was described 

in s recent issue of Lifelong Lesrninq. The instructor's 

goal was to help students see the connection between policy 

end practice. He used a technique he called the "letter to 

the editor" in which students were asked to select an 

article or a TV or radio program pertaining to a problem or 

issue in the field. They were to analyze the material and 

write a letter to the editor of rebuttal, support or 

clsrificstion of ststements made in the article or program. 

The letter was then presented to the clsss for a critique. 

The assignment incorporated certain andragogical principles 

espoused by Coolie Verner, such as the importance of stu­

dent participation, the dynamic nature of learning, the 

need for learning to be goal-directed and the need for a 

supportive environment. Others, such as the current appli­

cation of learning and that learning needs to be reinfor­

ced, were also taken into consideration. Students also had 

practice in communicating both in writing and verbally to 

their peers. The assignment was deemed a success by the 

authors; in addition to being an interesting exercise, it 

gave the students an opportunity to "practice" policy. It 

also enhanced the student's ability to understand the 

importance of linking policy to practice in social work.

The article emphasized the usefulness of an andragogical 

approach to teaching and, according to the authors, an
42approach that would be beneficial in a senior seminar.

A fundamental assumption of andragogical theory is
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that the adult learner mu8t participate in planning his/her 

learning goals, learning methods and evaluations. Rosen- 

blum and OarkenMald studied the effect of adult learner 

participation in course planning on their subsequent 

achievement and satisfaction. They utilized a post-test 

only control group design in two short seminars given to 

two groups of personnel in a large psychiatric hospital.

The groups consisted of nursing supervisors and a group of 

other supervisory personnel who worked in the food service 

and maintenance divisions. Each of these were divided into 

experimental and control groups. Experimental groups par­

ticipated in planning the seminar, whereas the control 

groups were introduced to goals and methods that had been 

planned by the experimental groups with the instructor. 

Outcomes of the evaluation indicated that the control 

groups tested slightly higher in both achievement and 

satisfaction. The authors concluded that participation had 

no direct effects. They noted that all groups tested high 

in achievement and satisfaction. In considering the 

results, they suggested that control groups might have 

benefitted from the planning of their co-workers and had 

their seminar been somewhat different, satisfaction might 

not have been as high. For practical application, the 

authors suggested that "it may not be necessary to repeat

participatory planning procedures if the primary concerns
43are achievement and satisfaction."

In a recent article Conti and Welbam described a study
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that examined the impact of teaching 8tyle and of learning 

8tyle on the academic achievement of 256 adult learnera. 

Teaching style was measured with the Principles of Adult 

Learning Scale (PALS) that gives the instructors overall 

preference style - high scores indicate a learner-centered 

approach and low scores a teacher-centered approach. Those 

who support a learner-centered approach conform to Knowles' 

description of the adult teacher/facilitator. They encour­

age participation by learner and foster flexibility in the 

classroom. The teacher-centered instructor is more direc­

tive in the classroom. Students' learning style was 

measured with the Canfield Learning Style Inventory, which 

conceptualizes learning style as composed of a) conditions, 

b) content, c) mode of learning and d) expected level of 

success. The most important finding of the study was that 

teaching style has a significant effect on student achieve­

ment and that a collaborative mode is effective for teach­

ing adults. The learning style findings indicated that a 

knowledge of students' learning styles may not be of 

tremendous value in facilitating student achievement. The 

authors suggested that "teachers need to take a careful 

look at themselves and their actions ... more importantly, 

it demonstrates the importance of practicing a teaching

style which consistently treats adults with dignity and
«44 respect."

Sample and Kaufman have proposed the idea that adult 

education needs to expand its borders and take a more
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holistic approach. Educators must include in the design of 

adult education programs a way to include the social impact 

of programming. Adults seek education, on the one hand, to 

solve current life needs. The authors suggest that adult 

education programs do not take that idea seriously into 

account. A holistic approach requires that a program or 

organizat ion include an external perspective in assessing 

needs. They asked the question, "Do adults learn anything 

that has validity and utility to them when they must per­

form and contribute in the real world of today and tomor­

row?". A comprehensive description of their program may be 

found in the January and February, 1986 volumes of Lifelong 

Learning. Their program is not specifically relevant to

this project; but the question they asked - Are adult
45education programs relevant? - has relevancy.

The usefulness of Andragogy has caught the attention 

of many disciplines. The tenets and principles described 

by Lindeman, Knowles and others have provided a practical 

and useful foundation for many programs of adult education. 

Programs gesred to the traditional age scholar have also 

attempted to mold the principles of andragogy with those of 

pedagogy to create a better teacher-learner environment. 

This project has taken into account Knowles' description of 

the adult learner as a self-directed, independent person 

capable of taking responsibility for his/her own learning; 

a person who also seeks learning in regard to career needs 

and goals - learning that is relevant.
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The importance of the relationship between education 

and practice in social work underscores the need for rele­

vancy in the design of educational programs. This project, 

which has utilized andragogical principles, is an explicit 

demonstration on the BSW level of andragogy in action. The 

intent was to provide useful information about the applica­

tion of those principles for program design on both BSW 

and MSW educational levels.
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This chapter intends to describe the focus of social 

work education as it has unfolded over the past few decades 

and as it is currently viewed.

Education for Social Work developed from the practice 

experiences of social reformers and charity workers of the 

19th Century. The objective or focus then - to prepare for 

practice - remains the primary focus of social work educa­

tion today. While input into the educational system by 

practitioners has diminished, social work educators con­

tinue to rely upon the professional community for an inte­

gral part of the educational experience. In order to pre­

pare the student for professional practice, social work 

educators have had to mold various theories from a number 

of disciplines into a coherent, consistent whole. This 

process has spanned more than five decades and has included 

a continuous study of both graduate and undergraduate 

education.

A description of a number of major curriculum studies 

prepares the way for an understanding of how the focus for 

undergraduate social work education developed.

In 1948, a major study of social work education was 

sponsored by the National Council on Social Work Education. 

The purpose was to establish a framework within which the 

nature of social work and social work education could be 

clarified. The study, under the direction of Ernest Hollis 

and Alice Taylor, focused on such fundamental issues as the 

philosophy of professional education, the relation of
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general and liberal arts to professional education, and 

accreditation of social work programs. Although under­

graduate programs in Social Welfare were a reality, the 

major concern in the Hollis-Taylor Study was graduate edu­

cation. The study itself was a move, along with the forma­

tion of the National Council on Social Work Education, to 

support professional education and unity among social work
ieducators.

Of the five recommendations that were articulated, one 

related to the purpose or focus of undergraduate education. 

The following is a summary:

1. Underoraduate Education should provide educa­

tion in general concepts of social welfare to 

other professions as well as to social workers.

2. Undergraduate programs should develop a concen­

tration in Arts and Sciences basic to graduate 

professional educational programs in social 
work.

3. The undergraduate college was seen as the place 

for training technicians for work in social 

welfare agencies. These were described as less 

than degree programs best placed in colleges

currently offering other vocational or semi-
« . . .  2 professional programs.

The above recommendations implied the non-professional 

status of the B.A. worker and defined the undergraduate 

program in social work as preparatory. The inclusion of -
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preparation for other professions - reinforced the attitude 

that education for social work at the B.A. level should be 

of a general nature similar to that of other academic pro­

grams. The report referred to a continuum of social work 

education not unlike that of education for lawyers and 

physicians. The implication was that social workers should 

continue on to graduate school in order to become profes­

sionals. The report gave major responsibility to college 

administrators and educators in other disciplines in the 

design of the undergraduate curriculum. A review of the 

study indicates that, during the late forties, there was no 

clear focus for undergraduate social work educators rele­

vant to the profession. Experts at that period of time did 

not view undergraduate education as the only preparation 

needed for professional practice.

Five years after the Hollis-Taylor Report, the Council 

on Social Work Education (C.S.W.E. so-named in 1952) 

commissioned an extensive and comprehensive study of social 

work education. The purpose of that study, under the 

direction of Werner Boehm, was to examine the state of 

social work education in light of current needs of the time 

as well as those of the future. It was hoped that educa­

tional objectives could be identified for each level of 

social work education that would enhance selection of 

learning experiences and evaluation criteria. The report 

was published in Thirteen Volumes; Volume II, coordinated 

by Herbert Bisno, focused on the function, content, and
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organization of undergraduate education. Material for the 

undergraduate project was gathered from 79 colleges and 

universities; 51 of whom were constituent members of 

C.S.W.E. The material focused primarily on what existed 

at that point in time with some input from practitioners.^

The report concluded that an appropriate goal for 

undergraduate programs was preparation for employment as 

well as for graduate study. The title given the B.A. 

worker was - Social Work Associate. The role of the under­

graduate curriculum was to bring together liberal arts and 

professional education. The project defined four major 

content areas to be included in undergraduate curriculums - 

socio-cultural basis of social work, group basis of social 

work, social work and the functioning of individuals, and 

the components of professional social work. The acceptance 

of these content areas, the planning of appropriate learn­

ing experiences and evaluation by educational institutions 

and the profession would legitimize both the programs and
hthe Social Work Associate.

In regard to employment, project participants viewed 

current practice in the field as the basis for their con­

clusions. They found that much of the direct services to 

clients were carried out by persons without specific social 

work training. Employment decisions in agencies were often 

made on the basis of expediency. In addition, there were 

no national standards for differentiating social work and 

non-social work functions. This caused great difficulty
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for the researchers in their attempt to set limits or 

boundaries for practice in regard to workers from under­

graduate social work programs. They concluded that, "at 

the very least, the student who takes the proposed under­

graduate program of social work education should be much 

better prepared than a student without such preparation to 

be employed in social work."^

The undergraduate project as part of the larger curri­

culum project recognized the viability of undergraduate 

education for social work, at least from the point of view 

of undergraduate educators. The study itself and the 

conclusions reinforced the semi-professional status of the

B.A. worker. The variety of employment practices in the 

field underscored the attitude that only graduate workers 

were professional workers. The greatest number of programs 

studied were housed in departments of sociology with the 

result that course offerings were limited by other than 

professional standards. Autonomy as a pre-requisite for 

professional status in both education and practice was 

denied the B.A. graduate.

The Bisno report can be viewed as a beginning in the 

slow but growing realization that the B.A. worker could be 

seen as a professional worker. Social work educators, 

particularly at the undergraduate level, were utilizing 

employment experiences of B.A. workers to help to give more 

focus to undergraduate social work education. Curriculum 

studies also helped to begin the formation of a course of
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study that would lead to what the profession accepted as 

professional practice. The next major study of under­

graduate education was undertaken by Syracuse University 

School of Social Work. In 1969, Syracuse began a study of 

undergraduate education funded by a contract with Veterans 

Administration. The study was a result, in part, of the 

recognition that manpower needs in the system of social 

welfare were growing. It was also an effort to maintain 

standards and professionalism within the field of social 

work. The project, under the direction of Lester Click and 

Thomas Briggs, was an extensive study of undergraduate 

education and the B.A. worker. Educators, organized into 

four task forces, reported on the state of undergraduate 

education in the areas of course content, field experience, 

elective courses and the continuum in social work educa­

tion. The report of the project was published in two 

volumes. Volume II focused on a number of studies dealing 

with the utilization of baccalaureate-level practitioners 

in social work and Volume I examined curriculum offerings 

from a number of undergraduate programs. Suggestions for 

curriculum development were offered to planners with the 

goal of enhancing the professional competence of B.A. 

workers. The study was a blending of what B.A. workers 

were actually doing in the field and how practitioners 

viewed their competence with what the goals of educational 

programs should be in terms of practice and educational 

concerns. The study indicated B.S.W. workers were involved
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in more direct service activities than M.S.W. workers and 

that supervisors judged their work to be of high quality.^

During the time the Syracuse study was in progress, 

two developments took place in the field - N.A.S.W. opened 

its membership to B.S.W. graduates from C.S.W.E. approved 

baccalaureate programs and C.S.W.E. began to strengthen 

standards for undergraduate programs. This move on the 

part of C.S.W.E. led to the promulgation of standards for 

the accreditation of Baccalaureate Social Work Programs in 

1974.

The Syracuse study was one of a number of manpower 

utilization projects undertaken in the 60's. The combined 

results signified the coming of age of the B.A. worker. 

Although the graduate of a baccalaureate program had gained 

status in the eyes of the profession, there were issues 

still to be resolved. One crucial issue was the lack of 

consensus by agencies that the B.S.W. graduate had social 

work skills and knowledge superior to those of B.A. workers 

from other disciplines. Many graduate schools of social 

work viewed the growth of B.S.W. programs with dismay.

They saw the movement as weakening the professional status 

of the M.S.W. degree.

The changes that occurred in both practice and educa­

tion during the 60's were instrumental in the establishment 

by C.S.W.E. of two task forces in 1972 - one on social work 

practice and education, the other on structure and quality 

in social work education. In 1976 C.S.W.E. issued the
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ings. The policy statement from the task force on struc­

ture and quality began with the words, "There are two entry 

level professional degrees: the baccalaureate and the

masters."^ These words and the recommendations that 

followed served to reinforce the professional status of the

B.S.W. graduate. Accreditation of undergraduate programs 

had been a reality for two years; a reality that graduate 

programs were beginning to recognize in their curriculum 

planning.

The Task Force report cited the baccalaureate degree 

as the first professional degree and stated, "the curricu­

lum should include a required core of professional know­

ledge, skills and attitudes and content in basic supporting
g

disciplines. They differentiated the graduate degree pro­

gram as one which consists of specialized education. It 

seemed natural to confer responsibility for the core to the 

undergraduate programs, and this occurred - but the task 

force also took into consideration the considerable number 

of students who would enter an M.S.W. program without the 

"core". For those students, graduate programs might also 

offer the requisite core of social work education. A 

minority report appended to the study's report suggested 

the baccalaureate degree as the generalist degree, and that 

suggestion became an important point of focus for many 

undergraduate programs. The B.S.W. became a "generic” 

degree and B.S.W. programs trained generalist social
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workers.

C.S.W.E. accreditation standards provide a broad guide 

for program planners to follow. The expectation of a core 

body of knowledge is implied in the standards. Certain 

content areas were required of an undergraduate program 
such as:

Knowledge of people as individuals and as members 
of families and other groups and as members of 
organizations and communities. Knowledge of the 
relationships among human biological, social, psy­
chological and cultural systems in addition to 
content in cultural, racial and ethnic diversity.

Knowledge of the philosophical, historical founda­
tions of social welfare systems and content that 
enables students to analyze programs, policies 
and issues.

Knowledge of social research and an understanding 
of its application to practice.

Knowledge of social work practice with people as 
individuals and as members of families, small 
groups, organizations and communities.9

In addition to the above content, C.S.W.E. required 

that students have an opportunity to practice their skills 

in a field setting. . Agencies had to be chosen with care 

and supervision was expected from both the college and the 

agency. In earlier standards, a minimum of 300 hours was 

stated; in the 1984 revision, a program was expected to 

describe fully the field program and no minimum number of 

hours was stated.

The 1984 revised standards also stated, "the bacca­

laureate is the first level of professional education for
10entry into the profession." Curriculum content was
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described as the professional foundation. According to

C.S.W.E., B.S.W. programs should emphasize direct service 

to clients and that students be prepared for generalist 

practice. The standards do not suggest autonomous practice 

for B.S.W. graduates. The focus seems to be on educating 

an individual who understands client problems and the human 

environment, one who can act as a broker of service. The 

B'. S.W. worker is a general practitioner, a direct service 

worker whose services to clients must be supervised, 

preferably by the M.S.W.

A curriculum study that had a great impact on under­

graduate social work programs was begun by West Virginia 

University in 1975. The project, funded by the then 

Department of Health, Education and Welfare, published its 

findings in 1978. The project's purpose was two-fold - to 

strengthen curriculum building and to engage social work 

practitioners in curriculum planning. The final outcome of 

the project was to identify ten competencies that every 

student graduating from a baccalaureate program should 

have. They are:

1. Identify and assess situations where the rela­
tionship between people and social institutions 
needs to be enhanced, initiated, restored, 
protected or terminated.

2. Develop and implement a plan for improving the 
well-being of people based on problem assessment 
and the exploration of obtainable goals and 
available options.

3. Enhance the problem-solving, coping and develop 
mental capacities of people.
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4. Link people with systems that provide them with 
resources, services and opportunities.

5. Intervene effectively on behalf of populations 
most vulnerable and discriminated against.

6. Promote the effective and humane operation of 
the systems that provide people with services, 
resources and opportunities.

7. Actively participate with others in creating 
new, modified or improved service resource 
opportunity systems that are more equitable,
Just and responsive to consumers of service 
and work with others to eliminate those 
systems that are unjust.

8. Evaluate the extent to which objectives of 
the intervention place were achieved.

9. Continually evaluate one's own professional 
growth and development through assessment of 
practice behaviors and skills.

10. Contribute to the improvement of service
delivery by adding to the knowledge base of 
the profession as appropriate and by support­
ing the standards and ethics of the 
profession.11

Input from practitioners was an important component of 

the project; input far greater than had previously been 

attempted in curriculum studies. That fact, plus the 

extent of federal funding, had significance for the B.S.W. 

worker. Professional social workers in the field had begun 

to accept the B.S.W. into their ranks. Program planners, 

with the help of practitioners, had begun to express 

expectations in terms of what a B.S.W. worker should do in 

addition to what they should know.

The skills implied by the competencies such as assess­

ment, treatment planning, brokering services, and advocacy 

were skills of a general practitioner. The study empha­
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sized the belief within the profession that the B.S.W. was 

the first-line worker with generic skills. The focus, 

then, for baccalaureate programs was to build curriculums 

to meet those expectations. Many of Pennsylvania's under­

graduate social work programs utilized the project's find­

ings to modify and improve their social work curricula. 

College Misericordia was among them.

In 1976, the University of Montana implemented a 

competency-based curriculum in its undergrsduate social 

work program. The modification of their curriculum deve­

loped over a two-year period during which the planner took 

into consideration the program's service area needs as well 

as the growing expectation among social work educators for 

accountability. Their program focus was to prepare B.S.W. 

workers who had a generalist problem-solving orientation. 

They expected their graduates to face a variety of problem 

situations while in practice and, therefore, needed to 

possess competencies that were broadly based. Their curri­

culum study resulted in a modification of their program and 

the addition of an exit examination for social work stu­

dents in which they were expected to demonstrate certain 

skills. College Misericordia adopted and modified that 

examination for use in their program. The Montana exper­

ience emphasizes the generalist focus for undergraduate 
12education.

Pennsylvania State University's social work program 

has utilized both the Montana and the West Virginia studies
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to organize their curriculum around a competency based 

model. In a recent paper, Gelman and Wardell articulated a 

set of "exit competencies" they expected their students to 

have acquired. They are related to the ten competencies 

listed in the Baer and Federico 8tudy. This is another 

example of undergraduate program support for a generalist 

focus. The competencies clearly set down the skills 

necessary to approach and help solve a wide variety of

individual and social problems. Intervention by the B.S.W.
I

worker is seen as the initial step in the treatment process

and often ends as the worker links clients to other service
1 3delivery systems.

Accreditation of undergraduate social work programs 

led to dilemmas regarding the continuum in education and in 

practice. Gwen Andrew proposed a schematic approach 

founded on four propositions based on the definitions of 

practice, learning hierarchies, strategies, and organiza­

tional arrangements. She suggested that educators sort out 

the concepts necessary to practice as her first proposi­

tion. Secondly, clients had a right to a treatment plan at 

their point of entry to service. Her approach emphasized 

the importance of M.S.W. competence for the intake worker, 

a somewhat different view from the above mentioned 

competency-based studies. Her third proposition suggested 

that learning is hierarchal - simplest concepts could be 

taught at the first level (BSW) and then incorporated into 

more complex concepts and principles at the M.S.W. and
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Ph.O. levels. Her final proposition stated the view that 

practice methods should be the major determiner of the 

theoretical concepts to be included in the curriculum. In 

her analytic schema, she suggests several practice concepts 

relevant to the BSW worker - Evaluation of need, Resource 

seeking, Referral advocacy and Support. In practice, she 

underscored the idea of a team approach wherein the MSW 

worker would take major responsibility. Her approach 

suggests that undergraduate education provide a foundation 

upon which higher levels of social work can build. She 

does not deny the implication of the BSW worker as a gen­

eralist; she emphasizes the need for close supervision of
14the beginner as she describes the BSW worker.

Constable wrote of the change in focus at the under­

graduate level once accreditation became fact. The bache- 

lot's level programs changed their focuses "from pre­

professional to professional and their purpose to that of
1 5preparation for practice." He described the curriculum 

content as generic and therefore useful in describing the 

foundation knowledge for all levels of social work educa­

tion. It allows social workers the opportunity to practice 

in a variety of fields and is indispensible as a base for 

specialization. The generic knowledge base provided the 

core content for curriculum building at the undergraduate 

level and prepared the BSW worker for a variety of tasks in 

the field and for advanced standing in MSW programs. The 

focus for undergraduate education continues to emphasize
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16the generic approach.

A pilot project undertaken at the College of New 

Rochelle defined a number of ta8ks and competenciea expect­

ed of undergraduate 80cial workers to enhance the linkage 

between BSW and MSW programs. Tasks were identified as 

"role clusters" and practice utilizing certain roles was 

often a progression of tasks. The functions as role clust­

ers viewed as most appropriate to the BSW worker were those 

of Broker, Care Giver, Advocate and Outreach Worker. One 

of the differences between the graduate and undergraduate 

student was the ability to understand the dynamics of a 

situation and to master more complex tasks. The graduate 

student appeared to have a higher level of competence in 

those areas as well as in research and supervision of other 

workers. The study reinforced the view that certain roles 

such as broker and advocate are clearly seen as roles which 

the BSW can carry out effectively.^

In an article describing a design for incorporating 

human behavior in an undergraduate curriculum, Guidry 

states, "if the expectation is preparation for generalist

practice, then the education to meet that expectation
18should be generalist also." Curriculum design needs to 

take account of the profession's expectations of the BSW 

worker. They are neither therapists nor specialists, but 

rather practitioners competent in the problem-solving 

approach to client intervention. BSW workers need a wider 

range of knowledge than the specialist in order to work in



49

a variety of settings. They are expected to understand the 

inequalities and stre8ses of social life as well as the 

problems and crises of the life cycle. Guidry further 

cited the need for the generalist worker to understand the 

mechanisms of change, both planned and unplanned, and how 

they effect human behavior. She proposed a broad founda­

tion of learning in human behavior as essential to the BSW 
19worker.

Dinerman recently cited the lack of continuity between 

BSW and MSW curricula. The expectation for a non-redundant 

educational continuum has not been met. In her view, we 

have not delineated the roles and tasks of the MSW from the 

BSW worker. She sampled 56 BSW and MSW programs to inves­

tigate the curricula content currently offered in those 

schools. There was great diversity among BSW as well as 

MSW programs even though the programs were accredited and 

followed the guidelines set down by CSWE. MSW programs 

tended to focus on social welfare and an analytic approach, 

.whereas BSW programs focused on values and the profession 

of social work. Practice courses in BSW programs described 

as generic, also varied, with most emphasizing casework or 

employing a casework approach. Dinerman's study indicated 

that entry-level social workers may be more competent in 

some areas than graduate level workers. BSW programs build 

upon a liberal arts base which guarantees the BSW student 

will have a broad social science base. Her findings 

implied the BSW worker was able to assess situations and
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help in a variety of problem areas and that the undergra-

duate programs were oriented to a generalist approach to

social work. She concluded that the profession must take a

harder look at educational programs and clearly define the

"core" if there is one. If BSW's work at the client-facing

level in public agencies, then those tasks and roles should
20help to shape the'content of practice courses.

According to Michael Kolivzon, the most recent Curri­

culum Policy Statement (CPS) from CSWC has created several 

dilemmas for curriculum planners. The Policy Statement 

clearly provides for a professional foundation to be pro­

vided in both BSW and MSW programs. This foundation or 

core became, very quickly, the focus for undergraduate 

programs. Where better to provide a group of foundation 

courses than at the baccalaureate level? The more than 

three hundred baccalaureate programs quickly assumed their 

task was to provide this foundation knowledge and skill 

clusters to their social work students. Since many stu­

dents enter MSW programs without a BSW degree, the core 

must also be provided at that level. Kolivzon describes 

certain dilemmas - one that there is great ambiguity within 

curriculum guidelines; another is found in the plethora of 

terms such as "generalist," "specialist," "core," "base" 

and "professional foundation". Each carries a different 

meaning and planning, particularly for specialization, 

becomes very difficult. The CPS requirement of a profes­

sional foundation implies an extremely broad area of
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knowledge and skills, one that MSW programs find difficult 

to provide. The emphasis on curriculum building has been 

on a continuum or vertical sequencing of content. Kolivzon 

suggests we must also develop horizontal integration of 

content and learning experiences as a method of utilizing 

in8tructional resources and tracking students interested in 

specialization. Vertical sequencing of social work curri­

cula has provided the current focus for undergraduate pro-
21grams on providing the professional foundation content.

Although the broad-based generalist model for under­

graduate education focuses primarily on general practice, 

undergraduate programs do offer special training in speci­

fic fields of social work. The community needs that con­

stitute the environment within which a program resides 

often act as incentives to offer these specialties. Rural 

social work is a case in point. Many programs throughout 

Pennsylvania reside in or are contiguous to rural areas and 

their students are placed in agencies dealing with rural 

populations. The most current Curriculum Policy Statement 

(CPS) from CSWE states as a requirement that undergraduate 

programs build upon a strong liberal arts base in addition 

to providing the professional foundation knowledge. 

Martinez-Brawley cites the CPS as creating the incentive to 

design curricula that is interdisciplinary in nature. She 

describes interdisciplinary as referring to the contribu­

tions other disciplines and fields can make to social work 

offerings. She uses rural social work as an example of a
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specialty that draws upon an interuisciplinary body of

knowledge. Rural social work is oriented to generalist

practice; its nature leads to practice by problem areas.

The knowledge base needed for practice in that field is

related to the body of knowledge delineated by social work,

for example - cultural anthropology, rural sociology, etc.

Although the focus for undergraduate social work curricula

continues to be generic, a specialty such as rural social

work, which can be described as a generalist practice, fits
22in well with BSW curricula.

Anderson has proposed a generic model that provides a

framework for BSW curriculum planning. In his description,

he defines a number of terms he feels have led to confusion

in defining the focus for entry level professionals:

Generic refers to the elements of social work that
are characteristic of all social workers .........
Generalist refers to the social worker's knowledge 
and skills for practice. Unlike the specialist, 
the generalist has a wide range of knowledge, 
methods and skills to bring to bear in social work 
situations . . . .  Direct service refers to specific 
activities in which social workers help consumers 
directly . . . .  Indirect services, on the other 
hand, focus on the institution of social welfare . .
. . include planning, program development, etc.23

He concludes that entry level social work may be
24described as "direct-service generalist practice.” Focus 

flows from social works purpose and function - to bring 

together needs with resources and to mediate. Therefore, 

the role of the worker is to provide services that match 

people's needs. In Anderson's model, the worker must be 

able to assess the problem situation, and the client in



53

setting goals, and help the client reach those goals. The 

worker must acquire assessment, communication and problem­

solving skills and be able to integrate the knowledge 

gleaned from the professional core and liberal arts base. 

The BSW worker in Anderson's view is a generalist and the

undergraduate curriculum must prepare the student with an
2 5 'integrated, yet broadly-based, curriculum.

Pincus and Minahan described the focus of social work

practice as the "interactions between people and systems in
26the social environment." The purpose of social work is 

to ameliorate the distress clients might feel from life 

situation problems utilizing the strengths and goals of the 

client. Social problems that individuals face can arise 

from a number of areas that include conducting life tasks 

and interacting with resource systems. Worker's tasks 

include problem-solving, delivery of concrete services, 

linking clients with resources and, in some instances, 

acting as agents of social control. Pincus and Minahan 

refer to practice methods, but their approach has implica­

tions for other areas of the curriculum. In order to 

interact with systems, one must have knowledge of organiza­

tion theory, human behavior, social policy planning plus 

others. Although they use a general systems approach to

practice and refer to the worker as a change agent, their
27ideas parallel the generalist approach cited by others.

Several studies have looked at specific parts of the 

social work curriculum to determine whether a clear separa­
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levels. A recent study by Michael Siepel viewed policy 

course content of both BSW and MSW programs. The purpose 

was to see whether specific knowledge and skill-building 

differed at each level of social work education and what 

linkages existed between those levels. He hoped to clarify 

curriculum building for future planning. Study findings 

indicated no agreement among educators in regard to appro­

priate policy content, and therefore it becomes difficult 

to make judgements about student competence. He sees a 

part of the problem in the very general guidelines from the 

recent (1984) Curriculum Policy Statement conceived by 

CSWE. Confusion seems to stem from the position that the 

professional foundation is taught at both levels of educa­

tion - BSW and MSW - and no distinction is made for content 

at each level. Expectation is that both levels will pre­

pare the student to be equally competent in regard to the 

professional foundation. Siepel suggests that, since a 

minimum requirement for the student is to understand the 

framework of social policy analysis, then content must be 

similar. Therefore, other areas of the curriculum might 

lend themselves to distinctions in course content. Though 

the focus for the BSW programs tends to be much clearer

than that for the MSW, much work still needs to be done in
2 8designing the continuum in social work education.

Anderson recently wrote in regard to the generic- 

specific issue as it impacts on the continuum in social
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work education. He suggests that the history of curriculum 

planning signifies a direction from generic to the specific 

for both the general focus in social work education and the 

content. Educators at both levels must prepare the student 

to incorporate the professional foundation and be able to 

use that knowledge skillfully, with attention to values in 

practice. The difference may be seen in expected outcomes. 

"The objective of the BSW foundation is preparation for 

immediate practice, while the objective of the MSW founda­

tion is preparation for the concentration or advanced 
29practice." The focus for the BSW program is to teach 

theory in such a way that the BSW worker can translate it 

into principles and skills for direct service practice.^ 

Anderson cites a number of task analysis studies that 

view the role of BSW as case managers; a role that requires 

a number of skills such as assessment, interviewing, bro­

kering, coordinating and advocacy, skills that are generic 

in nature and basic to all social work practice. He sug­

gests both levels of social work education develop upon a 

single foundation that "includes both generic and specific

competencies for beginning and advanced direct service
31generalist practice." His position ocncurs with the 

ideas of others cited above, that the focus for under­

graduate education is on generalist conception of practice.

He differs somewhat in stating that MSW practice is .also
32generalist practice with a higher level of skill.

Griffin and Eure surveyed 312 BSW programs in an
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effort to identify the content within the professional 

foundation. They found agreement among BSW program direc­

tors and a high degree of consistency within content areas. 

The results indicated that content at the BSW level 

emphasizes

1. an understanding of 80cial policy making and 
the service delivery system;

2. understanding human diversity and the results 
of minority status;

3. skills that enable the worker to assess pro­
blem situations; communicate with the client 
and engage him in a helping relationship;

4. research has less importance at BSW level;

5. values and ethics of professional practice.

It appears that BSW program directors agree that the 

focus for undergraduate education is to prepare a general 

practitioner, one who gives direct service to clients with 

strong professional supervision.^

Summary

The above survey of the literature indicates that the 

tasks and roles BSW workers take on have acted as one of 

the determining factors in specifying the focus for under­

graduate education. The early curriculum studies stressed 

the non-professional status of the BSW worker; a stance 

that was often contrary to their responsibilities in the 

field. Course content was viewed more as general or liber­

al education and preparatory for graduate education in 

social work. In the fifties, schools of social work began 

to take a more rational view of undergraduate education.
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Content on the undergraduate level was seen as preparation 

for a career in social work on a very minimal level. The 

BA worker was viewed as an assistant rather than a free­

standing professional. Ouring the sixties, manpower needs 

provided the impetus for another look at undergraduate 

education. There appeared to be a dearth of workers pre­

pared for positions in social welfare. In addition, BA 

workers were providing direct service to clients and were 

often in supervisory positions after a number of years 

experience in the field. Their educational background was 

varied - from music to physics - few were products of 

undergrsduate social work programs.

The professional organizations - N.A.S.W. and the 

Council on Social Work Education - took steps during the 

late sixties and early seventies to support the idea of a 

professional worker at the BA level. The baccalaureate 

degree from a CSWE approved undergraduate program provided 

admission to the NASW and shortly after CSWE developed an 

accreditation process for baccalaureate programs. Once 

that occurred, a more specific focus could be articulated 

for undergraduate education.

Accreditation of undergraduate social work programs 

spawned a continuing discussion snd debate of several 

issues - the content and sequencing of the professional 

foundation; planning for a continuum in social work educa­

tion, and the locus for specialization. The professional 

foundation provides basic knowledge of the profession, its
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values and skills; it therefore provided a beginning struc­

ture for undergraduate programs. Course content developed 

from the expectations for professional education and the 

tasks deemed appropriste at the beginning level of pro- 

fessional education. The studies that have been carried 

out during the 8eventies and eighties have indicated a 

general agreement among undergraduate social work educators 

about the focus and guidelines for curriculum development 

for undergraduate social work programs. The BSW worker is 

viewed in a number of roles - case manager, advocate, 

broker, problem-solver and teacher. All may be subsumed 

under the heading of a generalist social worker. That 

designation, according to most educators, provides the 

focus for BSW progrsms.

The Undergrsduate Social Work Program 
At College Misericordia

College Misericordia is a four-year liberal arts 

college sponsored by the Sisters of Mercy of the Union. It 

began in 1924 aa a woman's college to provide young women 

of working class background the opportunity to attend 

college. It became co-educational in 1975. Social work 

courses, as electives, were offered within the sociology 

deportment as early as the 1940's. Social work was a 

career option for young women in Luzerne County and many of 

the public agencies hired Misericordia graduates. In 1969 

the college began to plan, in earnest, to develop a program 

in social work and in 1971 they hired a full-time graduate
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social worker as director of that program. The program was 

approved by CSWE in 1974 and accredited in 1975.

In 1980 the social work program supported the findings 

of the West Virginia Curriculum Study and moved to adopt a 

competency-based approach for the curriculum. Program 

objectives and course content were modified to meet, where 

possible, the ten competencies listed in the West Virginia 

study. An exit exam, similar to the Montana Curriculum 

Study Competency Exam, was also adopted as a way to measure 

the competence of program graduates.

The curriculum is organized with a liberal arts core 

curriculum, a social work core, a set of social work elec­

tive courses and a field instruction sequence.

The liberal arts core curriculum consists of the 

following courses:

Anthropology 3 credits
Art 3 credits
English Composition 3 credits
English Literature 6 credits
History 6 credits
Mathematics 6 credits
Music 3 credits
Philosophy 6 credits
Political Science 3 credits
Religious Studies 6 credits
Science 6 credits

Total 54 credits

The student may choose among a number of offerings 

within History, Literature, Mathematics and Religious 

Studies. The core is expected to provide a solid liberal 

arts foundation upon which the social work core is 

designed.
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The social work core consists of:

Psycho-Social Foundation:

Introduction to Psychology 
Social Problems 
The Family 
Cultural Minorities 
Maladaptive Behavior 
Adaptive Behavior

Social Work Policy Sequence:

Introduction to Social Welfare 
Social Welfare Policies and Services

Social Work Practice Sequence:

Communication Skills
Social Work Methods and Processes I and II

Research:

Basic Statistics 
Research Methods

Field Instruction:

Community Service 
Junior Field Instruction 
Senior Field Instruction

The student is also required to choose two social work 

elective courses from a cluster of eight that are offered 

every year. These are usually taught by practitioners from 

the surrounding community.

The Junior field instruction course consists of two 

days per week for one semester. The Senior field instruc­

tion requirement may be fulfilled by a concurrent placement 

of two days per week for two semesters or a modified block 

placement of four and one-half days per week for one 

semester. Program faculty view the senior field experience 

as a culminating experience in which students have the
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opportunity to utilize theoretical concepts as they sharpen 

practice skills. Each student in field attends a field 

seminar that meets once a Meek; its purpose is to help the 

student integrate theory with practice and provide an arena 

which adlows them a link to the program.

The program expects to graduate an individual whose 

educationsl experience has been broadly conceived rather 

than specialized; an individual prepared to practice social 

work in a variety of settings. That expectation provides 

the focus for College Misericordia's social work program - 

to prepare the generalist social worker.

This chapter has dealt with the idea that there is a 

focus for undergraduate education - to prepare an indivi­

dual to enter professional practice who is able to help any 

number of different client8 solve a multitude of problems. 

What is implied is that worker must have the maturity and 

self-assurance to take on professional practice. There is, 

unfortunately, nothing in the literature that suggests an 

andragogical approach to instruction might enhance the 

worker's ability to be self-assured and able to make judge­

ments. Andragogy is premised upon the notion that partici­

pation by the learner enhances the learning process and 

reinforces the self-directing independent characteristics 

of the learner. The intent of this project was to utilize 

an andragogical approach to instruction in an effort to 

test that approach's efficacy for undergraduate education.
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This project mbs an exploratory study intended to pro­

vide, through a descriptive process, new insights in regard 

to andragogical theory. The project utilized an andrago- 

gical approach to instruction within a baccalaureate social 

work program. The goal - to compare the experience of 

senior social work students who participated in the project 

with Malcolm Knowles' assumptions and descriptions of adult 

learners. The intention was to build upon the andragogical 

model designed by Knowles and others and provide material 

for further study.

In keeping with andragogical theory, there are certain 

assumptions upon which the project was structured. First, 

the assumption that the senior student has passed through a 

life development process from "old" adolescent to young 

adult during the first three years in college. Second, 

that seniors are knowledgeable through their field exper­

iences of the current methods of prsctice and areas of 

interest within the professional community. That under­

standing coupled with their first-hand knowledge of the 

program curriculum allowed them to make effective and 

valuable contributions to their own educational goals. 

Third, as seniors preparing for the job market, they have 

specific needs that might not be addressed within the 

social work program curriculum. In the past, the planning 

and implementation of the curriculum conformed to a peda­

gogical approach to learning. This project, in its intent 

to share educational planning with students, was a depar-
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ture from the faculty-directed, subject-centered curriculum 

development process that was found useful in the past. 

Utilization of an andragogical approach takes into account 

the contribution the adult student can make to his/her own 

educational planning as individuals and in a group. Pro­

gram faculty expected the benefits espoused by andragogical 

theorists to accrue to both students and the social work 

program. A long-range goal was to utilize project findings 

in modifying the on-going curriculum planning process and 

the design of specific courses.

The design and implementation of this project fell 

within a limited time period of three semesters. Project 

objectives may be stated as follows:

1. To stimulate interest in an andragogical 
approach to educational planning.

2. To provide information in regard to a faculty/ 
student participative planning process.

3. To provide information about the practical 
application of andragogical theory.

4. To explore the potential contributions under­
graduate students may make to curriculum design.

3. To test the efficacy of an andragogical model 
as a framework for continuing student parti­
cipation in curriculum design.

To achieve those objectives, the program design 

included the following:

1. Implementation of a preliminary planning
process that will explore and compare educa­
tional goals selected by faculty with those 
selected by students.
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2. Implementation of a participative planning 
proce88 within a senior seminar that will 
utilize Knowles' Process Model design.

3. Assessment of the planning process as it 
unfolds and evolves within the senior seminar.

4. A comparative analysis of our senior social 
work students' experience with the theore­
tical principles of andragogy.

5. An outcome evaluation of student performance 
that will include student self-evaluations, 
instructor and faculty evaluations.

Project Setting
The locus for this study was the senior field instruc­

tion seminar, a course required of all seniors who are 

enrolled in a field practicum. The senior field require­

ment is met by one of two field options - a concurrent 

placement of two days per week for two semesters or a block 

placement of four and one-half days per week during the 

Fall Semester. The senior student must also complete a 

competency exam - a series of eight papers that draws 

material from his/her practice experience and from prior 

coursework. Because of the more demanding nature of the 

block placement, in terms of time, most students choose a 

concurrent placement. The field practicum is viewed as one 

of the principle means for reinforcing and integrating the 

academic curriculum, and the field seminar is looked upon 

as the vehicle for enhancing those processes. In addition, 

the seminar is expected to enhance that transitional pro­

cess the students go through - from student to 

practitioner.
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In order to meet those expectations, it mss felt 

essential to keep the seminar group small in number. That 

was done by dividing the senior field students into two 

seminar groups. For the past several years, seminar en­

rollment has fluctuated between six and nine, paralleling 

our senior enrollment that has ranged from twelve to eigh­

teen students.

The seminar instructor's tasks have been to plan 

learning strategies for the seminar, act as liaison to 

agencies and to monitor the students' progress toward com­

pletion of the competency exam. The instructional approach 

was pedagogical in that the instructor planned learning 

goals, designed learning activities and determined the 

students' final grade. Evaluation of the students' perfor­

mance in the agency and seminar was based on criteria and a 

weighted scale that had been created by social work program 

faculty. The seminar outline spelled out field require­

ments, course objectives and provided students with a 

format to follow for seminar discussions in addition to 

describing the nature of those discussions.

As the setting for this project, the seminar differed 

from previous seminars in two distinct ways. The role of 

the instructor changed from a directive to a facilitative 

role, and that of students from passive to self-directed 

learners. In effect, students took an active role in 

decisions regarding their learning goals, the means to 

reach them and the strategies for evaluation. The sub-
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stance of the seminar also differed since students shared 

in the determination of what took place. A major concern 

was to structure the seminar to enhance the role of stu­

dents and instructor. The expectations were that students 

viewed the instructor as a resource and that they were 

comfortable in their planning roles.

The model chosen to be followed in structuring the 

seminar was Malcoln Knowles' Process Model, a model design­

ed for the self-directed adult learner. It is premised on 

certsin assumptions about the adult learner that might be 

described as follows:

1. As individuals mature, they develop the capa­
city for independence that leads to -

2. A need to be self-directing and autonomous.

3. An adult's life experience may be viewed as 
an educational resource that can be shared.

4. Adults, by virtue of their life cycle roles, 
have specific educational needs directly 
related to those roles.

3. Adults' first priority in education is the 
acquisition of skills that are competency- 
based and useful for current life needs.1

The principle elements of Knowles' Process Model that 

will provide the framework for the seminar design are:

1. Creation of a learning environment that is 
non-threatening and flexible.

2. Development of structures that encourage 
participation of seminar members.

3. Establish means of identifying learning needs.

4. Promote the development of learning goals.

3. foster the development of learning experiences.
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6. Establish the context for acquisition of skills 
and competencies.

27. Stimulate the design of evaluative strategies.

The model stresses the development of a participative 

process between student and instructor - there is mutual 

sharing throughout. Knowles views the educational climate 

as a crucial factor in promoting learning. It must convey 

the notion that the individual student is of primary impor­

tance; learning, therefore, revolves around his/her needs. 

It is a process model in that the instructor sets the stage 

for learning, but does not plan the content. The model 

implies movement that is on-going and in one sense never- 

ending since learning continues to occur throughout life. 

Plan For. Implementation

The project began during the 1985 Spring Semester.

The first part may be described as a preliminary planning 

phase in which senior social work students and social work 

faculty were asked to participate. They were organized 

into two separate planning groups - their task to select 

and conceptualize educational goals for the senior field 

seminar. This part of the project extended over a period 

of approximately eight weeks, during which time the groups 

worked independently. Preliminary discussions with the 

faculty suggested the number of meetings needed to complete 

the task differed for each group. The decision was made to 

ask the students to meet twice a week for one and one-half 

hours. Faculty met as necessary, during the same time
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period; as expected, three meetings sufficed.

The instructor's function in both groups mss to act as 

facilitator and observer. As the student group progressed, 

the expectation was that leadership would emerge from 

within the group so that, eventually, input came primarily 

from students. The facilitator helped the student group 

focus their discussion and acted as a resource. The faci­

litator's role in the student group differed somewhat from 

that with faculty, as the plan was to participate more 

actively with students. Each group carried out its task 

with as little input from the other as was possible given 

the circumstances.

The second part of the preliminary phase consisted of 

several combined meetings. Both groups came together to 

share their ideas and to negotiate, where necessary, a 

final list of educational goals. The expectation was that 

these goals would reflect student needs more accurately 

than wa8 the case in the past. Student participation in 

planning learning goals also reflected an andragogical 

approach to instructional design. The final educational 

goals and the information gleaned from an assessment of 

this preliminary phase provided a base from which the next 

phase of the project was implemented.

Findings from the preliminary phase were incorporated 

in the two-semester field seminar scheduled for the 1985-86 

academic year. The structure and organization of the 

seminar followed Knowles' Process Model to allow students a
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share in planning for their own educational experience8. 

Participation in developing the seminar included mutual 

assessment of learner needs, formulation of educational 

objectives, selection of learning formats and activities, 

and development of self-evaluation strategies. Educational 

goals articulated by students and faculty during the Spring 

'85 semester were shared with seniors during the first few 

meetings of the 1985 fall seminar.

The fourteen weeks of the fall Semester during which 

the seminar met were divided into three time periods. A 

tentative plan allowed four weeks for students to explore 

and plan educational objectives; seven weeks for imple­

menting learning activities and three weeks for students to 

review their progress in meeting educational goals and to 

begin the task of planning for the Spring 1986 field 

seminar.

Following the semester break, students were asked to 

resume the tasks of review and re-diagnosis of educational 

needs. The project continued until students articulated 

concerns more closely linked to careers than to academic 

needs. For example - requests for job interviewing skills 

constituted movement toward careers and the job market.

When that point was reached, the final project evaluation 

took place.

Data Collection and Evaluation Procedures
As stated above, the focus of this project was to 

explore the utility of an andragogical approach to instruc­
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tion. Evaluation included a description of the processes 

that occurred throughout the project and an assessment of 

the final effects. During the program phase, evaluation 

essentially involved formative strategies, described by 

Scriven and others as those assessments made during opera­

tion of a program or project.^ Students, as participants, 

made assessments at certain intervals during the project, 

and the facilitator, as an observer-participant, described 

the processes that occurred and compared them to andra­

gogical theory.

In an attempt to evaluate outcomes, both students and 

faculty made final assessments. There was no attempt to 

measure causal relationships or to generalize the findings; 

instead, outcomes were descriptive in nature. Students 

made assessments of their own progress toward reaching 

educational goals. In their final evaluation, information 

was gathered about whether their participation in planning 

learning goals and activities enhanced their learning. The 

final evaluation by faculty was a collaborative effort 

undertaken by the three full-time social work faculty 

members. As the project came to an end, they met a number 

of times to discuss their perceptions of student perfor­

mance. Their judgements took into consideration the field 

evaluations submitted by agency field supervisors and the 

students' written competency papers. Discussions also 

included subjective impressions based on student/faculty 

interactions during their final year on campus. As the
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description in Chapter II indicates, College Misericordia's 

program is small and there is frequent contact between 

faculty and students. This contact seems to intensify 

during their final semester as students prepare to gra­

duate. In addition, all three faculty have contact in the 

classrooms. The other two social work faculty team-teach a 

required senior course that is given in the Spring Semester 

and the Project Facilitator has responsibility for the 

senior field seminar (the setting for this project). Dis-* 

cussions in regard to students focused on what is believed 

to have been the effects of an andragogical approach to 

teaching on their performance. In a limited sense, the 

group of students, who participated in the project, were 

compared to previous groups. Faculty and students both 

view the senior field experience as an important component 

in their development as professional social workers. Their 

performance in the field is a function of their ability to 

operationalize theoretical concepts. It is also the arena 

where it is hoped they will develop other qualities such 

as:

*a sense of responsibility for their own actions;

♦the ability to be self-directing and autonomous;

♦the ability to make decisions independently.

The project's intention was to enhance the development of 

those qualities by sharing with students the responsibility 

for their own learning. The judgements made as the project 

ended included a consideration of that intent.
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Monitoring and Evaluation Procedures
A number of methods were employed to gather and assem­

ble relevant data. They included tape recordings of plan­

ning sessions, logs of observations of the investigator, 

attendance records, and group discussion records. Tape 

recordings were utilized to review the extent and quality 

of student's participation in planning sessions that took 

place during the 1985 Spring Semester. Faculty planning 

sessions and the combined faculty/student sessions were 

also recorded on tape. These plus the logs of observations 

kept by this investigator were used to describe the pro­

cesses by which learning goals were explored and finalized. 

An analysis of those processes as they compare with andra­

gogical theory were monitored and described in Chapter IV.

Monitoring measures continued during the second part 

of the project that began in the Fall 1985 Semester. Logs 

were kept of each session of the field seminar. Taping was 

used selectively during this time. The logs, written 

directly after each session, documented the investigator's 

observations of group processes, attendance and participa­

tion of students. Materials designed by students as part 

of learning formats also became part of the record-keeping. 

A primary focus for collection of data was to gather infor­

mation relative to the students' experiences as they 

planned educational goals, designed learning activities, 

and chose evaluation strategies. This material provided 

the data base for the analysis of the processes as they



77

occurred over the life of the project. The intention was 

to compare what occurred during the seminar with the pro- 

cesses and expectations that have been described by andra­

gogical theorists.

Students' first task in the Fall '85 was to plan edu­

cational goals. As that task ended, a questionnaire was 

administered to elicit students' perceptions of the plan­

ning process (see Appendix A). The questionnaire was 

designed to generate information related to Knowles' Pro­

cess Model (described on p. 10). The questions were both 

closed-ended in that they limited responses to yes - no - 

or somewhat and open-ended to the extent that respondents
Awere also given the opportunity to comment. The following 

issues were explored:

1. Students' perceptions of the seminar environment.

2. The nature of their participation in the 
planning process.

3. Their views in regard to the educational goals 
that were chosen.

As the Fall Semester ended, students were asked to 

respond once again to a questionnaire (see Appendix B).

The intent was to allow students to judge the extent to 

which the seminar was of benefit as a learning experience. 

Questions were open-ended to allow a free-flowing response 

from students.^ They responded again to questions about 

the learning environment and seminar members' participa­

tion. In addition, they were asked if learning activities 

were related to their experiences in the field and if
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certain aspects of the seminar were helpful to their pro­

fessional growth. They were also asked to review the edu­

cational/professional goals that they developed and to rate 

their progress toward reaching them. That process allowed 

them to review and evaluate the substance of the seminar 

and to begin planning for the following semester. This is 

in keeping with the principles of Knowles' Process Model in 

that learners re-diagnose learning needs as an important 

part of the dynamics of learning.^

As mentioned, planning for the Spring Semester began 

as part of the evaluation process in the Fall and continued 

as students met again in January. They had an opportunity 

to review what had been accomplished and to identify learn­

ing needs for the Spring Semester Seminar. The facilitator 

continued to facilitate these processes and to provide 

information and help in carrying-out learning activities. 

The field seminar as a regularly scheduled course continued 

until the last week in April; the project ended as students 

articulated learning needs that linked them to the job 

market. At that point, students and faculty were asked to 

complete the evaluation.

The faculty's final evaluation procedure has been 

described above. Students conducted a self-evaluation in 

which they were asked to rate themselves as well as the 

seminar. A questionnaire was administered to students; so 

designed to enable them to respond freely and fully (see 

Appendix C). Questions related to their efforts in plan­
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ning a seminar and how it was helpful to their own educa­

tional progres8. They were asked to assess their progress 

in relation to the educational goals they developed and to 

assess their own confidence and competence as practition­

ers.

The evaluation of this project over time is described 

in Chapter IV. Outcomes of the evaluation processes are 

explained in Chapter V; conclusions and implications in 

Chapter VI.
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IMPLEMENTATION
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This chapter describes the processes that evolved 

during the implementation of this project. It includes an 

analysis of the relationship of those activities to andra- 

gogical theory. There were two stages to this project - 

the first, a pilot study carried out during the Spring,

1985 Semester and the second, a year-long seminar encom­

passing two semesters - Fall, 1985 and Spring, 1986. The 

time phases are depicted in the following charts:

TINC CHART - SPRING SEMESTER, 1985 

Goal Planning With Students Faculty Planning Sessions 

Session 1-January 30, 1985 

Session 2-February 4, 1985 

Session 3-February 11, 1985 

Session 4-February 13, 1985 

Session 5-February 18, 1985
f

Session 6-February 20, 1985

Session 7-February 25, 1985 Session 1-February 25, 1985

Session 8-February 27, 1985 Session 2-February 26, 1985

Session 9-March 4, 1985 Session 3-March 1, 1985

Combined Faculty/Student Planning Sessions 

Session 1-March 6, 1985

Session 2-March 8, 1985

There were several reasons for engaging in a pilot 

study. First, was the expectation of utilizing an andra­

gogical approach with students in a year-long field seminar 

during the 1985-86 academic year. The intention was to 

utilize the knowledge gained from the pilot study in that
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endeavor. Second, the social work faculty was interested 

in knowing how student ideas in regard to educational needs 

would mesh with theirs. A very wide gap between the two 

might discourage an attempt to test-out an andragogical 

approach in the Fall. Third, an intention to compare the 

learning needs articulated by senior students with those 

espoused by adult learning theorists. The latter informa­

tion would also be helpful in the next stage of the 

project.

Knowles and others have described the learning needs 

of adults as different from those of the younger student. 

Life experience, life cycle stage and current roles in­

fluence the educational decisions made by adults. Adults 

develop according to life cycle events much the same as 

children develop over certain crucial periods in their 

lives. For adults to learn, they need to be educationally 

challenged in ways that differ from traditional pedagogical 

ideas. Robinson suggests the "Three R's of Adult Learning" 

are comprised of Relevancy, Relationship and Responsibi­

lity.^ Educational goals and activities must make sense to 

the adult learner, and they must be related to his/her 

current life needs. Most importantly, the adult must be 

allowed to assume responsibility for his/her own learning.

A learning environment designed with those motives in mind

acts as an incentive to the adult who wishes to return to 
2the classroom.

Bergevin states that goals should be realistic and
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attainable. When goals are difficult to attain, the desire 

to learn diminishes. Desired educational outcomes should 

be described as specifically as possible, and they should 

allow for small successes along the way. Achievement then 

becomes the incentive for continued learning.^ This idea 

is reinforced by Verdiun, Miller and Greer who suggest 

that, when goals are difficult to attain, frustration 

results. They believe that the adult student is more indi­

vidually unique than the younger student, therefore, educa­

tional goals and objectives must reflect this uniqueness.

An adult's life experience is a foundation and a starting

point from which learning and the selection of learning
4goals must proceed.

Verner also cites the divergent backgrounds the adult 

learner brings to the learning situation and the need for 

clarity in specifying goals. Since goals are translated 

into learning tasks, they must be functional, as well as 

related directly to the educational needs of the adult.

This can be achieved by allowing the adult student to par­

ticipate actively in planning those goals.^ Knowles, too, 

stresses the need for mutual planning and decision-making 

within the framework of adult education. He places respon­

sibility upon the teacher or facilitator for providing an 

environment wherein the adult feels secure in his ability 

to participate actively. Participation does not end at the 

point where goals have been articulated, rather it contin­

ues throughout the learning/teaching situation from selec-
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tion of goals to evaluation and rediagnosis.^

It is Knowles' description of the characteristics of 

the adult learner and the factors that set him apart from 

the younger student that will provide the standard for com­

parison in this part of the project. An adult's experience 

and the various social roles he performs sets him apart in 

what has been described as readiness to learn. Those 

factors can also be identified as a basis for motivation to 

learn and how one incorporates knowledge best. Practical 

application of knowledge is an essential strategy for the 

adult educator. Adults learn for the "here and now" and 

this, according to Knowles, becomes apparent in their 

educational planning.^

The adult learner has a strong sense of self-direction 

and a clear idea of the path to self-improvement. This 

allows for rational planning of educational goals. It also 

gives the learner a sense of "owning" those goals which 

enhances one's determination to reach them. Another area 

in which the adult learner differs from the younger student 

is in the ability to share experiences as a strategy for 

helping others in the learning situation. Through their 

life experiences and successful social role behavior, 

adults are rich resources in the classroom, and most theor­

ists recognize the benefits to learning that flow from the 

adult student's active participation in the classroom. The 

ideal strategy for the adult educator is to allow a "flow­

ering" of the adult student's ability for self-direction
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Q
and his role as a resevoir of experiential knowledge.

In keeping with the above ideas from andragogical 

theory, the following questions were utilized as standards 

for comparing the educational planning activities of the 

senior Social Work majors:

1. Were students willing to participate actively 
during the planning sessions?

2. Were students able to share their experiences 
in ways that were helpful to goal planning?

3. Were students helpful to each other throughout 
the planning sessions?

4. Did students exhibit the self-directing charac­
teristics described by andragogical theorists?

5. Did students express the need to link learning 
goals to current learning needs?

6 . Were educational goals clearly related to 
current educational and professional needs?

The Participants
Twelve senior social work students and four full-time 

social work faculty participated in the planning sessions. 

The student group was both homogeneous and heterogeneous. 

Homogeneous in that they shared several characteristics - 

they were senior social work majors who share educational 

goals, their cultural backgrounds were similar - middle 

class, white, and they may be viewed as "experts" in the 

task they performed. Expert in the sense that they had, at 

that time, completed all but one of the social work major 

course requirements. They were knowledgeable about the 

social work program and the network of agencies and ser­

vices within the community. They had all completed two
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field requirement during the planning sessions. They were 

in age, sex and life experience a diverse group. Their 

ages ranged from 21-42; eleven were female and one was 

male. Two were married with intact families; one was 

divorced and rearing two children alone. These three were 

adults in terms of their age, the social roles that they 

carry out and in terms of their life experience. Of the 

nine who were single, all were working - two in full-time 

positions and seven part-time in jobs within the field of 

social work. They may be defined as young adults whose 

social roles are not yet as varied as those of the older 

three students, but as individuals who have taken on res­

ponsible adult roles. They were also viewed as adults in 

terms of their self-concepts. Their number, 12, was small 

enough to allow participation from each member, yet large 

enough to allow for occasional absenteeism. The full-time 

social work faculty included three graduate social workers 

(two in doctoral programs) and two psychologists who have 

completed their doctoral studies. One psychologist parti­

cipated in the study; the other was committed to a part- 

time counseling practice and did not have enough free time. 

The Planning Sessions
The student planning sessions extended to nine meet­

ings of an hour each. faculty met three times for an hour 

and a half each time, and there were two combined faculty/ 

student sessions of an hour each.
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Since this would be a totally new approach in the 

field seminar, the students were prepared during the last 

seminar in December (1984) that they would share in plan­

ning educational goals and activities for the Spring sem­

ester seminar. All students in field met as one group 

beginning in January, 1985 for as long as was necessary to 

design the seminar. They were asked to give some thought 

to the planning task and bring their ideas to the seminar 

in January.

The first meeting of the Spring Semester was held on 

January 30. The students had, by that time, returned to 

their field placements. The focus for the first meeting 

was to begin to set the stage for planning, as Knowles 

suggested, in a comfortable, non-threatening environment. 

Students were asked if they had thought about the task that 

had been outlined during the final meeting in the Fall.

Most of them were quite frank about stating they had not 

thought about the seminar during the holidays. Those that 

were not busy with family had worked full-time. There was 

agreement that the holidays were a busy time and a needed 

break in the routine. The planning task was re-introduced, 

students were asked to think about their experiences to 

date in the field and in the classroom. The issue for 

discussion was their educational needs as senior social 

work students. Simply - What would they like to accomplish 

in the field seminar that would cap their academic 

experience.
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One of the students said that she needed to talk about 

her placement; she did not feel that she was doing enough 

or that she was given enough responsibility. She suggested 

that her placement might be better for a junior rather than 

a senior student. The group was asked if they had any 

suggestions for J. to make her placement more productive. 

Several of the students talked about what they had done and 

suggested that J. first might approach her supervisor with 

the problem and frankly ask for more responsibility. This 

led to a discussion of the positive and negative aspects of 

supervision. One of the older students described a situa­

tion that she had faced in her agency for which she felt 

she was unprepared. The other two "older" students men­

tioned that agencies seem to expect more of an older stu­

dent, and this could be both beneficial as well as detri­

mental. It was decided to keep a list of the topics they 

thought were important, and supervision was first on the 

list. Another student said information about field agen­

cies should also go on the list. The others agreed and 

added that the information should be forthcoming in the 

sophomore year - perhaps "by bringing agency people in."

The discussion then turned to course work and several ideas 

about scheduling of courses. The discussion was lively - 

as everyone had something to say about the Research and 

Basic Statistics Courses. Suggestions were for re­

scheduling those courses; the concern was to be able to 

repeat the courses, if need be, prior to the senior year.
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As the seminar ended, the group realized that goals for the 

seminar had not been discussed, rather the discussion 

focused on problems in the field and in specific courses. 

Some solutions had been offered.

Seminar met again on Monday, February A, 1985. The 

discussion was opened by asking if anyone wanted to comment 

on the 1ast session. No one volunteered until one student 

spoke up and asked the facilitator, "What do you think 

about it?" The response was that goal-planning had not 

begun, but that the discussion in the last session was 

important. Several agreed that the previous week's dis­

cussion was valuable - "those were things that must be 

discussed, if not for us, for future students." Attention 

was focused on the task - to share in planning learning 

goals for the seminar and in designing some activities 

related to the goals. One of the students asked for an 

example relative to their needs. Attention was drawn to 

the needs discussed during the previous session. After 

some thought, the group agreed that they were not appro­

priate for a senior field seminar.

The group picked up on one suggestion from last 

session, "bringing agency people in"; discussion focused on 

whether it would be beneficial during a Spring seminar. 

Several felt it should be done during Sophomore year, that 

Senior year was "too late”. One of the students asked if 

anyone was sure of what the profession's expectations of 

the BSW graduate might be. Several then discussed the
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implications of this issue in regard to jobs after gradua­

tion. They began to focus on questions such as, "What 

agencies will hire us" and "What can we do with our 

degrees." They were asked to share the roles in which they 

were functioning in the agency and whether they thought 

that might give them some idea of what they would do after 

graduation. This led to a discussion of the kinds of roles 

they felt they could handle - such as brokers and advo­

cates. Three of the students mentioned their roles as case 

managers in the Bureau of Aging and said that staff with 

baccalaureate degrees seemed to also be functioning in that 

role. The outcome of this discussion was the assertion 

that they might lack experience, but they have a solid 

foundation.,.

The group met for the third session on the 11th of 

February. At this session the beginning focus was on the 

themes that had been re-occurring. Two issues were emerg­

ing - one was what they needed now as senior social work 

students and the other - what they might be able to do 

after graduation. The purpose of the group was re­

introduced - to plan educational goals and activities that 

we would implement in the last half of the seminar. This 

led to a discussion of how the seminar fits into the curri­

culum and how it should function. Learning formats of 

previous seminars were discussed. The seminar has func­

tioned a* a place to discuss "problems in the field" and as 

a setting to enhance the integration of theory with prac-
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tice. The students agreed they needed the seminar; without 

it they might feel isolated. The previous semester (Fall, 

1984), each student was required to present a case to the 

seminar for discussion and compare what they were doing to 

theory. They felt that had been helpful, but they were 

ready to move on to something different.

Several of the students mentioned how busy they were 

and felt they needed a session or two on "burn out" or 

stress management. That led to a discussion of the kinds 

of workshops and in-service opportunities available at 

their agencies. They decided that information on stress 

management was available in the field and, therefore, need 

not be included in the goals for the seminar.

Meetings, so far, had taken place twice a week. As 

this was beyond the one hour per week requirement, the 

group voiced concern by asking how long the twice weekly 

meetings would continue. After some discussion, it was 

decided to continue to meet twice a week until learning 

goals were ready to be implemented. The group negotiated 

for time off at the end of the semester as compensation.

Discussion then focused on setting ground rules about 

the decision-making process during the group sessions. It 

was decided that decisions should be made by a majority 

vote - that not all ideas would be incorporated in the 

seminar. There was a need for the group to be more speci­

fic about their learning needs and to focus more clearly on 

their goals. The group decided to set priorities for
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discussion, and to plan to implement their ideas during the

last half of the semester. It was felt that four more

sessions would bring the planning to an end.

The Facilitator's Role
Knowles cites a number of principles of teaching that

enhances the adult learners' growth and development. They

include providing a non-threatening setting in which there

is mutual respect between learners and teacher. Activities

such as encouraging participation, acting as a resource and

sharing one's expertise are requisites for learning to take 
9place. During the first three sessions, the group faci­

litator tried to provide a comfortable environment by 

accepting the students' ideas and needs as valid. A mini­

mum amount of structure was provided by explaining the 

purpose and encouraging students to take responsibility for 

the discussion. During the first session, their need to 

discuss a number of problems in the field was recognized 

and accepted. Rather than insisting the group start on the 

planning task, an open-forum for discussion was decided on 

so that the group would not miss important issues. During 

the second session, the facilitator provided initial struc­

ture by asking the group to comment on the previous session 

and by honestly responding to their query of, ''What did you 

think?" In addition, the facilitator helped the group to 

focus their discussions and relate them to the planning 

task. In the third session, the group was offered some 

help in pulling together the issues that had been discussed
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and in providing structure to the sessions. An example of

structure was the "majority rule” decision. By the end of

the third session, the group was strongly encouraged to 

become more specific in defining goals and learning activi­

ties. The facilitator'8 approach was patterned after that

of Knowles who distinguishes between the role of teacher/
10instructor and that of a facilitator. The approach uti­

lized in the first three sessions was non-directive. 

Analyaia
In a number of ways, the students fit into Knowles' 

idea that individuals accustomed to a long history of peda­

gogy find it difficult to take the initiative in planning 

for their own educational needs.^ This was indicated by 

their hesitancy in getting to the task. It was not until

well into the second session that they began to focus on

educational needs. The need for structure and focus was
12also apparent as suggested by Chene and Rachal. They 

clearly asked for direction from the group facilitator in 

the second session and seemed more comfortable when pro­

vided with some structure for the discussions.

The focus for the first few sessions was to create an 

environment conducive to student participation and begin 

the task of planning learning needs. That appeared to have 

occurred. The students discussed a number of topics freely 

and were uninhibited about asking for the facilitator's 

opinion and in negotiating for time-off at the end of the 

semester. They were also able to share some of the nega-
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tive experiences they had in the field.

Knowles states the need for mutual trust to develop so

that learners feel free to share their experiences and the
13need to respect each others opinions. The students were 

attentive to each other and were responsive to suggestions 

in a positive way. During the first session, one of the 

students related a situation in which she had been "called 

on the carpet" by the agency director. She felt her super­

visor had not prepared her for the role responsibility the 

director expected. Other students commented in a suppor­

tive way and some offered problems they had encountered. 

This was one of several examples that indicated the stu­

dents were able to share experiences as a method to learn 

and that, as adult learners, they were able to be respon­

sive to each others needs. They were exhibiting what

Knowles describes as a collaborative relationship, one that
14is necessary for learning to take place. A recurring 

idea was the need for chsnges that would benefit other 

students. In the first session, their discussions centered 

more upon past experience and changes that might be imple­

mented for freshman and sophomore students. It was not 

until well into the second session that they began to dis­

cuss what might be considered current needs. Knowles 

suggests, as do other andragogists, that the adult learner 

is able to relate learning to current life needs.^ It was 

at that point the seniors were beginning to focus on 

current learning needs related to their field experiences.
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Knowles states that the adult learner has a need to be 

self-directing and autonomous.^* It appears the seniors 

were beginning to take more responsibility for planning and 

directing the process during the third session. They ini­

tiated the topics for discussion and were able to decide 

what might be relevant for the seminar. Some of the char­

acteristics of the adult learner were beginning to be 

obvious in the senior students.

Some differences between the traditional age students 

and the three older students began to be apparent. Al­

though all of the students were hesitant about assuming 

responsibility for planning goals and activities initially, 

the older students were able to assume the planning role 

more quickly. They tended to take the lead in sharing 

their experiences in the field and in their personal lives. 

They also appeared to have more confidence, be more self- 

assured - it was an older student who shared negative 

experiences she had in the field - a type of sharing stu­

dents tend to avoid. It was also an older student who 

initiated the discussion in regard to compensation for the 

extra time they spent in seminar.

In the fourth session, some of the ideas students 

brought to the last session were summarized. A number of 

the issues translated into practice issues as it appeared 

the students thought there was a need to include "how-to" 

courses during the senior year. One student mentioned that 

she had a "reluctant" client and wondered how to engage
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this type of client in a helping relationship. Another 

suggested that perhaps the client did not trust her. One 

of the students said "a worker has to be up-front with a 

client, tell her who you are and what you can do for her." 

Another of the students said she remembered that from 

Methods I. This led to a discussion of what was included 

in the content of practice courses and in their practice 

electives. The group felt that theoretical concepts far 

outweighted the practical aspects in most courses. The 

program offers practice electives each semester for junior 

and senior students. Nine of the twelve students in the 

group had elected to take certificates in Gerontology or 

Child Welfare and their electives were concentrated in 

those areas. This led to a discussion of their placements 

and the kinds of roles they assume. Most students had 

experience in linking clients to services within the com­

munity. Two of the students who were placed in the Area

Agency on Aging related their experiences. One told of

helping an elderly client get a wheelchair and of how she 

had to call three agencies for information. The other 

related her experience in helping an elderly man get home 

health services for his wife. The student then explained

to the others a new pilot project intended to help the

infirm elderly stay at home. Discussion focused on how 

others in the group also had experience in brokering ser­

vices within the community. They talked about the kind of 

skills that were important and how their placements helped
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to improve those skills. They sgreed that knowing the 

social welfare service system was a basic skill and how to 

communicate with an elderly client was another. One of the 

students whose placement was in a family welfare agency 

told of how his supervisor helped him to speak more easily 

to his clients. He suggested communication with a variety 

of clients was another basic skill. The group decided that 

a basic skills course that concentrates on practical appli­

cation should be given in the senior year. The students 

were asked to think about what would be practical for the 

remainder of the seminar - what skills could be reinforced 

and how. The idea that they had the opportunity to plan 

for their own learning was reinforced.

In the beginning of the fifth session, the idea that 

the task was to plan learning goals and activities was 

reinforced. The group was asked - how to operationalize 

the learning needs discussed in the past two sessions. One 

of the students stated that the discussion in regard to 

skills was not finished and suggested that the ability to 

prioritize was an important skill and that it was related 

to our professional values. A discussion of ethics in 

practice ensued as students began to discuss how they had 

learned to set priorities during their own agency exper­

iences. One student said, "When I have more than one case,

I try to help the most vulnerable client first." Another 

said, "Ethics is involved when the worker has to share 

information and that having the client sign a release form
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was not enough." The group agreed that a worker had to be 

careful and conaider the client'a best interest first. The 

facilitator asked the group where in the curriculum was the 

question of ethics addressed. After some discussion, it 

was decided that ethics were discussed in a number of 

classes, but that it was in placement that students began 

to utilize professional values. The group again stressed 

the importance of confidentiality as one deals with 

clients. One mentioned how one might forget in the "heat 

of practice" and that one learns by practice.

The facilitator then asked the group to consider how 

the issues of ethics snd values might be operationslized in 

the seminar. It seemed difficult to pin them down to this 

task, whereas they all enjoyed the discu88ions. The faci­

litator suggested that some of the things they discussed as 

important would fit into sophomore and junior courses, but 

that the group needed to think about what could be accom­

plished within the seminar. One of the students suggested 

that the two placements she had been involved in had given 

her good experience and direction, but that what she needed 

now was information about how agencies describe the role of 

a caseworker. The others agreed that was important. The 

session ended with a discussion of how the students, them­

selves, could contribute to the seminar. One of the 

students mentioned that she would be willing to share her 

experiences in the field if others thought it would be 

helpful. Another supported that idea by saying, "We are,
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after all, aeniors with at leaat two semesters of field 

instruction and also personal experiences."

The group began the sixth session by focusing on the 

prior discussions and an attempt was made to prioritize our 

educational needs. The facilitator suggeated that group 

members, in turn, state their priority and then decide 

where needs were similar. One of the group mentioned jobs 

as a priority and several immediately agreed. One of the 

group said, "That is certainly something we all have in 

common." The facilitator then asked the group to concen­

trate on what kinds of information they were seeking at 

that point. A group member said, "I think at this point I 

am interested in trends; trends in social work related to 

client care as well as jobs." Another mentioned that 

"knowing what was new in the field was important when look­

ing for a job." The discussion of the job market ocntinued 

and the group decided that an understanding of trends would 

indicate where jobs were most plentiful and which agencies 

were hiring new workers. Several of the students has 

called the local Employment Security Agency and they shared 

the information they received with the group. Another 

offered the information that many of the jobs in public 

agencies are first posted in-house before becoming avail­

able to the community. One of the group who worked part- 

time in a community facility for mentally retarded clients 

said her agency had jobs available, but that salaries 

tended to be low. There was a short discussion about
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whether or not to take a low-paying job as a start in the 

field. The group decided, "only as a last resort."

The facilitator began to summarize the discussion. It 

appeared that students wanted information about jobs and 

related issues such as "how to interview” in the Spring 

semester. Discussion then focused on trying to finish the 

planning phase in the next two weeks and the facilitator 

asked the group to formalize their ideas by putting them 

down on paper. The group was reminded that part of the 

task was to plan learning activities.

The Facilitator’s Role
Knowles and others stress the importance of involving 

the learner in the planning process. Knowles cites behav­

ioral theory as reinforcing his idea that individuals feel

a commitment to an activity when they have shared in plan- 
1 7ning. The facilitator was guided by that tenet during 

the fourth, fifth and sixth sessions. As discussions pro­

ceeded, each group member was asked for an opinion or 

comment to insure that everyone participated. Some of the 

students were more reticent than others; they needed more 

support from the facilitator to feel comfortable in the 

group. Another task Knowles writes about is that of help­

ing the learner make decisions that are outcomes of the
18group's mutual assessments. Encouraging everyone to 

participate followed from that idea. Also, during the 

fifth and sixth sessions, the group was helped to priori­

tize their learning needs and come to some agreement on
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which were appropriate for the Spring aeme8ter. The group 

had met for six sessions and it was obvious they were a 

working task-oriented group. The facilitator encouraged a 

continuance of the mutual sharing and decision making pro­

cesses carried on by the group. Structure was also provi­

ded by the facilitator at various times during the past 

three sessions by helping the group to focus on their task, 

summarize the discussions and plan for each subsequent 

session.

Analysis
Ouring the fourth, fifth and sixth sessions, discus­

sions were often lively and there did not seem to be any 

hesitancy about sharing opinions and experiences. Accord­

ing to Knowles, this is a characteristic of the adult

learner that can be brought forth by a non-directive
19approach to instruction. By that time in the life of the 

group, mutual sharing of ideas and experiences had been 

achieved. It appeared that the three older students had 

set an example for the younger ones in the group during the 

first three sessions, bo by the fifth, the younger students 

seemed more willing to share. The facilitator's actions 

had encouraged mutual sharing of experiences and the older 

students were supportive of that activity.

The ideas that students spoke about in terms of educa­

tional needs appeared to be directly related to their 

present activities. That behavior conforms to the adult 

learner according to andragogical theory. The need to
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their field practicum and to the careers they would shortly 

be entering. They were able to look at the skills they had 

acquired in a self-confident manner, such as knowledge of 

the social service system and the ability to understand a 

client's needs. As the discussions continued, they were 

able to note realistically what had transpired in the past 

three years and what their current needs were. They began 

to articulate a readiness to move into a different phase of 

their lives as they moved closer to graduation. By the end 

of the sixth session, it was clear that they were thinking 

about career opportunities. Preparation for current life 

demands and the ability to see themselves and their needs 

realistically are also characteristics of the adult 

learner. Both the older and younger students were in 

agreement about needing career information and had been 

able to look at their accomplishments during the course of 

their college experience and make realistic assessments of 

continued professional growth.

Skill-building is directly related to current roles 

and to roles the students will assume as they begin their 

careers. Their discussions of the B.S.W. degree and the 

profession's expectations clearly indicated that the 

students were concerned about current needs and were 

looking at their situations, as BSW workers, realistically. 

One of the tasks of the facilitator during the sessions was 

to help focu8 the discussion, but students gradually ini­
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tiated topics and material to be discussed. They readily 

shared their experiences in their field agencies and it 

became clear they were able to exhibit self-directing char­

acteristics as they carried out tasks in their agencies.

The central thrust of Knowles work speaks to the self­

directing characteristics of the adult learner, their need
20to have input and a certain amount of independence. It 

was clear that the older students in the group fit that 

pattern, it was also clear that, given encouragement, the 

younger students also exhibited self-directing charac­

teristics.

Seventh, Eighth and Ninth Sessions
The seventh session was short. A few of the group 

members had written down some of the educstional needs that 

were discussed at the last session. The group began to 

differentiate between goals that would fit into a senior 

field seminar and those that might be appropriate earlier 

in the curriculum. The group agreed that skills such as 

interviewing with clients and how to make ethical choices 

were important goals and decided that they were goals that 

are part of a number of courses throughout the social work 

curriculum. One of the students voiced the opinion that 

the study of ethics and values began in their liberal arts 

courses; the group agreed and another mentioned a Medical 

Ethics course that was very good. The facilitator asked if 

the activities carried out in the Fall semester - case 

discussions - had been helpful. Most of the group felt
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that it was helpful, but they had al80 done it during their 

junior placements. They definitely needed aomething dif­

ferent for Spring seme8ter.

One of the 8tudents stated that her part-time job and 

her field placement had given her a great deal of exper­

ience that she would share. Several of the students voiced 

the idea that, collectively, they had a great deal of 

experience and not only in the last four years, but some 

had adult life experiences and all have worked in the 

field. They began to look at what they could contribute 

to each other's learning; the seminar need not depend 

entirely on outside experts.

One of the students who had written some goals which 

she shared said she expected others to do that too. The 

session ended with everyone promising to bring in written 

goals next time.

In the next session, the group shared eudcational 

goals. As one student read from a list, others crossed off 

similar goals on their lists. One of the group had sug­

gested that, as a way to have less redundancy. Two areas 

were consistently included in what they thought were appro­

priate for a Spring semester seminar. Job opportunities 

and interviewing skills seemed to be a priority with all 

of them. Several had included ethical issues as they 

related to practice also. One student remarked that she 

felt the group had done a good job and that the final list 

covered all of the issues they had discussed.
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Several of the students asked about how they would be 

graded for the seminar. It was decided that each had earn­

ed an A for their participation in the planning sessions. 

The group then discussed the weight given to their field 

evaluations and competency exam. Seminar participation 

constitutes 10% of their grade.

They began to talk about ethical issues and several

shared some of the decisions they had to make during their 

time in the agency. One described a session she had with a 

young client of seventeen who was pregnant and unmarried. 

Although the student did not condone abortion, she felt, 

ethically, she had to discuss that as an alternative with 

the client. Another student shared her experience as she 

began her placement in the Fall semester. The agency 

suggested she not tell her clients she was a student, while 

she felt telling them would be more honest. There was 

general discussion of those issues and the group decided 

that, since they were only students, they did not have much 

choice - they felt obliged to follow agency instructors.

They felt it would continue to be an issue. The group

agreed that discussions of those matters were helpful and 

that time should be set aside during seminar to air their 

views. Hearing other's experiences was helpful, seemed to 

be what they were saying.

The lists of goals were collected and the facilitator 

took on the task of collating them so that priorities could 

be set at the next session.
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At the ninth session each student was given a list of 

the goals that had been compiled; the task was to priori­

tize the goals and decide which were most appropriate.

This session was the last before the group met with the 

social work faculty. The group was informed that the fac­

ulty had also met to discuss what they thought students 

needed as a cap to their experience and that the next step 

was to bring the two group8 together. The group expressed 

a great deal of intere8t in meeting with faculty and agreed 

that the next session would be a combined meeting.

The list of goals given to each student for discussion 

W88 88 follows:

1. To help the student become aware of job oppor­
tunities for B.5.W. social workers.

2. Help students sharpen job interviewing skills 
and to understand obstacles and strengths in 
finding a job.

3. Help students become aware of both positive 
and negative aapects of social work practice.

4. Help students sharpen skills in communication.

5. Help students become aware of their own value 
system and how it impacts on one's own practice.

6. Help students establish a framework for analyz­
ing and applying our code of ethics.

7. Allow students to discuss issues in practice.

8. Help students identify the means for pro­
fessional growth after graduation.

After discussing the importance of the above goals, 

the students decided that, at this point in their educa­

tion, it was now a little beyond the mid-term, information
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about jobs and interviewing skills should have priority. 

Ethical issues, value clarification and communication 

skilla should be part of the curriculum, probably as early 

as the sophomore year. The final goals as decided by 

students were:

1. To help students become aware of job oppor­
tunities for 8.S.W. workers.

2. Help students sharpen job interviewing skills.

3. Help students discuss issues in practice that 
might be part of a job interview..

The session ended after the group made plans to meet 

with faculty at the next session.

Facilitator's Role
During the latter three sessions, the facilitator 

continued to be supportive and helpful to the group in a 

non-directive way. The group members had gradually taken 

on the task of initiating discussions and the facilitator 

waited for that to occur at the beginning of each session. 

Knowles proposed that the teacher/facilitator be accepting 

of the learner as worthy of respect for his/her ideas. 

Allowing group members to take leadership roles follows 

that idea. In addition, the facilitator encouraged the 

group to make decisions and supported those decisions by 

helping to carry them out. Listening carefully to each 

student as he/she shared ideas was also a conscious stra­

tegy by the facilitator. Knowles believes the facilitator 

contributes to the learning by sharing his/her own feelings 

and opinions about group decisions and by acting as a
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21resource. During the sessions, the fscilitstor honestly 

shsred her opinions end bowed to msjority rule when they 

differed from thst of the group. In s number of instances, 

the facilitator 8hared personal experiences that were 

similar to situationa the student8 faced in the field. The 

group discussions that focused on ethicsl issues lent them­

selves to this type of sharing. The facilitator's goal was 

to continue to follow, as closely as possible, Knowles 

ideas.

Analysis
The students' abilities and desires to share their 

experiences was markedly apparent during the latter three 

sessions. This behavior conforms to the ideas of Knowles, 

Verner and others that participation and sharing exper­

iences are characteristics of the adult learner and to 

Knowles' ideas in regard to the learning environment - "the

learning process.... makes use of the experience of the
22learner." The students were also able to view themselves 

as resources. During discussions, they referred to exper­

iences and the knowledge they had gained during the past 

three and one half years. Andragogical theory supports the 

idea of adult learners as resources due to the variety and 

quantity of their life experiences. The students in the 

group, both older and younger, perceived themselves as 

resources for one another. There was a continuous sharing 

of experiences and opinions as they developed what they 

considered were appropriate learning goals.
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The formulation of learning goal8 and the deci8ion8 as 

to which were appropriate waa an indication of their grow­

ing ability to take on respon8ibility for their own learn­

ing. Thi8 behavior conforms to one of Robinson's three R's
23of adult learning - Responsibility. It was also appar­

ent, from the discussions that< took place, students expres­

sed the need to link learning needs to their current 

experiences in the field and their soon-to-be status as job 

seekers. The final goals chosen were related to career 

needs; an indication that the senior students, as andrago- 

gical theory suggests, placed priority on goals that were 

clearly related to and relevant to current needs.

Faculty Sessions
One intended purpose of the preliminary study was to 

compare goals planned by students with those planned by 

faculty. In order to carry out that task, faculty (3 full­

time social workers, one full-time psychologist) met for 

three one hour sessions, developed learning goals and then 

discussed them with students in two combined meetings. The 

purpose of the sessions was to discuss the design of the 

final field seminar and articulate what students needed at 

that point in their education. The focus for discussion 

was on the students themselves - what are the things they 

do well and what are their deficits. The last semester is 

viewed as a bridge between their educational experience and 

the beginning of their careers. It was thought important
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that students learn to use themselves as a tool in the pro- 

feasional relationship snd to use others, both supervisors 

snd colleagues, as resources. As students prepare for 

careers, they should understand the importance of super­

vision - without supervision practice effectiveness 

diminishes.

At that point it was necessary for the students to be 

able to look at themselves as professionals and be able to 

assess their own strengths and weaknesses. The value of an 

exit interview and a number of ways to approach it were 

discussed. Also discussed was the importance of communica­

tion as a tool and ways students might be allowed to test 

their own ability. Discussion focused on the case confer­

ence as one vehicle in which effective communication is 

necessary and on ways it might be utilized in a conference 

format as an exercise for students. The use of the 

school's video equipment would enable students to see the 

extent and quality of their contributions in a case confer­

ence. As students presented their cases, their ability to 

act as resources for one another might also be indicated. 

Viewing the video after the presentation would give imme­

diate feedback. The outcome of the discussions was to 

verbalize the goals and objectives for the seminar and 

design a format and strategies for evaluation. They are 

as follows:

Goals
Seminar is both integrative and transitional, there-



Tore the seminar should:

1. Help to launch the student as a professional 
social worker who is able to function in a 
number of roles in an agency - broker, 
advocate and case manager.

2. Help the student tie together the knowledge 
and skills acquired during the course of 
their education.

The objectives of the course:

1. Help the student gain insight in regard to 
his/her professional self.

2. Help the student focus on his/her strengths 
and vulnerabilities.

3. Help the student utilize colleagues as 
resources and act as a resource in turn.

4. Help the student understand the dynamics 
of supervision and to view it as a 
professional resource.

Organization
A group format will be utilized in the seminar simu 

lating as closely as possible an agency case conference. 

Students, in turn, will present their case assignments t 

the group who will discuss it in a constructive manner. 

Case assignments are those the student has chosen for hi 

her senior competency exam.

Evaluation
1. The Case presentation will be video-taped to 

allow the students snd instructor to assess 
the presentation and discussion. The 
sssessment sessions will also be taped as a 
further tool for evaluation. Not all sessions 
will be utilized in the second assessment - 
several can be chosen at random.

2. Students will write s brief evaluation of the 
seminar and the planning process.
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3. Each student will have an "exit interview" with 
the seminar instructor in which students' 
strengths and vulnerabilities will be discussed.

Combined Faculty/Student Sessions
In preparation for the first meeting, the goals and 

objectives designed by each group were distributed to the 

students and faculty.

Discussion during the first session focused on the 

similarities between the goals articulated by faculty and 

those of students. In a step-by-step process, each goal 

was discussed and, where an explanation was necessary, the 

goal's originator was asked for clarification. In several 

instances, students shared experiences from their field 

placements as examples of several of the points brought up 

by faculty; supervision was one that initiated a good deal 

of comment. One of the students asked if the program had 

criteria for choosing supervisors. Several of the other 

students suggested that students' ideas be included in the 

criteria. Some of the examples discussed earlier by the 

student group were shared.

The information shared with faculty included the eight 

goals that students decided upon as priority items, as well 

as the three goals they felt were appropriate in the final 

semester. Their approach in discussing these with faculty 

was to show where in the curriculum the priority goals were 

either present or needed.

In discussing the exit interview students felt that 

kind of an evaluation had value, but it should begin as the
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junior year ends. Their senior year would then give them 

time to work on their weaknesses. As the first session 

ended, the discussion began to focus on differences, a 

topic that continued for the next session.

The second and final meeting took place two days after 

the first session, which gave everyone time to pull his/her 

thoughts together without losing the threads of the pre­
vious session.

There was no mistaking the students' thrust for this 

meeting. One student spoke for all in summarizing their 

point of view, "We see fsculty goals as having a different 

emphasis than ours, although there are common threads.

Your goals and objectives are important, but you are for­

getting that we are in a termination stage. One foot is 

still here, but what lies ahead is very important. We are 

having a hard time dealing with what we consider s new 

program in the last part of the last semester. We want to 

take four steps forward and you want us to take three steps 

backward.”

Faculty conceded that their goals were related to the 

classroom while students were concerned with their careers, 

a reasonable and realistic concern. The group then began 

to negotiate and plan an experience that would be helpful 

at that point.

The final decision, that was mutually agreed upon, was 

to invite social workers from agencies in the community 

into the seminar to conduct job interviews. The interviews
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Mould be video taped and then viewed as a way to assess 

students' abilities to communicate and present themselves 

in positive ways. Interviews would simulate as closely as 

possible real life situations. Interviewers would be 

chosen from the group of agency staff whose responsibili­

ties included hiring new employees.

Summary Analysis
An assessment of the planning sessions indicates that 

the planning process was valuable in and of itself. It 

allowed the students an opportunity to view their educa­

tional experience in an holistic manner. They were able to 

clarify their status as beginning social workers and to 

acknowledge where they were in their professional develop­

ment. The discussions and the debate that often ensued 

helped them to voice their concerns in a knowledgeable and 

mature manner. Their comments about the process were posi- 

tive and they felt discussion and debate should be incor­

porated into the curriculum. All who participated learned 

from the dialogue that took place.

Their input was also valuable in terms of the program 

curriculum and several of their suggestions were incor­

porated into the program - Communication Skills was changed 

from an elective to a required course and the student's 

orientation to the field in their Sophomore year was 

expanded.

The students, by their active participation JLn plan­

ning, exemplified some of the characteristics found in the
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adult learner. While planning, their ability to 8hare 

experiencea and be helpful to one another was apparent.

The older students in the group fit well into the model of 

the adult learner espoused by Knowles and others. They 

were self-assured, able to initiate planning and utilized 

their experiences as examples often during discussions.

The younger students took on those tasks and behaviors more 

slowly. The differences between the younger and older 

students relative to their participation in the seminar 

diminished as the seminar progressed over time.

The students were clear in stating their learning 

needs which were directly related to their current roles, 

also a characteristic of the adult learner. The planning 

process allowed them to build on their experiences in the 

classroom and the field. They did not hesitate to share 

their knowledge nor to accept the opinions of others in 

their group. A process of self-evaluation was also evident 

as they began to assess their own learning and their abili­

ty to integrate the practical with the theoretical. As 

planning progressed, they needed less direction from the 

group facilitator, and, therefore, the facilitator's role 

diminished as they assumed more responsibility for carrying 

out the planning task. Andragogical theorists suggest the 

need of structure at least in initial meetings and that 

appeared to be born out.

The students were very much involved in selecting 

learning goals and supporting their position with rational
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argument. One might conclude that they were in the best 

position to know what they needed and they did not waver 

from either articulating thoae needs or defending them.

The preliminary study was undertaken to compare 

students' ideas about curriculum goals with those of facul­

ty; to view senior students as educational planners rela­

tive to adult learning theory and to glean information 

about the utilization of an andragogical approach to in­

struction. The study indicated there were differences 

between student and faculty ideas, but the gap was not 

insurmountable. There were areas as indicated above in 

which goals were similar and faculty agreed that educa­

tional goals planned by students for a Spring field seminar 

were closely related to their status as graduating seniors. 

During the planning sessions, students' behaviors and ideas 

were representative of those described by adult learning 

theorists. Finally, the study was helpful in testing a 

central thesis of andragogy - that which maintains the 

importance of participation by adults in their own learn­

ing.

Field Seminar, Fall, 1985 Semester
The next step in the project was to introduce an 

andragogical approach in the field seminar in the Fall,

1985 Semester with the intent to carry on through the 

Spring, 1986 Semester.

The student group once again numbered twelve; a group
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similar in character to previou8 group8. They ahared cer­

tain characteri8tic8 auch 88, white, middle class culture 

and educational goala. In age, sex and life experience, 

they were a diverse group. Two were married with intact 

familie8; one, divorced and rearing a daughter alone and 

one was recently widowed with four adult children. Two 

were male and the agea ranged from 21 to 59 which suggeated 

they brought a variety of life experience8 to the aeminar. 

Three of the 8tudenta had part-time job8 and two were 

working full-time. The above deacription would fit with 

few change8 the compoaition of the 8tudent8 for the past 

six years. The "older" student as well as the "working” 

student has been a visible number among social work majors 

and this has lent an interesting mixture to the classroom.

The plan for the Fall and Spring Semesters was to 

utilize the field seminar as the setting for testing 

several of the ideas that have been proposed by andragogi­

cal theorists. One of their major convictions is that 

participating in planning one's educational goals enhances 

a person's commitment to learning and, in fact, adult 

students prefer to have a hand in deciding what and how to 

learn. Knowles has emphasized the principle of mutuality 

in both planning learning activities and evaluating out­

comes. Of special importance is the need to insure rele­

vancy, the notion that learning must have meaning in rela­

tion to the learners' current needs and goals. Knowles and 

others have described the adult learner as a self-directed,
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independent person capable of taking responsibility for
24his/her own learning. Implementation of the project was 

based on those ideas. The senior students participated 

with the seminar instructor in planning educational goals, 

learning activities and evaluation strategies.

The goal planning sessions carried out during the 

Spring 1985 Semester provided a number of ideas that were 

utilized in the Fall. It was determined that students 

needed to be introduced to the concepts of self-directed 

learning and accept those ideas before attempting to plan 

educational goals snd activities. A structure that would 

provide a framework for planning must also be provided. A

loosely organized setting might cause anxiety among the

students and tends to prolong the introductory phase of 

self-directed learning. Once structure and initial direc­

tion were provided, students became actively engaged in the 

planning tasks. It was found that students were able to 

view educational goals realistically and plan accordingly. 

For the Fall, 1985 Seminar the instructor assumed the role 

of facilitator to provide initial structure, help the 

group focus its tasks and act as a resource. The approach

to instruction was to be non-directive to allow full 

development of the students' capacity to engage in the 

seminar's tasks.

Preparations for the seminar included giving students 

a tentative outline that incorporated the goals agreed upon 

by faculty and students during the'Spring semester planning
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sessions. The gosls included the finsl career-oriented 

goals as well as those dealing with communication skills 

and ethical issues.

At the first session the facilitator explained the 

approach to learning that would be utilized and informed 

the students that several texts - Knowles' Self-Oirected 

Learning and The Modern Practice of Adult Education and 

Robinson's An Introduction to Helping Adults Learn and 

Change - had been placed on reserve for their use. Their 

role as well as the facilitator's was outlined and the idea 

of their participation in planning educational goals and 

activities was introduced. A tentative course outline had 

been prepared (see Appendix D) and this was passed to stu­

dents with the idea that our planning would probably result 

in a new outline.

The first topic for discussion begun by the students 

was the competency exam. They had received outlines and 

instructions during the last few weeks of their junior year 

to give them a start on gathering information. The faci­

litator offered to act as a consultant to them as they 

researched and wrote their papers and said they could also 

count on some help in editing.

One of the students began to discuss evaluation. She 

said, "I know the seminar is just beginning, but I think 

we should talk about how we will be evaluated." The group 

agreed and another student suggested the need for something 

in addition to the evaluation they received from field
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instructors. The group felt it was important to hear from 

program faculty aa to their promise as social workers.

They wanted to know how they have changed; what were their 

strengths and what aspects of their professional roles 

needed to be strengthened. The facilitator suggested that 

perhaps those ideas could be operationalized to fit into 

the seminar activities.

Several of the students spoke of the need to divide 

the group into two smaller groups so that everyone would 

have more opportunity for participating in the discussions. 

After some discussion about the seminar task, the group 

agreed to meet as one group for as long as needed to finish 

the planning task, but they reserved the right to decide to 

meet in smaller groups after that.

At the second meeting the facilitator suggested the 

group discuss professional goals. One of the students 

spoke up and asked if the facilitator had spoken to other 

faculty members in regard to the students' request for 

evaluations at the beginning of their senior year. This 

request had been passed to other faculty and they had 

agreed to participate. All of the group appeared inter­

ested in hearing the answer. One of the students stated, 

"We need to know if we will be heard, will our planning 

mean something." The facilitator responded by stressing 

again the purpose of attempting the new approach and that 

the seminar would be a product of shared planning.

The facilitator then re-introduced the topic of
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professional goals and explained how they might differ from 

personal goals. The group discussed how group interaction 

might be utilized in an evaluation process. They were 

interested in how others see them and indicated they wanted 

the facilitator to participate in that process.

Several of the students began to expand on the goals 

that had been listed in the seminar outline. To the one - 

"Utilizing colleagues, both supervisors and seminar members 

as resources," they added, "the ability to understand and 

make use of the network of agencies and resources in the 

community." One of the students explained, "I am constant­

ly referring clients to other agencies; they are the 

resources I use more than colleagues."

To another goal, "Articulating professional concerns 

related to client problems," they added, "articulation 

includes both written and verbal." When discussing another 

goal, "Understanding professional roles and ethical issues 

that might arise in the context of practice," several sug­

gested that one must take into account the difficulties of 

working within a system when one's values might differ from 

agency regulations. There was good discussion about this 

point and several of the students gave examples from their 

field placements. One student told of a situation that 

occurred at a local MR facility in which a resident had 

been raped by another resident. The discussion focused on 

a number of issues such as the definition of rape in refer­

ence to the mentally retarded and the role of the worker.
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Goal-setting worksheets (see Appendix E) were passed 

to students with the idea they might be useful in clarify­

ing their own goals. The facilitator asked if one of the 

group wished to discuss a personal goal and one of the 

8tudents offered to start. She 8aid she often became flus­

tered at agency staff meetings when asked to participate, 

and she added, "you probably can't believe that, since I 

never had a problem in class." The group was asked to give 

suggestions to the student to help her work on that goal. 

One of the students mentioned role playing in seminar and 

another suggested being well-prepared for the staff meet­

ings as ways to overcome the problem. The facilitator 

mentioned it was a good example of a personal goal that 

also could be viewed as a professional goal.

Two of the students mentioned the difficulty of work­

ing within a bureaucracy. One said she had done all the 

paperwork for a program but that lack of funding had closed 

it. Another agreed and told of trying to obtain a wheel­

chair for a client who died before all the forms were 

processed. The facilitator asked if those problems could 

be stated in terms of a professional or personal goal - was 

it a need for more knowledge of organizational dynamics or 

a need to understand their own feelings better. The group 

decided to think about that for the next meeting.

The task for the next meeting was to have their per­

sonal goals and any modifications to professional goals 

ready so that the group can begin to work on learning
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strategies and evaluation criteria.

As the third meeting began, students expressed the 

desire to move along so that "regular” seminar could begin. 

One of the students began the discussion by speaking about 

the need to understand current social policies and how they 

impact on practice. There seemed to be general agreement 

that this need could translate into a professional goal. 

Another student mentioned the need to know about current 

social work research such as, "What new treatment methods 

have been tried." The discussion moved around the table as 

another student sdded, "What is the latest thinking in 

regard to the mentally retarded client or about poverty." 

Another expressed the idea that they needed to know current 

ideas that would help them in their field placements.

Another student spoke about communicating with clients 

and that it might be helpful to introduce in the seminar a 

practice situation from the field placement for discussion. 

This might also include discussion of how concepts from 

theory are utilized in practice. One of the students felt 

it was a personal goal for her - better communication 

skills - that was also a professional goal. The group 

agreed it was something they all needed to carry-out pro­

fessional practice. They began to discuss the curriculum 

in social work and one student suggested the elective 

course - Communication Skills - be changed to a required 

course and a prerequisite to their first field experience. 

The facilitator told the group that incoming freshmen would
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be required to take Communication Skills and then suggested 

the group get back on target and discuss some learning 

strategies.

After some discussion that included presentations by 

students, bringing to seminar outside experts as ways to 

translate the goals into learning activities, the group 

decided that each member will "take charge" of a session 

and bring from his/her agency a new policy issue or new 

research finding for discussion. Initiating and leading 

the discussion would be helpful in exercising their com­

munication skills. Further discussion about how to include 

practice issues brought forth the decision that students 

may choose to bring in a practice situation, either a 

problem or a success for discussion. The group's dis­

cussion of how to solve the problem would enable students 

to utilize each other as resources and that skill might be 

transferred to their placement in utilizing supervision in 

positive ways. Successful encounters in the field would 

also be looked at in order that others in the group might 

recognize what the presenter did and how others might use 

this idea or skill.

The group decided to divide into two smaller groups 

when the regular sessions began. This was a majority deci­

sion, most thought there would be more chance for everyone 

to participate in a smaller group. The task for the next 

session was to bring in personal goals and their ideas 

about learning formats to reach those goals. Discussion
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would also focus on evaluation techniques. The facilitator 

paased out a sample worksheet (Appendix F) to use and 

informed the group that she would work on a form to be used 

for the regular seminar sessions to provide some structure.

As the fourth session began, the facilitator handed 

out a form to use during the regular seminar for discus­

sion. It provided a structure for the students to use for 

their presentations and for evaluating the quality of the 

presentations. The group looked at the form and one stu­

dent said, "This looks good, but I think it is threatening 

to be evaluated." The facilitator mentioned that evalua­

tion is a useful learning tool and reminded the group of 

their desire to understand their own progress. Another 

student agreed and suggested the use of the word feedback 

as being less threatening. The group agreed that feedback 

was necessary and decided to amend the form (see Appendices 

G1 and G2). The facilitator mentioned that the group would 

not be graded on their presentations and that seemed to 

also ease their feelings.

The group then discussed personal goals and several 

students shared their goals. One student stated she wanted 

to be more assertive and to develop a better self-image. 

Another said he wanted to work on having a more positive 

outlook. This student was placed in a public child welfare 

agency. One of the other students who had a placement at 

the same agency supported him in that goal and suggested 

that he plan more realistic short-term goals with his
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clients. The group discussed the problems one encounters 

when working in sn agency such as that. Several of the 

students mentioned the importance of understanding one's 

own value system and not making judgements about client's 

values. The group looked again at the forms for self­

monitoring (Appendix F) and decided to use those as an 

example of what might be useful but reserved the right to 

design individual forms.

The facilitator suggested that the next meeting's 

discussion should focus on evaluation and asked the group 

to think about that topic and bring ideas to the next 

meeting.

The fifth session dealt with evaluation. The group 

decided that part of the evaluation process would be to 

evaluate their own progress toward reaching individual 

professional and personal goals. They also decided that 

achieving those goals would take time, at least until the 

following semester. During Spring semester, they would 

share the strategies they used with the group.

The group's main interest was in discussing how they 

would be graded for field instruction and the seminar. The 

facilitator explained the criteria and weight that was used 

in the previous year - Competency Exam = 50%; Field Evalua­

tion r 40%; Seminar = 10%. One of the students mentioned 

that 10% seemed too little for the seminar if students are 

expected to be present and to contribute. Several students 

agreed. Another student said, "I feel the field placement
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should warrant more weight since more hours are spent in 

the agency." Others in the group suggested that 50% for 

the Competency was too much weight. One suggested that 

giving more weight to the seminar would act as an incentive 

since the students do not get academic credit for the 

seminar. The group continued to discuss the criteria and, 

after a short time, the facilitator asked if they were 

ready to agree on a position. Group members were asked to 

write down their own opinions and then to share them. The 

group agreed, after some debate, to rate the field place­

ment 45%; the competency exam 40%; and the seminar 15%.

One of the students then asked how their participation 

in seminar was graded. We discussed the fact that it was a 

subjective evaluation and, therefore, their presence at 

each session was important. Several of the students rein­

forced the idea of attendance and one mentioned, "If some­

one is missing, we spend at least 5 minutes wondering where 

she is." The facilitator noted that everyone had been 

present at the sessions so far and participation had been 

very good. The group had accomplished the task of planning 

learning goals and activities and had been able to discuss 

both professional and personal goals. The work so far 

warranted an A. The students agreed that A for the seminar 

was justified. The group had already discussed their 

presentations as learning formats that would not be graded. 

On the whole, they felt they had done well in their plan­

ning sessions and had chosen goals that were attainable.
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Several expressed the desire to get on with the regular 

sessions.

The facilitator mentioned that they would be asked to 

evaluate the planning sessions at the next meeting. The 

group would then divide into two groups for the presenta­

tions. The group's evaluations of the planning sessions 

are discussed in Chapter V.

Following the meeting in which student's evaluated the 

planning sessions, the group divided into two groups of six 

members. For the next six sessions, students led the dis­

cussions based on a presentation of a policy issue or a 

practice situation. Material for the presentations came 

from their field placements. A sampling of the topics 

included:

1. New proposal to place M/R clients in competi­
tive employment positions.

2. Intervention with a client who had been 
sexually abused.

3. D.R.G.'s - one hospital's experience to date.

4. Senate Bill 873 - Community and Family Living 
Amendments.

3. Diagnosing Non-Verbal Communication.

6. Liability Insurance increases and the impact 
on the agency.

7. Dealing with the terminally ill patient.

During the presentation sessions, the students uti­

lized the forms described above (G1 and G2). After several 

presentations, it appeared that students were very inter­

ested in the feedback from their peers.
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At the final session of the Fall semester, students 

were asked to evaluate the seminar. They were asked to 

answer a questionnaire designed to elicit information that 

could be compared to andragogical assumptions about the 

adult learner. The results of that evaluation are des­

cribed in Chapter V.

Facilitator's Role
In his writing, Knowles stressed the importance of the 

learning climate for adult students - it should be non­

threatening and comfortable. "Cooperation rather than
25competition should be stressed." There was conscious 

effort on the part of the facilitator to provide that kind 

of a setting. A clear explanation of the purpose of the 

seminar was given to participants during the initial ses­

sion. The ideas relevant to self-directed learning were 

shared with the group as well as several texts. The faci­

litator stressed the students' part in planning not only 

for goals and learning activities but also for evaluation 

strategies.

Chene and others underscored the importance of struc-
26ture to the learning environment. The facilitator pro­

vided a tentative outline for students, as the sessions 

began, to help them focus their planning. Throughout the 

planning sessions, the group was provided with a number of 

forms as examples to help students carry out the planning 
task and as a way to initiate discussion.

Helping the group to engage in mutual sharing was
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another task for the facilitator. Encouraging each student 

to give an opinion or comment during the discussion mss one 

way the facilitator carried out that task. Allowing debate 

and then helping the group to make a decision were other 

strategies. During several of the sessions, the facili­

tator helped the group to "keep to their task" by asking 

them to operationalize their ideas. This was important 

since the group hoped to plan learning activities.

Andragogists also expect the facilitator to act as a 

resource. The focusing strategies and providing structure 

are part of that role. In addition, the facilitator pro­

vided information and gave opinions during the sessions.

The facilitator also provided continuity to the planning 

task by summarizing the discussions and suggesting topics 

and/or tasks for subsequent meetings.

Analysis
Providing direction and structure to the planning 

sessions at the initial meeting appeared to be a positive 

step. Students did not hesitate to participate in discus­

sions and air their opinions from the onset. Each session 

was a working session and the tasks planned were accom­

plished. During discussion in the last planning session, 

students, themselves, expressed satisfaction in their 

undertaking.

Both the professional and personal goals that students 

articulated were directly related to their major course - 

field instruction - and to the activities they would soon
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be engaged in as practicing social workers. They were 

interested in honing their practice skills and in under­

standing the impact that policy decisions, whether at 

governmental or agency level, have on practice.

The experiences they shared were also related to their
\

current situations, and they were relevant to the planning

process. The formats they designed for giving feedback to

each other also underlined their ability to be helpful.

Throughout the discussions, an underlying theme, as

expressed by students, was the need to plan goals that were

realistic. They were able to say, "this is as much as we

can accomplish given the time."

In their planning sessions students did exhibit the

characteristics of the self-directed learner as described

by Knowles - an individual with the ability and desire to

participate in planning for his/her own learning; one who

can share experiences and act as a resource to others; one

who can accept responsibility. They also exhibited the

three R's of adult learning as described by Robinson -
2 8relevancy, relationship and responsibility. The goals 

and learning formats made sense to them, as well as being 

related to their current needs. They also readily assumed 

responsibility for their own learning. The planning ses­

sions were marked with a great deal of sharing; students 

were also supportive of one another and willing to nego­

tiate differences. They participated actively and clearly 

indicated a sense of progress in designing learning goals
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and formats.

Spring Semester, 1986 
Field Seminar

The first meeting of the Spring semester was held on
e

January 13. All twelve students were present. The group 

had spoken briefly during the Fall semester's final meeting 

of plans for the Spring seminar. The group saw the need to 

evaluate their progress, to rediagnose their learning needs 

and to plan appropriate learning formats. The facilitator 

began the meeting by asking the group to think about learn­

ing goals that would be relevant for the Spring semester.

One of the students began the discussion by asking the 

group, "What did you think about the presentations of last 

semester?” Several students offered comments such as, "It 

seemed we talked a lot about policy;" "The feedback ses­

sions were helpful;" "It helped me, I was stumped at one 

point, but J.'s suggestion worked." There was general 

agreement that last semester's learning goals had been 

carried out and that the presentations were helpful. One 

of the students suggested the group spend a little time on 

the learning effects of last semester's activities and 

mentioned the topic she had presented - DRG's. She asked 

the others what they thought they had learned from the 

discussion. She said, "I know you are not all in a hospi­

tal placement, and I wondered if the discussion helped 

others besides myself." One of the students answered by
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saying, "Well, you know I am at Triple A and the elderly 

have been greatly affected by DRG's. I had two clients who 

were sent home and I had to find help for them. After our 

discussion, I was ready for the next one." Several others 

mentioned that it had been a new subject and felt they 

learned from the discussion. It helped them to understand 

the impact of policy. Another student, who is also in a 

hospital setting, said the DRG's have had an effect on jobs 

for social workers. Her supervisor is hiring another 

social worker.

Several other of the topics presented last semester 

were discussed and students shared what they had learned. 

The group was interested in follow-up information on 

several of the practice situations. One of the presenta­

tions concerned the sexual abuse of a 7 year old boy by an 

older boy. The presenter's placement was in a school 

setting. She explained the outcome of the case and the 

difficulty she had in getting the school authorities to 

"move". This led to a brief discussion about the problems 

students encounter within an organization. One of the 

students summarized by saying, "It is not only a system 

problem, it is a question of ethics."

Another of the students mentioned that the question of 

personal goals had not been fully discussed last semester - 

"there are still some loose ends." The group decided to 

meet again as one group the following week and begin to 

share each one's progress toward reaching his/her goals.
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One of the students opened the second session by say­

ing, "I would like to go first, because I don't think I 

have made much progress and 1 need some help." This stu­

dent's goal was to try to become less anxious about her 

placement and her coursework, generally. This student's 

anxiety had helped her to finish papers and other course 

requirements in a timely fashion, often before due dates. 

The group asked her what kinds of things she had set for 

herself in order to reach her goal. She explained that one 

thing she did was to stop and think about her anxiety when 

she feels it welling up. One of the students asked her to 

give an example and she did. The discussion went on for 

several minutes, and several exercises were suggested. The 

student thanked everyone for listening.

One of the others mentioned that she found it diffi­

cult to relate to other professionals at her agency. She 

finds the role of student is often difficult. Several of 

the students shared this problem and two suggested con­

fronting agency staff. One, an older student, said she 

spoke to a staff person and explained how she felt as a 

student and that seemed to help. Another said, "It is 

sometimes up to you to carve your own niche; it means being 

a little assertive."

Another of the students spoke up and related how she 

had reached her goal of being more comfortable in staff 

meetings. She said she wrote down the things she might 

have to say and did relaxing exercises before meetings.
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She felt more comfortable now but was still working on it.

That led to a discussion of the methods students used 

to evaluate their progress. Some used a rating system 

similar to the sample they received in the previous semes­

ter and all kept a written record of one type or another. 

One of the seminar requirements was to keep a daily log of 

field activities, and several used that as a method of 

rating their progress. None felt they had reached their 

goals entirely, but most felt they would continue to make 

progress as the semester continued.

Several of the students asked if the facilitator had 

information about Civil Service Tests. She responded by 

promising to bring sample tests and information to the 

following week's meeting. The facilitator asked if the 

group wanted a session with a staff person from the Employ­

ment Security Office. The group agreed it would be 

helpful.

The facilitator asked if the group wished to continue 

the discussion in regard to personal goals. Several stu­

dents suggested that peer evaluations might be more helpful 

and that they would encompass personal goals. One of the 

students said, "Yes, we can tell about the things we did 

in our agency, too." Everyone agreed that this needed to 

be done and it would finish the activities set down last 

semester. The group decided to meet the following week in 

smaller groups.

For the next three weeks, two groups of six students
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each met separately and the discussions focused on peer 

evaluations. Students took turns to relate some of the 

things they had done in their field placements and about 

how their professional and personal goals were related to 

their work in their agencies. Several times during the 

discussions, students would help one another to remember 

the projects they had worked on. They saw each other in 

other classes, and their field experiences were often used 

to illustrate or operationalize a theoretical concept.

As a person finished a description or explanation of 

what had occurred in the placement, other seminar members 

commented on what the person had said and then each had an 

opportunity to tell that person how he/she had changed. 

Since some of the students had started as freshmen to­

gether, their evaluations consisted of observations during 

three and a half years in addition to the seminar sessions. 

Most of them described or commented on changes they had 

seen over the past two years. The person the group focused 

on was then asked to comment on what had been said. For 

the most part, the group's comments were positive, and, 

while none were negative per se, there were instances in 

which the comments offered suggestions for growth. It was 

generally agreed among the group that evaluations of that 

sort were helpful and several students suggested that the 

practice be implemented in the junior year as well.

As the peer evaluation sessions came to an end, the 

facilitator suggested that the next session be utilized as
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a planning sesaion and a8ked each group if they wanted to 

meet as one. The groups decided to continue to meet separ­

ately and the facilitator would act as a go-between keeping 

each group informed of what the other was planning.

As it transpired, both groups articulated similar 

goals. In the Monday group one of the students opened the

discussion by saying, "We need to focus on what we will be

doing when we get out of here, and that will entail our

gaols as well. Where are we going and what will we be

doing a few months from now." Another mentioned, "I hope 

I have a job, that is my goal right now." The others 

agreed that was the most important goal for them at that 

point in time. The facilitator asked the group how they 

might operationalize that goal as a seminar activity and 

explained what the previous year's seniors had planned.

That had been to bring into the seminar agency people to 

discuss their view of the BSW worker and the simulated 

interviews. One of the students mentioned again the need 

to understand the Civil Service System. The group dis­

cussed the subject of jobs and the kinds of salaries they 

might expect. Finally, one of the students said, "I am 

only interested in a job, I think we have accomplished what 

we set out to do last semester; now we have to concentrate 

on our next steps - graduation and career." The others 

agreed. The facilitator took on the task of contacting 

someone from the Civil Service Office and of contacting 

agency supervisors who had responsibility for hiring staff.
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The facilitator mentioned to the group the following week 

that they would be asked to evaluate the seminar one last 

time.

The Wednesday group stated their views in similar 

terms. One of the students asked the facilitator to look 

at her resume and then began discussing an interview that 

she had. This led to a discussion of how one presents 

oneself in an interview and what kinds of questions an 

interviewer might ask. The facilitator mentioned that the 

session was to be devoted to planning and, though inter­

views were important, the group should get on with their 

task. One of the students said, "It seems to me getting a 

job was the task we should be working on." The facilitator 

then shared the ideas the other group had decided on and 

asked what their opinions were. The group thought that 

information about jobs, interviewing and civil service 

tests were good and would be helpful. They then began to 

discuss the kinds of jobs that might be available. One of 

the students works full-time for the Commonwealth of 

Pennsylvania in an M/R facility and he talked about the job 

market and salaries in his field. One of the others who 

works part-time in a mental health facility said that she 

intended to keep that job on weekends, but would interview 

in other areas. The discussion focused on salaries and the 

facilitator mentioned the salaries of some of the previous 

year's graduates.

The facilitator mentioned that a meeting with a repre­
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sentative from the Civil Service Office had been set up in 

two week8 time. It would be a meeting in lieu of the 

regular sessions and that meetings with agency supervisors 

would be next. The fscilitator told the group that they 

would be asked to evsluste the seminar the following week.

At that point in time, the project ended. The inten­

tion was to continue the project until students began to 

articulate an interest in career related topics. That 

point had been reached. During the remainder of the semes­

ter, students met with representatives from the Bureau of 

Employment Security who discussed civil service opportun­

ities for BSW graduates and information about the civil 

service tests. The instructor/facilitator also arranged 

several sessions with agency persons who conducted job 

interviews with the students. These were real life simula­

tions that students felt were very helpful. The evalua­

tions undertaken by students during and at the finish of 

the project are described in Chapter V.

Facilitator's Role

The importance of the facilitator's role in an andra- 

gogical instructional approach has been commented upon 

throughout the project. Theorists from Lindeman to Knowles 

have emphasized the integral part the facilitator plays in 

initiating self-directing behavior. It was apparent during 

the project that the tasks of the facilitator changed over 

the life of the group.

The facilitator's initial task was to provide a non­
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threatening environment that encouraged mutual sharing and 

respect. As is described above, the facilitator introduced 

the students to the andragogical style of learning in the 

first session. The group was helped in their planning task 

by the facilitator's sharing of information and offering of 

suggestions. At later sessions, the facilitator encouraged 

group decision-making and ensured that each member's opin­

ions were heard.

As the group moved on, the facilitator helped to focus 

the discussions and keep the group working toward complet­

ing their planning task. Throughout the first few ses­

sions, those strategies provided the security of structure 

to the group.

As the group became comfortable in assuming more 

responsibility for their learning, the facilitator acted as 

a resource. Students initiated most of the discussion in 

later sessions and looked to the facilitator as an informa­

tion giver. The focusing task continued to be important; 

an example of this was the facilitator's action in helping 

the group plan for subsequent meetings. The facilitator 

also helped students share their experiences in the group 

and, therefore, act as resources for one another. The 

facilitator'8 manner was to offer suggestions rather than 

to inform. It was important throughout the project to 

listen carefully to students' opinions and negotiate mutual 

decision making.
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A n a l y s i s

The primary purpose of this part of the project was to 

utilize andragogical principles in the two semester field 

seminar and to evaluate that process at certain intervals. 

In addition to the final evaluation students carried out as 

the project ended, they evaluated the planning process at 

mid-term in the Fall semester and the seminar, itself, at 

the end of the Fall semester. The outcome of those evalua­

tions and how the project compared to andragogical theory 

are described in Chapter V. The following analysis will 

focus on the students' behavior as it compares with the 

behavior of adult learners described by andragogical 

theorists.

The students viewed the Spring semester as a continua­

tion of the Fall semester. During the first six sessions, 

they wrapped up the loose ends, a task they decided upon as 

they wanted to finish what was begun in the Fall. As the 

mi.d-term of the semester appraoched, both groups zeroed in 

on jobs and interviewing skills as their primary goals.

For senior students about to graduate, those goals were 

certainly relevant and related to their current life situa­

tions. They are choices that are commensurate with andra­

gogical theory. -

The year long seminar carried out during the 1985-86 

academic year benefitted from the experience in the prelim­

inary planning phase of the Spring 1985 semester. The 

facilitator utilized that experience in shaping a non­



143

threatening environment that allowed 8tudents to plan and 

carry-out educational goals. They did, indeed, execute 

group tasks in ways characteristic of the adult learner. 

They willingly shared experiences that enhanced their plan­

ning, and it was clear they relied upon experiential acti­

vities as learning tools. They were pro-active, rather

than passive learners, a mark of the adult learner accord- 
29ing to Knowles.

During the Spring semester, the students were able to 

share leadership roles as the less assertive students began 

to initiate discussions. That may be an indication of the 

students' sense of security - they were able to risk them­

selves. They also warmed to the idea of directing their 

own learning and were confident that the educational goals 

and learning formats they had chosen were appropriate.

During the peer evaluation sessions, students exhibit­

ed genuine concern for each other and an ability to be 

supportive in a positive way. Their manner during those 

sessions was serious and comments were thoughtful and 

reflective. They were, by that time, able to offer sugges­

tions in regard to each member’s performance in a construc­

tive way. Their respect for each other and their willing­

ness to share was evident; traits also attributed to adult 

learners. As the seminar progressed, the students were 

able to take a major share in planning their own learning, 

and they began the process of self-evaluation, an impera­

tive for professional practice. As the above analysis
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indicates, the students exhibited many of the characteris­

tics of the solf-directed learner.
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The intention of this project was to investigate the 

effectiveness of an andragogical approach to instruction as 

utilized in a senior field seminar. In keeping with the 

tenets and principles of andragogy, curriculum planning for 

the seminar was broadened to include students' input.

Since the seminar is a major vehicle for helping the stu­

dent make the transition to the world of work, its goals 

and objectives needed to conform to the primary goal of the 

social work program - to prepare responsible social work 

practitioners committed to the profession's ethical values. 

Within that broad goal, the following goals were articu­

lated for the senior field seminar:

To help the student reach that stage whereby she/he

*is able to assess the social processes that 
have impact upon the lives of individuals 
and families;

♦has acquired the professional skills necessary 
to help when help is needed;

♦is able to evaluate herself/himself as a 
social work practitioner;

#i8 committed to professional ethics and 
continued professional growth.

The objectives, planned by faculty and students and

viewed as steps to accomplish in reaching those goals, were:

Students will be expected to demonstrate skills in:

♦describing the organizational and community 
context of their field agency;

*as8e88ing existing social policies which pro­
vide the framework for their agency's programs;
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♦utilizing both formal and informal community 
reaources to aid their clients;

♦utilizing knowledge in an organized manner, 
by identifying clients' needs and strengths 
in order to select, implement and evaluate 
an intervention plan;

♦utilizing colleagues, both supervisors and 
seminar members, as resources. To be able 
to relate to colleagues collaboratively;

♦articulating, verbally and in writing, pro­
fessional concerns related to client problems;

♦understanding professional roles that might 
arise in the context of practice and ethical 
issues that might include a conflict of 
values between one's own values and that of 
the agency;

♦assessing their own strengths and vulnerabilities;

♦understanding the impact of current social 
policy and social research on practice;

♦communicating in a responsive and concerned 
manner with clients.

Evaluative strategies were implemented during the life 

of the project and at its conclusion. Students partici­

pated in an evaluative process twice as the project deve­

loped and once again as it ended. Faculty were involved 

in a summative evaluation, carried out as the project was 

completed.

In the initial phase of the Fall (1985) Semester, 

students were involved in planning learning goals and 

activities. As that ended, they evaluated that planning 

process. Knowles suggests that, just as the adult learner 

needs to be involved in the planning phase, he needs also 

to be involved in the evaluative phase. For the adult, an
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understanding of his progress is as important as under­

standing the processes involved in learning.^ As the Fall 

Semester ended, students were asked to reflect upon the 

seminar and evaluate it as a learning experience and to 

evaluate their involvement as participants. The two eva­

luative procedures the students carried out may be viewed 

as interim or formative evaluations that function as feed­

back mechanisms. They were utilized to monitor the project 

as well as to provide information for re-diagnosing learn­

ing needs in the Spring 1986 Semester. Suchman writes that 

"evaluation is most productive when it can become a contin­

uous process of program assessment and improvement" and

that consideration of evaluation outcomes helps to make a
2program more effective.

A final or summative evaluation was undertaken as the 

project came to an end during the Spring 1986 Semester.

The evaluation included two perspectives - that of students 

and also of faculty. The concern of both groups was to 

evaluate the project's effects. In addition, faculty 

expected to utilize evaluative outcomes in planning for the 

field instruction component of the curriculum for the Fall, 

1986 Semester. The evaluation was expected to provide new 

insights into educational programming and a foundation from 

which decisions concerning alternative program approaches 

could be made. The intention was to continue to utilize an 

andragogical instructional approach modified by the exper­

iences of this project. That did occur and project exper-



151

ience was helpful in determining learning goals and expec- 

tationa for the fall 1986 field 8eminar. (Further discus- 

sion8 of thi8 point later in this chapter.)

Knowles views evaluation as a way to stimulate im­

provement in most aspects of the learning environment, 

further, evaluation is not the exclusive purview of the 

educator; rather every person involved in the learning 

process should be a part of the evaluative process. He 

places great importance on the input from the adult student 

- it is valuable in terms of program effectiveness, as well 

as for the students' sense of accomplishment.^

As stated above, the intention of this project was to 

investigate the utility of an andragogical approach to 

instruction. An additional expectation was to make compar­

isons between College Misericordia's senior social work 

students and the adult learners as described by andrsgo- 

gical theorists. Both students and faculty assessed the 

merits of this approach for the program and students; 

students by evaluating how closely they met educational 

goals and faculty by their assessment of student perfor­

mance. Self-perceptions of students were gleaned from 

questionnaires and used as the basis for comparing them to 

the "ideal adult learner."

The first questionnaire (See Appendix A) designed to 

elicit information in regard to students' perception of the 

planning process, was administered during the seventh week 

of the seminar, prior to implementation of the learning
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activities students had planned. Questions were related to 

Knowle8' ideas about the adult learner and the learning 

environment. His description of the adult learner proposes 

certain characteristics:

a. the need to participate in planning one's 
own educational goals;

b. a serious commitment to learning;

c. an ability to share experiences;

d. the ability to plan educational goals that 
are relevant and useful for current life 
needs.^

The environment, according to Knowles, should be non­

threatening and comfortable to allow the adult learner 

freedom to express educational needs. The questions were 

related to those ideas. Answers to this first question­

naire are depicted in Table 1 and Table 2. In the first 15 

questions, which constitute Table 1, students chose yes, no 

or somewhat as answers. In questions 16, 17 and 18 they 

were asked to comment.

TABLE 1

Students' Perception of Planning
N = 12

Sessions

Questions Yes No Somewhat Total

1. Did you find the atmos- 9 
phere of the Seminar to 
be conducive to your 
participation?

3 12

2. Were the planning ses- 9 
sions conducted in an 
atmosphere of colla­
boration?

3 12
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TABLE 1 con't
Students' Perception of Plsnning

N = 12
Sessions

Questions Yes No Somewhat Total
3. Did you find the atmos­

phere of the planning 
sessions one of mutual 
respect?

10 2 12

4. Were your opinions taken 
into consideration during 
planning sessions?

11 1 12

5. Did you feel that you had 
a "stake” in the planning 
sessions?

9 1 2 12

6. Did you find the atmos­
phere of the sessions 
allowed for freedom of 
expression?

9 3 12

7. Did Seminar members share 
their opinions freely?

8 4 12

8. Did your participstion in 
the planning process give 
you s sense of 
accomplishment?

7 1 4 12

9. Did your participation in 
planning learning goals 
and activities bolster your 
confidence in your ability 
to reach those goals?

7 5 12

10. Do you think that the group 
participation was helpful 
during the planning process

10
?

2 12

11. Did all students partici­
pate during the planning 
sessions?

6 1 5 12

12. Did participation give you 
some control of your own 
learning?

11 1 12
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TABLE 1 con* t
Students* Perception of Planning Seaaiona

N :  12
Queationa Yea No Somewhat Total
13. Do you think the plan­

ning sessions helped you 
to clarify some of your 
own learning goals?

10 2 12

14. Do you believe that the 
chosen goals were 
realistic?

11 1 12

15. Do you believe the chosen 
goals were relevant to 
your current needs?

12 12

Yes and no answers were clesrly understood as positive 

and negative perceptions of the planning sessions. The 

answer - somewhat - was viewed as a partially positive 

response. The connotation that the condition asked about 

took place to some degree.

Climate of the Seminar
Several of the questions in Table 1 - nos. 1, 2, 3, 4, 

6, and 7 - referred to the climate of the Seminar. (1. Did 

you find the atmosphere of the-Seminar to be conducive to 

your participation?; 2. Were the planning sessions conduct­

ed in an atmosphere of collaboration?; 3. Did you find the 

atmosphere of the planning sessions one of mutual respect?; 

4. Were your opinions taken into consideration during 

planning sessions?; 6. Did you find the atmosphere of the 

sessions allowed for freedom of expression?; and 7. Did
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seminar members share their opinions freely?) Andragogical 

theory suggests that the educational environment best 

suited to the adult learner needs to be one that is com* 

fortable and non-threatening. Adult learners expect to 

freely exchange their ideas and knowledge with a feeling 

of mutual respect. Students were asked to judge if the 

seminar was, in fact, a comfortable milieu. As Table 1 

indicates, students affirmed that those conditions existed 

in their answers to questions 1, 2, 3, 4, 6 and 7. 

Seventy-five percent answered an unequivocable yes to ques­

tions 1, 2, 6 and 7, while the other twenty-five percent 

felt they existed to some degree. The percentage of affir­

mative answers was slightly higher for questions 4 and 6. 

Not all students commented on their answers, but some re­

inforced their positive attitude by the following state­

ments, "I felt comfortable with the group," "I felt others 

listened to me with respect," "Some of my ideas on policy 

and current issues which I gave much thought to during the 

summer are now a major part of the seminar." One of the 

students who answered - Somewhat - commented, "The planning 

sessions were conducted in an atmosphere of collaboration, 

but the weight of the department had some effect." 

Participation and Goal Commitment

Questions nos. 5, 8, 9 and 12 were related to Knowles' 

assumption that adult learners have a sense of commitment 

to learning goals when they have participated in planning 

those goals.^ (5. Did you feel you had a "stake" in the
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planning process?; 8. Oid your participation in the plan­

ning process give you a sense of accomplishment?; 9. Did 

your participation in planning learning goals and activi­

ties bolster your confidence in your ability to reach those 

goals?; 12. Did participation give you some control of your 

own learning?) Answers to no. 12 indicated that planning 

did give students a sense of control for their own learning 

- 11 Yes and 1 Somewhat. Most students also felt they hsd 

a "stake" in the planning process - 9 Yes and 2 Somewhat. 

One student answered that question (no. 5) in the negative. 

That student did not comment. The percentage of positive 

answers was not quite as high for questions 8 and 9. Seven 

students answered Yes to both questions, the choice of 

Somewhat was marked by five to no. 9 and 4 to no. 8. One 

student chose No as an answer to no. 8. That student did 

not comment. Comments such as "I did not feel as strongly 

about the goals as perhaps I should," "I tried to be real­

istic" and "I always seem to have trouble 'bolstering' 

myself," tend to indicate students were not certain of 

reaching their goals at that point in the semester. One 

student in answering no. 8 commented "the closer we come to 

graduation, the surer I will feel."

Group Processes
Questions nos. 10 and 11 related to group processes. 

(10. Do you think that the group participation was helpful 

during the planning process?; 11. Did all students partici­

pate during the planning sessions?) The answers indicated
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that students felt the group participation was helpful, but 

that not all students participated during the se88ions. 

Answers to no. 10 were primarily affirmative as 10 students 

chose - Yes; and 2 - Somewhat. In reflecting about group 

participation only 6 students (50%) answered - Yes; 5 - 

Somewhat, and 1 - No, Comments such as "There are a couple 

who never do much;" "Some students held back" and "Some are 

always quiet" indicated that students recognized the diver­

sity of personality types in the seminar. They were divi­

ded about equally between assertive and passive person­

alities. Experientially, it is known that providing the 

opportunity to participate is not the only factor - a 

person's motivation to assert himself/herself is also 

important.

Coal Selection
Questions nos. 13, 14, and 15 relate to the assump­

tions made by Knowles and others that adult learners choose 

goals that are relevant to current needs. (13. Do you 

think the planning sessions helped you to clarify some of 

your own learning goals?; 14. Do you believe that the 

chosen goals were realistic?; and 15. Do you believe the 

chosen goals were relevant to your current needs?)

Ten of the twelve students perceived the planning 

sessions as helpful in clarifying learning goals and two 

answered that it was somewhat helpful. Eleven of the 

twelve believed the goals were realistic and one answered 

somewhat realistic. The students were unanimous in viewing
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goals they planned as relevant to their current needs.

Their answers seemed to indicate that the planning process 

had positive outcomes for their learning. Some of the 

comments also suggested that the process was helpful in 

enabling them to clarify their learning goals. The follow­

ing are examples of student comments, "It helped me to pick 

out goals that I may not consciously have thought about"; 

"I'm more aware of my weak points and what I need to work 

on"; "Yes, I noticed it helped others too."

Perception of Planning Process
Questions nos. 16, 17 and 18 asked students to comment 

on the planning process and on whether senior students had 

the ability to plan learning goals, activities and evalua­

tion strategies. (16. Describe what for you was the most 

positive aspect/s of the planning sessions; 17. If you were 

involved in this process again, what improvements would you 

make?; 18. Do you think senior students have enough know­

ledge and experience to participate in planning learning 

activities and evaluation strategies?) Table 2 illustrates 

a composite of student opinions on these questions.

_______________________________TABLE 2_______________________
Students' Perception of Planning con't 

_________________________________N s 12_________________________
Questions Coaaents
16. Describe what for you was "The end result"

the most positive aspect/s "Being able to have a
of the planning sessions. choice"
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TABLE 2
Students' Perception of Planning con't

N = 12
Questions

17. If you were involved in 
this process again, what 
improvements would you 
make?

18. Do you think senior 
students have enough 
knowledge and experience 
to participate in plan­
ning learning activities 
and evaluation strategies?

Coeeent8
"The way in which I felt 

free to speak"
"Having some responsi­

bility"
"We selected goals to fit 

our needs"
"Working together and

collaborating our ideas 
- It's important to 
know where we are 
going"

"Two meetings for planning 
instead of six"

"Smaller groups from day 
1 "

"Condense the planning, it 
dragged a bit"

"Yes definitely,...who 
knows better what stu­
dents need and want 
than students"

"Yes, to a degree, however 
I think there needs to 
be some structures 
within which to work" 

"Definitely, I know what 
I want"

"With the guidance of an 
advisor and peers to 
provide structure I 
feel it is possible" 

"Yes, I feel it is more 
beneficial to tailor 
learning activities to 
fit these goals."

The comments students made suggest they favor having 

responsibility for their own learning, that having a choice 

enables them to select goals that are relevant. Collabor-
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ating within a group and sharing their ideas was also a 

positive experience and one they deemed important. Some 

commented that they felt free to speak out and that was 

helpful. All of the students believed themselves capable 

of planning for their own educational needs. Most felt 

quite strongly about it while two of the students tempered 

their yes answers by stating that some structure needs to 

be provided in addition to guidance from an instructor.

As a whole, the results of the students' evaluation 

seem to suggest that planning for their own learning is a 

positive experience and one that can be helpful in linking 

learning goals to what is relevant to their current needs. 

Participation of the adult learner is viewed by andrago- 

gists as an important initial step in educating adults.

The senior students viewed the atmosphere of the seminar as 

a non-threatening environment in which planning was carried 

out in a collaborative manner. Both participation and a 

non-threatening environment conform to the criteria espous­

ed by Knowles as the ideal setting and process for learning 

to take place.^ The seminar, in so far as the planning 

sessions were concerned, conformed, in the opinion of stu­

dents and the facilitator, to that ideal. Seniors also 

viewed themselves as having the knowledge and experience 

necessary to plan for their own learning and in their 

comments indicated it was a skill that should be developed.

The above evaluation was conducted at about mid­

semester. Students then carried out the learning activi­
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ties they planned until the end of the Fall, 1985 semester. 

At that time, students were asked to evaluate the seminar 

as a learning experience. A questionnaire was administered 

to them to elicit judgements about the benefits, if any, of 

the learning activities they had planned (See Appendix B). 

Several questions also related to the setting; the intent 

to determine if the environment continued to be conducive 

to learning. In addition, the expectation was to learn 

something about the students' characteristics as learners, 

i.e., were they able to share their experiences and in that 

way act as resources for one another. The last question 

asked them to rate their progress toward reaching their 

educational goals. Table 3 presents a summary of the 

students' answers to the first 10 questions on the ques­

tionnaire and Table 4 to question 11.

TABLE 3
Students' Perceptions of the

N = 12
fall Seainar

Question
Positive
Response

Negative
Response

1. Was the physical environment of 
the Seminar conducive to group 
interaction?

12

2. Do you feel you were able to 
express your opinions freely 
in the Seminar?

12

3. Were Seminar members attentive 12
when it was your turn to act as 
discussion leader?
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TABLE 3 con't
Students' Perceptions of the

N = 12
Fall Seainar

Question
Positive
Response

Negative
Response

4. Were you able to share your 
knowledge/skills with others 
in the Seminar?

11 1

5. Were others able to share their 
knowledge/skills in the Seminar?

11 1

6. Were you able to utilize the 
instructor as a resource during 
the Seminar sessions?

12

7. Were the Seminar discussions 
helpful to you as a student 
Social Work Practitioner?

12

8. Were you able to relate the 
substance of the Seminar dis­
cussions to your own esperience 
in your field agency?

9 3

9. Was feedback from the group follow 
ing our discussions helpful to you

12
?

10. Did participation in the Seminar 
help you to make progress toward 
meeting your personal goals?

11 1

Cliaate of the Seainar
Questions nos. 1, 2 and 3 in the above questionnaire 

referred to the climate of the seminar. (1. Was the physi­

cal environment of the seminar conducive to group inter­

action?; 2. Do you feel you were able to express your 

opinions freely in the seminar? and 3. Were seminar members 

attentive when it was your time to act as discussion 

leader?) As the table indicates, all twelve students gave
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a positive response to those three questions. According to 

the students, the setting continued to be a comfortable 

environment in which students expressed opinions freely and 

responded to each other. These comments reinforce their 

positive attitudes:

"Yes, the group was open, everyone had an opportunity 
to express what was on their mind."

"Yes, they all seemed interested in my topic."

"The group was small and informal - I said what 
I wanted to.”

"I felt others listened and actively participated 
in my discussion."

Participation and Mutual Sharing
Questions nos. 4, 3 and 6 (4. Were you able to share 

your knowledge/skills with others in the Seminar?; 5. Were 

others able to share their knowledge/skills in the Seminar?

6. Were you able to utilize the instructor as a resource 

during the Seminar sessions?) refer to the notion that an 

andragogical approach to instruction encourages the pro­

cesses of participation and mutual sharing by learners. 

Students' answers indicate that those processes were evi­

dent during the seminar - eleven responded positively to 

nos. 4 and 3 and twelve to no. 6. The students perceived 

that mutual sharing did exist in the seminar and that the 

instructor took part in that process. The instructor also 

acted as a resource person, a role deemed important by 

Knowles and others.^ Their comments again reinforce their 

attitudes:
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"Yes, I felt no difficulty in sharing."

"Yes, members offered their knowledgd and skills 
throughout the seminar."

"Inside and out of seminar sessions, I personally 
felt the instructor was available and attentive 
to our needs."

"The instructor made herself available as a 
resource person at all times. I felt I could 
utilize her skills and knowledge at any time."

"Yes, the instructor was a very important part 
of the seminar."

"Yes, I do. When we as students were hot, bothered 
and out of control, Mrs. Lewis brought us back and 
allowed us ... to focus on the reality of the 
situation."

Relevancy
Questions nos. 7 and 8 (7. Were the seminar discus­

sions helpful to you as a student social work practi­

tioner?; 8. Were you able to relate the substance of the 

seminar discussions to your experience in your field 

agency?) referred to a concept significant to andragogy - 

that adult learners, when encouraged to participate in 

planning educational needs, will plan goals that are rele-
g

vant to current life needs. The students were unanimous

in thinking the seminar discussions were helpful. Several

commented and reinforced their opinion:

"Yes, it brought out important issues."

"It was good to hear about other agencies and 
their policies and practices.”

"Yes, I found the discussions very helpful 
especially the one about DRG's."

There were three negative comments, to question no. 8 -



165

nine were positive. One student who responded negatively 

said, "All placements are diverse" another "I really 

haven't had the chance to relate seminar discussions in my 

placement." Several of the students who responded posi­

tively indicated that they could see the basic similarities 

in one's experience in an agency no matter that agencies 

are diverse. Some examples of positive comments were:

"Yes, some topics were directly related and others 
were indirectly related to my placement."

"Yes, I found that, overall, I was able to relate 
most material in seminar to my own experience.
I found it extremely interesting and very 
informative and helpful."

Group Processes
Question no. 9 (Was feedback from the group following 

our discussions helpful to you?) referred to the idea that 

mutual sharing within the learning environment can encour­

age learners to act as resources for one another. After a 

presentation and discussion, students shared their views 

about the quality of the presentation with the presenter 

who then was able to respond or comment on those views. As

the table indicates, all twelve students thought that tech­

nique was helpful. Some of the students gave reasons why 

they felt feedback was helpful. The following comments are 

illustrative:

"Yes, I was able to listen to others and learn 
from their feedback."

"Feedback was extremely appreciated after our 
discussions, at least by me. I found many of
the comments very helpful to my increasing self-
image as a social work professional."
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"Yes, it let me know how others perceived me and 
what adjustments I should make."

Goal Attainment
Question no. 10 (Did participation in the seminar help

you to make progress toward meeting your personal goals?)

asked students to determine if carrying out the learning

strategies they planned was helpful in reaching personal

goals. Andragogists suggest that this occurs where the

learner has had a hand in designing the goals and learning

strategies. According to Knowles, "learners have a sense

of progress toward their goals" when they are involved in
9the planning process. There was only one negative re­

sponse to this question, that student commented, "As far as 

my personal goals, the seminar was unable to help meet 

them; my field was helpful though." Students who responded 

positively also cited their agency experiences as being 

helpful. Some of the comments follow:

"Yes, I am comfortable in what I am doing - I 
feel real good about the progress I have made.
My agency makes me feel that what I do is also 
important to them."

"Yes, I can speak in front of others with more 
confidence and ease."

"Yes, seminar did. Sharing views openly is 
important even when we disagree."

Students saw themselves and others in the seminar as

resources and as individuals willing to share experiences.

The environment of the seminar was such that students felt

a freedom to express themselves without fearing destructive

criticism. They viewed the seminar as a safe place to take
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risks. They felt they could be frank in expressing their 

ideas and that others listened, with respect, to their 

views.

In question no. 11 students were asked to indicate on 

a scale from one to ten, with one being low and ten high, 

to what degree the seminar had helped them to reach their 

professional goals. The responses were grouped into three 

categories - one, two, three were considered low; four, 

five, six and seven - moderate; and eight, nine and ten - 

high. Student answers are tabulated in Table 4.

TABLE 4
Students' Perceptions of Their Progress

N s 12*
11. The following are the professional goals we developed 

during the planning sessions. Please use the rating 
scale following each to evaluate your progress toward 
meeting them.

Goals:____________________________________ Students' Rating Scale
___________________________________________Low Moderate High
1. Utilize colleagues, both 4 8

agency supervisors and
Seminar members, as 
resources and be able to 
relate to colleagues 
collaboratively.

2. Articulate, verbally and in 3 9
writing, professional
concerns related to client 
problems.

3. Understand his/her profes­
sional role as a social 
worker.

3 9
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Goals: Students' Rating Scale
Low Moderate High

4. Identify ethical issues that 
might arise in the context 
of practice. (ex. Conflict 
of values between one's own 
values and those of the 
agency.

2 10

5. Assess his/her own strengths 
and vulnerabilities.

4 8

6. Understand the impact of 
current social policy 
decisions and social 
research on practice.

6 6

7. Communicate in a responsive 
and concerned manner with 
clients.

2 10

The goals listed in Table 4 are those decided upon by

the students during the planning sessions. They have been 

categorized as goals relating to Role - Skills - and Pro­

fessional Growth. The categories a^e not mutually exclu­

sive; since those chosen as skills might also be considered 

as pertaining to role behavior; they were chosen as a means 

to describe student perceptions.

Role
Goals nos. 1 and 3 (1. Utilize colleagues, both agency 

supervisors and seminar members, as resources and be able 

to relate to colleagues collaboratively; 3. Understand his/ 

her professional role as a social worker) refer to the role 

behavior expected of professional social workers. The 

response pattern of students for those goals was similar.
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Four students felt they had been moderately successful in 

attaining goal one and eight students felt they had a high 

degree of goal attainment. As the table indicates, three 

students chose moderate and nine high for their choice in 

goal no. 3.

Skills

Three of the goals, nos. 2, 4 and 7 (2. Articulate, 

verbally and in writing, professional concerns related to 

client problems; 4. Identify ethical issues that might 

arise in the context of practice (ex. Conflict of values 

between one's own values and those of the agency); 7. 

Communicate in a responsive and concerned manner with 

clients.) refer to skills that become part of the social 

worker's techniques and strategies that improve through 

practice. Three students felt they had moderate success in 

reaching goal no. 2 and nine a high degree of success. The 

choices were clustered around the high moderate and low 

high ratings; those students who perceived a high success 

rate left room for improvement. The responses to goal no.

4 indicate that two students felt they had moderate success 

and 10 a high degree of success in reaching that goal. 

Again, the responses were clustered near the low end of the 

high category. Students responded to no. 7 goal in much 

the same way - two chose moderate - and ten a high rating. 

Professional Growth

Goals nos. 5 and 6 (5. Assess his/her own strengths 

and vulnerabilities; 6. Understand the impact of current
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social policy decisions and social research on practice.) 

were subsumed under professional growth since the ability 

to make self-assessments is a prerequisite to growth while 

goal aix implies a continuing search for knowledge. Four 

students perceived their progress as moderste in reaching 

goal 5 and eight rated their progress as high. Six of the 

eight were closer to the low end of the high category, 

implying more room for improvement. The students were 

evenly divided in their responses to goal no. 6. Six felt 

their progress was moderate and six perceived a high degree 

of progress. Again, the responses were clustered around 

high moderate and low high ratings.

As Table A indicates, all of the students thought they 

had made progress in reaching their goals. Their rstings 

differed somewhat, but all were in the moderate to high 

range. The goals and learning tasks chosen for the seminar 

were outcomes of the students' participation with the 

instructor during the planning sessions. Their ideas were 

incorporsted into the design of the seminar and constituted 

a major part of the activities throughout the seminar. The 

responses to the questionnaire appear to confirm, from the 

students' point of view, thst learning is enhanced when 

learners share the responsibility for planning educational 

goals and tasks. During the seminar, they shared exper­

iences and acted as resources for one another; their goals 

and the learning tasks they planned were seen as relevant 

to their current activities in the field. The comments, as



171

listed above, also indicate that students were beginning to 

monitor their progress in becoming professional social 

workers. In carrying out goal planning, seminar tasks and 

self-evaluations, the students appear to share some of the 

characteristics of the adult learner (listed above).

Final Evaluations
The project continued during the Spring 1986 semester. 

In the first session of the seminar students reviewed the 

educational goals they had chosen during the previous 

semester and their rate of progress in meeting them. This 

exercise helped them to develop learning tasks relevant for 

the current semester. They decided to discuss their place­

ments and to carry out peer evaluations. They wanted feed­

back from one another and the facilitator on the progress 

they had made in becoming more professional. During the 

following six weeks, students, in turn, asked seminar 

members to help them evaluate their progress in reaching 

both personal and professional goals. During the seventh 

seek, students decided they had reached the goals they had 

set for the seminar and then articulated the need for 

information about careers. The project ended at that point 

and the following week students were asked, once again, to 

evaluate the seminar.

A questionnaire was administered (see Appendix C) that 

asked students to evaluate and comment on their learning as 

an outcome of the seminar. There were a total of 16 ques­

tions. Questions one through eight were related to parti­
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cipation, mutual sharing, relevancy and group processes. 

Questions nine through sixteen referred to students' learn­

ing goals and their progress in meeting them, following 

are the first eight questions:

1. Please explain how participation in planning 
the seminar affected your motivation to learn.

2. To what degree did sharing in planning and 
designing the seminar make learning a positive 
experience?

3. How were the learning goals we formulated 
relevant to your current learning needs?

4. How were learning activities we engaged in 
during seminar related to your experiences 
in your agency?

3. To what degree was feedback from other seminar
members helpful to you?

6. What impact did sharing your experiences have 
on the learning of other seminar members?

7. To what degree did sharing the responsibility
for seminar learning activities make learning 
more purposeful for you?

8. One of our learning strategies involved the 
assessment of personal goals. How was that 
helpful in terms of your own professional 
growth?

There were eight students who were consistently posi­

tive in their comments to the questionnaire. With the 

exception of question no. 3 to which all students commented 

in positive terms, three students commented both positively 

and negatively and one student was consistently negative. 

The questionnaires, throughout the project, were anonymous. 

Therefore, it is not possible to make assessments in' regard 

to differences between the students who viewed the learning
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experience in positive terms and the student who had 

negative views.

Participation and Mutual Sharing
Questions nos. 1, 2, 6 and 7 (1. Please explain how 

participation in planning the seminar affected your moti­

vation to learn.' 2. To what degree did sharing in planning 

and designing the seminar make learning a positive exper­

ience?; 6. What impact did sharing your experiences have on 

the learning of other seminar members?; 7. To what degree 

did sharing the responsibility for seminar learning make 

learning more purposeful to you?) asked the students to 

assess how participation in planning for their own learning 

and how sharing experiences and knowledge affected their 

learning. The majority of students described the seminar 

as a good learning experience - 8 positive and 4 negative 

comments. Some of the comments suggested that students 

felt more involved in the seminar and also surprised at 

being involved at the planning level. One student comment­

ing on question no. 1 said she was more willing to learn 

something all had agreed upon. Other positive comments 

were:

"I thought participating in what I was to be 
involved with and what I wanted to do was very 
beneficial."

"By planning the seminar everyone was able to 
have more input ... I felt this helped interest 
the group more."

"My participation in planning seminar objectives 
intensified my motivation to learn. I felt I 
was more involved in the whole project and not
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just as a student performing required tasks 
from someone else."

There were four negative replies to the first ques­

tion. Two stated they felt the seminar should have had 

more structure, commenting, "I feel you should have planned 

it and handed out a set syllabus - we could have altered it 

but it would have given us direction" and "I felt we should 

have had more structure along with flexibility to explore 

issues when they arise." In every other social work course 

students are handed a syllabus on the first day. These two 

obviously needed that structure although their comments 

hinted at the need to have some input. The two other nega­

tive comments referred to the experience as being frustra­

ting, "Well it really didn’t motivate me as much as frus­

trate me. I would rather have had it planned with some 

time left for extra options" and "It didn't, I became more 

frustrated.

In question no. 2 the students were asked directly if 

the seminar was a positive experience; there were eleven 

positive comments and one negative. The following are 

characteristic of the positive comments:

"I felt this experience to be highly positive in 
nature. I was really comfortable with the 
process and I felt my confidence build through­
out the experience."

"Each week I gained a bit more courage to discuss 
my assignments and found out what I did was what 
other social workers had done.”

"It wasn't like anyone was being forced to do 
something. People had a chance to plan what 
they wanted - very positive."
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The student who answered negatively referred again to 

what she describes in question no. 1 as lack of structure; 

"I think it should have had more direction from the begin­

ning." The majority of comments to this question indicate 

that sharing the responsibility for learning enhances one's 

ability to learn.

Most comments in answer to question no. 6 were posi­

tive. The majority of students (ten to two) felt they had 

helped others in the seminar by participating and sharing 

experiences. The following are examples that indicate 

positive feelings:

"I think some of the information I shared helped 
others to realize other systems and what to 
expect when they go out to work. I was able to 
share my negative experiences; this might have 
helped others to be aware of agency policy and 
the need for good supervision."

"They were always willing to listen, very 
accepting ... So they must have learned in a 
positive way."

"They were able to relate with the positive 
experiences and the failures of each other 
and discuss what others may have done in 
similar situations."

The two who responded negatively to that question 

commented that they had no way to judge others' learning. 

The positive comments indicated that students were inter­

ested and attentive during discussions and they conveyed 

the impression of learning from them.

Question no. 7 related sharing of responsibility for 

learning to the purpose of their education. Eight students 

listed positive comments; three were negative and one did
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not comment. A sample of the positive comments follow:

"I feel that if you share in the ideas of a learn­
ing activity the person is more likely to parti­
cipate ... it made me more active."

"I wanted others to hear what I had to offer - 
what my expertise was in. For that reason I 
also listened to what others said more intently."

"It had more purpose because the learning acti­
vities were all agreed upon.”

The students, according to their comments, sgreed with 

Knowles and others that participating in the design of 

learning helps learning to become more purposeful. One 

student who responded negatively referred again to "needing 

more direction;" and another commented, "I'm not really 

sure."

Relevancy
Questions nos. 3 and 4 (3. How were the learning goals 

we formulated relevant to your current learning needs?;

4. How were learning activities we engaged in during semin­

ar related to your experiences in your agency?) referred to 

Robinson's ideas that adults must be able to "make sense" 

of their learning and be able to relate learning to current 

life needs.^ In responding to question no. 3 most stu­

dents (ten of twelve) felt their learning goals were rele­

vant and related to their experiences in their agencies.

One of the students commented, "Planning made me feel more 

comfortable in my agency;" another "I learned how to relate 

to colleagues in a professional manner." One of the stu­

dents who replied negatively said, "There was no connection
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between the two." The other said, "Some of them were rele­

vant, but sometimes I felt like I was wasting my breath."

Question no. 4 asked about the link, if any, between 

learning activities and the tasks students carried out 

during field placement. The answers were primarily posi­

tive (ten positive; two negative). Some comments were:

"I had a chance to see how others were coping with 
problem situations and apply them myself."

"I learned how to relate with other colleagues in 
a more professional manner."

"Activities were generally helpful and provided 
me with new ideas or perspectives."

Students who responded negatively seemed to want more 

structure. The comment of one, "More formal presentations 

are needed" bears that out. The other said, "Some were, 

but not all, it was sometimes difficult to connect what we 

did in seminar to my field placement."

Group Processes
Questions nos. 5 and 8 (5. To what degree was feed­

back from other seminar members helpful to you?; 8. One of 

our learning strategies involved the assessment of personal 

goals. How was that helpful in terms of your own growth?) 

referred to two of the activities that were carried out as 

learning strategies and that involved a major part of the 

seminar time. Question no. 5 related specifically to the 

process of feedback that became part of every task-oriented 

session and was the learning activity in the last three 

sessions. The comments were all positive and several
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stated they found this to be the most helpful activity.

The following are examples of the comments:

"Feedback helped because others let me know what 
I was doing well or poorly and how I was coming 
across to others."

"It was helpful because it's always good to have 
others tell you something you might not be able 
to see in yourself."

"A high degree - I feel more like a fellow 
student, more at ease to talk about my learning 
experiences."

"Very helpful - this is a critical task."

"I felt this was the most rewarding aspect of the 
seminar. I picked up useful information from 
the other members."

The students, as indicated by their comments, lend

support to Verner's ideas that "learning is facilitated
11where the learner is aware of his progress."

Eleven of the students responded positively to ques­

tion no. 8 that asked students to comment on the link 

between one of the learning formats and their growth as 

professionals. Students felt this activity helped them in 

reaching professional goals as well as personal goals. 

Personal goals tended to be related to their field exper­

iences, such as the need to participate in staff meetings 

without becoming anxious. The student who responded nega­

tively said she was "turned-off by the use of the word - 

goal." But, positive comments were in the majority; the 

following are examples:

"It made me take a look at where I was and where 
I was headed."
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"This was the most helpful to me. I could see 
where I stand and how much I gained."

"It helped me to find the most successful way to 
achieve my goals.”

"I felt that identifying my personal goals made 
me more aware of my limitations, and made me 
work at correcting them more easily."

As the comments indicate, most students found the 

learning formats to be helpful and one activity, that of 

feedback, very helpful. Feedback came primarily from group 

members, although the facilitator also participated in that 

exercise. It focused on how the group viewed each person's 

improvement over time. They evaluated each other on the 

quality of their presentations during both semesters and on 

how they performed their roles and tasks in their agencies. 

This latter activity was judged second-hand by listening to 

a student's discussion of how he/she had handled a parti­

cular practice situation or incident. Their comments sug­

gest they valued their peers' input and found it helpful in 

promoting their own learning. This supports the contention 

of Knowles and others that adults prefer to share exper­

iences and knowledge and that they are capable of doing so 

in a helpful manner.

In questions nine through sixteen students were asked 

to indicate on a scale from one to ten - one being low and 

ten high - their progress in reaching professional goals. 

They were also asked to give examples from their practice 

experience. Their responses were grouped into three 

categories: 1-2-3 were Low; 4-5-6-7 were Moderate; and
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8-9-10 were High. Student answers were tabulated in Table

5.

TABLE 5
Students' Perception of Their Progress 

in Resching Lssrning Goals 
__________  N = 12

Please rate the progress you made in reaching the following 
goals and give an example of how it was reflected in your 
practice.

GOALS:_____________________________________ Students Rating Scale
Low Moderate High

9. Utilize colleagues, both 
agency supervisors and 
seminar members, as resources.

3 9

10. The ability to relate to 
colleagues collaboratively.

1 11

11 . Articulate, verbally and in 
writing, professional concerns 
related to client problems.

2 10

12. Understand your professional 
role as a social worker.

1 11

13. Identify ethical issues that 
might arise in the context of 
practice, (ex. Conflict of 
values between one's own values 
and those of the agency.)

12

14. Assess your own strengths 
and vulnerabilities.

4 8

15. Understand the impact of 
current social policy decisions 
and social research on practice.

16. Communicate in a responsive and 
concerned manner with clients.

1 11

The students rated the above goals at the end of the
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Fall semester and they have been categorized again as goals 

relating to - Role, Skills and Professional Growth. Those 

categories were not intended to be mutually exclusive since 

several would fit into all three categories. They were 

chosen as a way to clarify students' ratings.

Role
Goals nos. 9, 10 and 12 (9. Utilize colleagues, both 

agency supervisors and seminar members, as resources.;

10. The ability to relate to colleagues collaboratively.;

12. Understand your professional role as a social worker.) 

refer to role behavior that students must assume in their 

agencies now and later in careers. Their responses had 

changed slightly from the last questionnaire, ratings to 

all three goals had moved closer to the high end. In 

reference to goal no. 9, three students indicated moderate 

success and nine felt highly successful. The following 

comments are from students who rated their progress as 

high:

"I was able to gather input from my supervisor 
which was very helpful in dealing with clients. 
Seminar members shared experiences and ideas. I 
valued the seminar experience...."

"I was able to go to anyone in my practicum, I 
also had several nursing students and social 
work students use me as a resource."

The following comments are from students who felt they 

had made progress but had not quite met their goals:

"I was more assertive in seeking help from 
colleagues when needed, but I still find, at 
times, I have to make a definite effort."
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"I was able to share experiences with some, but 
not all of my colleagues yet."

Eleven students rated their progress high in reference 

to goal 10; one chose moderate at the high end of that 

category. Some of their comments illustrate that progress:

"I now have no problem. I am comfortable with 
my colleagues."

"I have been very comfortable, especially this 
second semester."

The student who rated her progress as moderate com­

mented that, "Collaborative teamwork was not one of the 

positive characteristics of my agency" implying, perhaps, 

that in a different agency she might have made more pro­

gress. The responses to goal number 12 indicated that 

students had made progress; 11 rated their progress as high 

and one, moderate. The student who rated her progress as 

moderate commented, "Sometimes I do, but sometimes I ques­

tion my motives as well as my role." Some comments from 

those who felt they made greater progress are as follows:

"I have really come to understand my role within 
the agency...I had very good role models to 
emulate."

"The code of ethics is now embedded in my head.
I think I have progressed in this area 
tremendously."

Skills
Goals numbered 11, 13 and 16 (11. Articulate, verbally 

and in writing, professional concerns related to client 

problems.; 13. Identify ethical issues that might arise in 

the context of practice.; 16. Communicate in a responsive
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and concerned manner with clients.) refer to some of the 

social work skills necessary for professional practice. 

Students' ratings to no. 11 indicate that they improved 

over the life of the seminar - ten rated their progress as 

high and two as moderate. The examples they gave reinforce 

those ratings. Some examples from the high ratings:

"I am very aware of the problems my clients face 
and I think I do a good job of 'getting that 
acroas' to people."

"I have been able to speak more professionally 
in staff meetings."

The two students who perceived a moderate success 

commented that they had made progress, but, as one stated, 

"I still have a way to go."

All twelve students felt they had reached a high 

degree of progress in understanding the ethical concerns 

they face in their agencies (no. 13). Their comments 

reinforced the ratings. Some examples:

"I readily identify ethical issues and discuss 
them with colleagues. I hope I shall never 
accept those I see as unjust or rectifiable."

"I'm placed at an agency that is for community 
living for MR clients and would like state 
institutions closed. I work at a state insti­
tution. I try not to let my values interfere 
with my work at the agency."

"I have really become more aware of my own 
values and that has helped me understand 
differences."

The ratings for goal number 16 also improved from 

those of the fall semester indicating that students contin­

ued to make progress. One stiident was at the high end of
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the moderate category and the other eleven were in the high 

end of the high category. Their comments are indicative of 

their progress:

"I have a good rapport with my clients and I 
think they are comfortable with me."

"I have been working with several hard to reach 
clients and they seem to be responding to me - 
at least they show up each week."

The student who rated her progress as moderate felt she

would continue to improve in practice since, as she stated,

"I see this as my most important goal."

Professional Growth
Goals numbered 14 and 15 (14. Assess your own streng­

ths and vulnerabilities.; 15. Understand the impact of
s

current social policy decisions and social research on 

practice.) are related to a practitioner's commitment to 

continued growth and development. No. 14 refers also to a 

person's ability to make self-assessments. In their 

ratings, students did not indicate as much progress in 

reaching that goal although the ratings in both the moder­

ate and high categories were at the high end of each. In 

this final questionnaire as in the Fall four students chose 

moderate and eight high as their ratings. Those choosing

the moderate rating commented as follows:

"I have a hard time looking at what I'm good at -
I know my weaknesses.”

"I feel I have many strengths but I also get 
frustrated at the system."

"I see my strengths and weaknesses more clearly 
now than last year."
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Those who felt they had made more progress commented as 

follows:

"From the feedback at seminar and my placement,
I have been able to do this."

"I am more assertive."

"I have made more progress in this area at least 
as much as I can in seminar. I don't think I 
will ever be perfect though."

The ratings for goal no. 15 were higher on this final 

evaluation than they were in the Fall. Ten students rated 

their progress as high as compared to six in the Fall and 

two chose moderate as compared to six in the Fall. Stu­

dents felt that seminar discussions helped them as well as 

their agency experience. Some of their comments are as 

f ollows:

"All activity is goverened by policy, that was 
clear at Bureau of Aging."

"I'm more aware of the policies affecting my 
agency now - our discussions helped."

"I was able to discuss the impact of funding 
cu18 in a professional manner."

The two students who viewed their progress as moderate

cited less understanding of the impact of research as their

reason. One commented, "I am always aware of social policy

decisions, but not always certain of the social research

impact."

As Table 5 indicates, most students felt they had made 

good progress and, in fact, had reached the goals they set 

for themselves earlier in the Seminar. Their comments were 

also indicative of personal and professional growth. In a
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number of ways students expressed positive views of the 

seminar and their participation in its design. Their dili­

gence in planning and carrying out learning tasks is an 

indication of their commitment to the seminar. They com­

mented many times during the peer evaluation sessions that 

it was sn important and beneficial learning activity. They 

have, several times during the semester, expressed the idea 

that the learning strategies they utilized should be 

incorporated in subsequent seminars. They also filled out 

the questionnaires by giving a good deal of thought to 

their answers snd did not balk at the number of times they 

were asked to evaluate. In the final questionnaire the 

students were able to assess their potential as social 

workers and rate their progress toward their goals. Their 

ratings seemed realistic and several of them expressed the 

idea that self-assessment was a continuing need.

Faculty Evaluation
The faculty, seminar facilitator and two other full­

time social workers also contributed to a final evaluation. 

During the first meeting, faculty decided to utilize some 

of Knowles' idess as a basis for describing a model of the 

"good student" that would be utilized in rating the stu­

dents. Discussed were ideas that refer to the adult's 

sense of responsibility, the ability to be autonomous and 

self-directing and the ability to make decisions indepen­

dently. Qualities it was hoped students would have deve­

loped by the end of their senior year. High grades were
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not included as a characteristic since fsculty felt that, 

for the student who had reached the senior year, intellec­

tual ability was a given. The following is the model 

designed as characteristic of the "good student":

The good student is -

♦One who is responsible; who hands in work cn time; 
is prompt with agency assignments and is not absent 
from the agency without serious reason.

♦One who is aware of appropriate ways to relate to 
faculty and peers. One who has an awareness of 
social roles and how they impact on one's behavior. 
One who is able to relate appropriately to those 
in authority.

♦One who others can rely upon; this implies a 
consistency in the way one behaves.

♦One who is open to learning, who has the ability 
to challenge one's own biases; to be flexible; 
who goes beyond the minimal. One who has vision.

♦One who does not put the locus of responsibility 
outside of oneself; is able to say "I am wrong" 
or "I can grow."

♦One who has the ability to be supportive of 
peers; to share and be considerate of others.

♦One who has initiative who can commit time, 
energy and resources to reach a goal.

♦One who has the ability to be non-judgemental 
in the classroom, as well as the field.

♦One who has the ability to deal with conflict 
constructively so that relationships are not 
severed.

At the second meeting the model was utilized as a 

standard to assess the senior students. Since two of the 

faculty had not been involved with the seminar, the ques­

tion of whether we could validly link their perceptions of 

student behavior to what happened in the seminar arose.
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They were involved in the Pilot Study that was carried out 

in the Spring 1985 Semester, and they also had an interest 

in viewing the andragogical model for use in other courses. 

There is a great deal of interaction, generally, among the 

faculty and senior students and one of the faculty teaches 

a senior required course. The program is relatively small 

so that faculty and students also interact frequently over 

time. The two faculty not involved in the seminar had 

examined the questionnaire results and had followed the 

progress of students' planning efforts. They felt they 

were close to the project and very interested in its out­

come and also wanted to share their assessments of stu­

dents. Program faculty all view the field practicum and 

the field seminar as the most significant course in the 

senior curriculum and one that would have a greater impact 

on students' professional growth.

The Students
Eight of the twelve students exhibited responsible 

behavior relative to completing field tasks and other 

course requirements. They had few absences and where an 

absence occurred, informed their agency supervisor in a 

timely manner. Four of the students had some problems in 

the field - one of those had problems we deemed serious. 

They had too many absences, were slow to complete field 

tasks and lacked a sense of responsibility in informing 

their field supervisors when it was appropriate. It was 

felt that their activities and performance in the field



189

seminar had some bearing on their behavior, since content 

in the field seminar is directly related to their work in 

the agency. The student who had serious problems failed 

the field instruction at the end of the first semester; the 

other three improved sufficiently during the second semes­

ter to pass.

As a group, the students demonstrated initiative and 

the ability to be self-assertive. During the past two 

years, there had developed a sense of dissatisfaction among 

the students in regard to some curriculum requirements, 

field policies and one of the faculty who taught supportive 

courses. Rather than continue to complain among them­

selves, the seniors organized a town meeting and invited 

the faculty to discuss the problems in a collaborative, 

non-hostile manner. The outcome of that meeting was posi­

tive as some of the difficulties students cited were ironed 

out. When asked how the meeting developed, several of the 

students commented, "You want us to take more responsibi­

lity here - the classroom is not the only place it is 

needed." Faculty agreed that the planning and implementa­

tion of the meeting exhibited their ability to deal with 

conflict constructively and also to share responsibility.

In a number of instances, a sub-group of the student 

organization - all seniors - approached the program direc­

tor to speak for other students who were having difficul­

ties. One of the students was having severe family pro­

blems and her academic work was suffering. Faculty felt
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that this was an indication of their ability to be suppor­

tive and considerate of each other.

One of the learning activities in the seminar was to 

choose professional and personal goals, plan activities to 

meet those goals and evaluate progress in reaching them.

The students worked actively to pursue their goals and were 

serious in their intentions throughout the seminar. The 

faculty felt this was an indication of their ability to 

commit time, energy and resources to reach a goal and to be 

able to say "I can grow." During the feedback sessions in 

seminar, students were able to view themselves in a number 

of social roles including the role of helper. They were 

also able to discuss knowledgeably the impact of those 

roles on others. The seminar facilitator suggested to the 

other faculty members that this was an indication of growth 

on the part of students and that they met the second cri­

teria that was described for the "good" student.

The seminar was the arena where students could and did 

discuss their competency papers. They were often able to 

help each other in regard to resources and in their own 

words, "did a lot of sharing" outside of the seminar. This 

behavior was another indication of their ability to be 

supportive of one another, to share and be considerate of 

others. Their attitudes and skills in making realistic 

self-assessments and being open to feedback from their 

peers indicates that they did meet the fourth and fifth 

criteria in the above model. Faculty decided that students
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had also made progress in their ability to be non-judge- 

mental. Information was gleaned from the qeustionnaires 

students answered and from their behavior in other courses. 

To the extent that they took responsibility in planning 

goals and learning experiences, shared their experiences 

with others in the seminar, and geared their goals to their 

current needs, they did exhibit the characteristics of the 

adult learner. From the faculty's point of view, they also 

compared favorably to the model of the "good student." It 

appeared from faculty discussions that students had bene- 

fitted from an andragogical approach to learning.
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Conclusions
The evaluation procedures undertaken by faculty and 

students focused on answering the question - Does an andra- 

gogical approach to instruction enhance the learning of 

traditional age college students? The evaluation of the 

project by students and faculty supports the conclusion 

that the approach, as carried out in this project, did 

enhance their learning. The senior students were able to 

take on a large share of the planning for their own learn­

ing. They were also able to act independently in their own 

best interests outside of the classroom where, for example, 

they planned and carried out a "Town Meeting" to discuss 

problems in the program. Throughout the seminar, their 

interest was high, their presentations relevant and pro­

fessional, and their grasp of theoretical concepts know­

ledgeable enough to explain and utilize them in their field 

placements.

The students, in their final questionnaire, also 

expressed positive views of the seminar and their partici­

pation in its design. They were serious in their commit­

ment to the learning and in choosing personal and pro­

fessional goals suited to their current needs in their 

field placements. The survey results also indicated that 

they were able to reach their goals through their own 

efforts and were able to design monitoring strategies that 

helped in that effort. They felt the sharing aspect of the 

seminar was extremely helpful and that it was an activity
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they could utilize with colleagues in an agency setting. 

Perhaps the best argument in favor of an andragogical 

approach was that the students felt they had benefitted 

through increased knowledge and in their professional 

roles. In their comments the students attributed those 

outcomes to the seminar and its unique design.

In keepint with andragogical principles, the facili- 

tator attempted to structure the seminar so that a warm, 

non-threatening enviornment existed. Answers that students 

gave to the first two questionnaires indicated that did 

occur. Students felt they were able to plan and share 

their needs without fear of destructive criticism. They 

also felt competent to share responsibility for their own 

learning and pleased they had choices of their own to con­

tribute. For most of them, this meant they had a sense of 

"ownership" in what went on in the seminar. They also felt 

the seminsr addressed learning needs that were relevant and 

realistic. The students' perception of an andragogical 

approach was clearly a positive one. This opinion is 

reinforced by the results of the questionnaire and stu­

dents' own comments.

The students exhibited many of the characteristics 

Knowles attributes to the adult learner. A comparison of 

the seniors with Knowles' description of the adult learner 

(see p. 12) indicates they had a serious commitment to 

learning. They rarely missed the seminar and they partici­

pated willingly in the planning, learning and evaluation
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processes. It is difficult to stste that they had a need 

to participate in planning their own educational goals.

But, they certainly participated wholeheartedly when given 

the opportunity. Sharing their experiences and showing 

concern for others' learning was also evident in the 

seminar. And, as mentioned above, this was a most enjoy­

able aspect of their learning. The students also felt 

capable of planning and were able to articulate learning 

goals relevant and useful for their current life needs. As 

the semester drew to a close, they became actively inter­

ested in career options - also a realistic and relevant 

goal.

Instructor's Role
Andragogical theory states clearly that the instruc­

tor's role is crucial in the learning situation. There­

fore, a description of that role during this project is 

included here. The instructor attempted to act as both a 

facilitator and a resource person. In the initial meet­

ings, a structure was provided to set the stage for student 

participation. This was done by introducing the objectives 

planned by the previous year's seniors and suggesting that 

the gorup modify or change them to fit their needs. The 

goal in the beginning sessions was to provide a non­

threatening environment that allowed students a measure of 

autonomy. An environment in which students felt safe to 

risk discussing their own ideas and needs. An environment 

that was flexible to enable goals and learning activities
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to change as students' needs changed. Some of the students 

were timid and often quiet in beginning sessions; the task 

of the facilitator was to ensure their opportunity to dis­

cuss their point of view.

As a way to help them assess their needs, they were 

asked what activity they favored in their agency and then

asked if there were ways they could improve on carrying out

that task. When discussions reached a point where a deci­

sion had to be made, the facilitator's task was to ensure 

that it was a collaborative decision. It was important 

that each student felt he/she had a stake in what the group 

was doing. Another role of the facilitator was that of the

"good listener" - a role that should be conveyed to the

students. Listening gave the students a sense that their 

opinions were worthwhile and it helped to keep the discus­

sion and tasks in the seminar focused on goals. As the 

seminar progressed, students emulated the facilitator's 

manner and techniques. In the role of resource person, the 

facilitator placed texts on reserve in the library, shared 

experiences and suggested places to find information.

When the group began to plan evaluation strategies, 

the facilitator provided some examples to get them started. 

The group was also encouraged to help each other in that 

process. During the feedback processes in seminar, the 

facilitator started the group discussion when a student 

finished his/her presentation. If a student tended to look 

at the facilitator rather than at the person being evalua­
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ted, he/she was asked to face the evaluatee. This seemed 

difficult for the students in early sessions, but they were 

gradually able to face the person being given feedback 

without help.

As the seminar continued, students looked less often 

to the facilitator to initiate discussions, and they began 

to use each other as resources. There were a number of 

students in the group who were assertive, and they took on 

leadership roles. By the second semester, both groups were 

working well and making progress toward reaching their 

goals. They had reached a point where sharing had become 

"institutionalized" and they looked to each other as 

significant to their learning. The facilitator's promin­

ence in the group had diminished, while still remaining a 

working member of the group. The non-directive approach 

appeared to be successful in helping students take on a 

large share of their own learning.

The non-directive role the facilitator assumed did not 

eliminate the need for structure in the learning environ­

ment. Indeed, Knowles describes a number of tasks the 

facilitator attends to such as: helping students organize 

themselves, share responsibility and utilize their life 

experiences. An initial task, according to Knowles, is to

shape a non-threatening environment in which mutual trust
1can grow and develop. The facilitator's tasks parallel 

group development tasks described by Northen and others.

The use of relationship in a group, whether students or
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clients, to motivate members to help themselves is a pri­

mary skill of the groupworker; a skill that is also men­

tioned by Knowles. Northen describes group development as 

stages in a group's life, within which there are certain 

taska. A group's initial motivation is enhanced by the 

group facilitator'8 skills during the Orientation Stage in 

a group or during the first few meetings of a student 

group. Subsequent stages of a group's development are 

initiated through the groupworker's skills in helping the 

group to coalesce and in enhancing a group's ability to 

help each other. The sense of mutual sharing and the abi­

lity of learners to act as resources for each other are

also present in the learning environment that is patterned
2on andragogical theory. The facilitator who plans to 

utilize an andragogical approach to instruction would find 

groupwork theory and the attendant skills extremely useful 

resources.

Another task of the facilitator that bears considera­

tion is the preplanning task. Kurland cited the need for 

preplanning in group development and suggested the correla­

tion to a classroom environment. Kurland described a pre­

planning model that included the following components: - 

Need; Purpose; Composition; Structure; Content and Pre- 

Group Contact. That model provides a useful mechanism for 

the educator contemplating andragogy as an alternative 

learning approach. A group's chance of success is greatly 

enhanced by careful preplanning by the group leader.^
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Careful planning for the organization and presentation of 

learning activities has been an integral part of the learn­

ing-teaching environment. It is no less important for the 

organization of an andragogical approach to learning. The 

utilization of andragogy supports the notion of non­

directive learning; it does not belie the need for preplan­

ning nor the need for structure.

Considerations For Further Use Of An Andragogical Approach
In programs where students are accustomed to a pedago­

gical approach to learning, utilization of andragogical 

principles might be more beneficial if introduced gradual­

ly. If begun at the junior level, senior students would 

not be confronted with a totally new approach. They may 

become acclimated to accepting more responsibility for 

their own learning over a reasonable amount of time. Some 

of the seniors commented that the planning process took too 

long; introducing an andragogical approach in the junior 

year might shorten the process for seniors accustomed to 

planning goals and objectives. Initially, as that approach 

is introduced, students should be given a thorough explana­

tion of self-directed learning to ensure their understand­

ing of that instructional method and the importance of 

their role. Other faculty should also have an understand­

ing of the theory and the probable outcomes of its utiliza­

tion. They need to be aware that students expect more when 

they share in planning their own learning, and they might 

(as occurred) carry over that responsibility to other
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courses or sreas of a program. It helped the students 

involved in this program to be more assertive and other 

faculty should be aware of those outcomes.

The course within which one expects to utilize andra­

gogical principles should be chosen with care. This pro­

ject utilized the senior field seminar as the setting, and 

it is a course that has had to contend with students' 

opposition to the competency exam as a program requirement. 

Also, they were not given course credit for the seminar and 

that has always rankled. Those conditions and others like 

them might be stressful to students and interfere with 

their learning. (Note - Social Work Majors at College 

Misericordia will receive one credit for the field seminar 

beginning with 1986-87 freshmen, an outcome of student 

planning and decisions during the project.) At College 

Misericordia, the practice courses are generally thought to 

be more interesting than other courses by students. A 

first attempt of an andragogical instructional approach 

might benefit from using a course that has high student 

interest as a way to introduce it to a program.

Not all traditional age college students benefit from 

an andragogical approach. Some seem to need more structure 

than others. A selection process that assesses students' 

ability to be self-directed learners may be helpful. Pro­

viding somewhat more structure than was evident in this 

project might be another strategy. Some of the students 

who took part in this project needed more structure,
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particularly in understanding that certain requirements 

were non-negotiable.

This project did not attempt to assess, in any great 

detail, the differences that exist between the older stu­

dent and the student of eighteen to twenty-one years of 

age. Some of the differences were apparent as there were 

both younger and older students participating in the 

preliminary study and the project. More research needs to 

be done in this ares.

In conclusion, the student accustomed to pedagogy 

should have a thorough grounding in the assumptions and 

principles of self-directed learning. The setting should 

be free of controversy and interesting to students, as well 

as faculty. The introduction of andragogy should be a 

gradual process, one that is begun earlier than the senior 

year. The faculty and students who participated in this 

project felt their efforts were successful; that an andra­

gogical approach to instruction benefits students who 

expect to practice social work. It will be utilized in 

other areas of the social work program on a continuing 

basis.
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Appendix A 
EVALUATION OF PLANNING SESSIONS

Please fill out the following form and return it to 
your seminar leader. There is space following each ques­
tion for your comments - please comment - use back if 
necessary. Circle the answer that comes closest to your 
opinion.

1. Did you find the atmosphere of Yes No Somewhat
the Seminar to be conducive to 
your participation?

2. Were the planning sessions Yes No Somewhat
conducted in an atmosphere 
of collaboration?

3. Did you find the atmosphere of Yes No Somewhat 
the planning sessions one of 
mutual respect?

4. Were your opinions taken into Yes No Somewhat
consideration during planning 
sessions?

5. Did you feel that you had a Yes No Somewhat
"stake" in the planning 
process?

6. Did you find the atmosphere of Yes No Somewhat
the sessions allowed for free­
dom of expression?

7. Did Seminar members share their Yes No Somewhat 
opinions freely?
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EVALUATION OF PLANNING SESSIONS (con't)

8. Did your participation in the Yes No
planning process give you a 
sense of accomplishment?

9. Did your participation in plan- Yes No 
ning learning goals and activi­
ties bolster your confidence in 
your ability to reach those 
goals?

10. Do you think that the group Yes No
participation was helpful 
during the planning process?

11. Did all students participate Yes No
during the planning sessions?

12. Did participation give you Yes No
some control of your own 
learning?

13. Do you think the planning Yes No
sessions helped you to clarify 
some of your own learning 
goals?

14. Do you believe that the chosen Yes No
goals were realistic?

15. Do you believe the chosen goals Yes No 
were relevant to your current 
needs?

Somewhat

Somewhat

Somewhat

Somewhat

Somewhat

Somewhat

Somewhat

Somewhat
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EVALUATION OF PLANNING SESSIONS (con't)

16. Describe what, for you, was the most positive aspect/s 
of the planning session.

17. If you were involved in this process again, what 
improvements would you make?

18. Do you think senior students have enough knowledge and 
experience to participate in planning learning activi­
ties and evaluation strategies? Please comment on 
your answer.



207

Appendix B 
STUDENT EVALUATION OF SEMINAR

Please reflect upon the Seminar, to date, and answer 
the following questions by commenting in narrative form.

1. Was the physical environment of the Seminar conducive 
to group interaction?

2. Do you feel you were able to express your opinions 
freely in the Seminar?

3. Were Seminar members attentive when it was your turn 
to act as discussion leader?

4. Were you able to share your knowledge/skills with 
others in the Seminar?



STUDENT EVALUATION OF SEMINAR (con't)

Were others able to share their knowledge/skills in 
the Seminar?

Were you able to utilize the instructor as a resource 
during the Seminar sessions?

Were the Seminar discussions helpful to you as a 
Student Social Work Practitioner?

Were you able to relate the substance of the Seminar 
discussions to your own experience in your field 
agency?

Was feedback from the group following our discussions 
helpful to you?
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STUDENT EVALUATION OF SEMINAR (con't)

10. Did participation in the Seminar help you to make 
progress toward meeting your personal goals?

11. The following are the professional goals we developed 
during the planning sessions. Please use the rating 
scale following each to evaluate your progress toward 
meeting them.

"The student should be able to:

"Utilize colleagues, both agency supervisors and 
Seminar members, as resources and be able to relate 
to colleagues collaboratively.
Low High
1 2 3 4 5 6 7 8 9  10

"Articulate, verbally and in writing, professional 
concerns related to client problems.
Low High
1 2 3 4 5 6 7 8 9  10

"Understand his/her professional role as a social 
worker.
Low High
1 2 3 4 5 6 7 8 9  10

"Identify ethical issues that might arise in the 
context of practice. (ex. Conflict of values between 
one's own values and those of the agency.)
Low High
1 2 3 4 5 6 7 8 9  10

"Assess his/her own strengths and vulnerabilities.
Low High
1 2 3 4 5 6 7 8 9  10

"Understand the impact of current social policy 
decisions and social research on practice.
Low High
1 2 3 4 5 6 7 8 9  10
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STUDENT EVALUATION OF SEMINAR (con't)

"Communicate in a responsive and concerned manner 
with clients.
Low High
1 2 3 4 5 6 7 8 9  10
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Appendix C 
FINAL STUDENT EVALUATION

During both the Fall and Spring Seme8ters, you were 
asked to participate in planning learning objectives and 
learning activities. Please think carefully and respond 
as fully as you can to the following questions. Comment 
and give examples to support your position. Thank you for 
participating in this evaluation.

1. Please explain how participation in planning the 
seminar affected your motivation to learn.

2. To what degree did sharing in planning and designing 
the seminar make learning a positive experience?

3. How were the learning goals we formulated relevant to 
your current learning needs?

4. How were learning activities we engaged in during 
seminar related to your experiences in your agency?



FINAL STUDENT EVALUATION (con't)

To what degree was feedback from other seminar members 
helpful to you?

What impact did sharing your experiences have on the 
learning of other seminar members?

To what degree did sharing the responsibility for 
seminar learning activities make learning more pur­
poseful for you?

One of our learning strategies involved the assessment 
of personal goals. How was that helpful in terms of 
your own professional growth?
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FINAL STUDENT EVALUATION (con't)

Please rate the progress you made in reaching the 
following goals and give an example of how it was reflected 
in your practice.

9. Utilize colleagues, both agency supervisors and 
seminar members, as resources.
Low High
1 2 3 4 5 6 7 8 9  10

10. The ability to relate to colleagues collaboratively. 
Low High
1 2 3 4 5 6 7 8 9  10

11. Articulate, verbally and in writing, professional 
concerns related to client problems.
Low High
1 2 3 4 5 6 7 8 9  10

12. Understand your professional role as a social worker. 
Low High
1 2 3 4 5 6 7 8 9  10
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FINAL STUDENT EVALUATION (con't)

13. Identify ethical issues that might arise in the
context of practice. (ex. Conflict of values between 
one's own values and those of the agency.)
Low High
1 2 3 4  5 6 7 8 9  10

14. Assess your own strengths and vulnerabilities.
Low High
1 2 3 4 5 6 7 8 9  10

15. Understand the impact of current social policy 
decisions and social research on practice.
Low High
1 2 3 4 5 6 7 8 9  10

16. Communicate in a responsive and concerned manner with 
clients.
Low High
1 2 3 4 5 6 7 8 9 10
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Appendix D 
COURSE OUTLINE

College Misericordia
SWK. 475, 477: Field Instruction and Seminar
2 Semesters, 6 Credits

The field seminar is designed to help the student 
integrate curriculum course work with his/her experiential 
learning in the field agency. It is expected that academic 
content will be deepened and enriched through student par­
ticipation at various practice levels in a social service 
agency and that the seminar will provide the environment to 
further this process. In addition to its integrative func­
tion, the seminar will act as a capstone to students' 
educational experience and to help launch them as profes­
sional social workers able to practice at the B.S.W. level.

The ultimate goals of field instruction are to prepare 
students for practice who have acquired the knowledge to 
understand and assess social processes that have impact 
upon the lives of individuals and families; the profession­
al skills to help when help is needed; the ability to 
assess oneself as a social work practitioner; the commit­
ment to professional ethics and continued professional 
growth.

Students in this course will utilize the principles of 
andragogy to plan with the instructor learning goals, 
learning formats and evaluative strategies.

Students will be expected to demonstrate skills in:

♦Describing the organizational and community context 
of their field agency;

♦Assessing existing social policies which provide 
the framework for their agency's programs;

♦Utilizing both formal and informal community 
resources to aid their clients;

♦Utilizing knowledge in an organized manner by 
identifying client's needs and strengths in 
order to select, implement and evaluate an 
intervention plan;

♦Utilizing colleagues, both supervisors and 
seminar members, as resources;
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COURSE OUTLINE (con't)

♦Articulating professional concerns related to 
client problems;

♦Understanding professional roles and ethical 
isaues that might arise in the context of 
practice;

♦Assessing their own strengths and vulnerabilities.

Acquisition of these skills will be demonstrated by:

♦Successful* performance in the field agency 
(See Appendix A - field evaluation form);

♦Successful completion of the social work 
competency exam (See Appendix B);

♦Active participation in field seminar and 
completion of all seminar assignments.

Objectives of the course include:

1. The preparation of eight 5-10 page papers that 
comprise the competency exam. The purpose of which is to 
demonstrate acquisition of the first four goals cited 
above. The student is expected to utilize and integrate 
knowledge gained from prior course work and his/her field 
experience in this assignment.

2. Participation by students in discussion and modi­
fication, if necessary, of the last four goals cited above. 
Students will share in the task of designing and implement­
ing learning strategies and the evaluative processes that 
give evidence of their accomplishment that will meet the 
goals as stated or agreed upon. It is expected that during 
the discussion and implementation of these processes that 
knowledge from prior course work and current field instruc­
tion will be utilized.

The grading system and the weight given to each com­
ponent of the field instruction sequence - field evaluation 
- competency papers and the seminar - will be decided by 
consensus as part of the participative decision-making 
process. The course instructor will act as a resource 
and facilitator.
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Seminar Agenda
The first meeting will introduce the students to the 

participative format to be utilized in the seminar. By the 
4th week a plan to follow for the remainder of the semester 
should be in place. An evaluation of the seminar will take 
place in the 13th and 14th weeks and plan8 will be dis­
cussed for the second semester.

Competency Paper Due Dates - fall Semester 

Comp I: Social Policy Assessment - September 13

Comp II: Organizational Context of Practice - October 4

Comp III: Community Context of Practice - October 23

Comp IV: Professional Context of Practice - November 22

Resoucea on Reserve
Knowles, Malcolm S. The Self-Directed Learner: A Guide

for Learners and Teachers! Chicago: Follett Pub­
lishing Company, f9T5"!

_________  . The Modern Practice of Adult Educa-
tion: From Pedagogy to Andraqoqyl Chicago: Follett 
Publishing Company, 1980.

Robinson, Russel D. An Introduction to Helping Adults 
Learn. Wisconsin! Omnibook Company, 1979.
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Professional Goals

Personal Goals

Appendix E 
GOAL SETTING WORKSHEET

Learning Activities Means of Evaluation
and Strategies
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Personal Goals

Appendix F

Learning Activities

1 .

2 .

3 .

a.

To monitor your own learning/progress, design a self-rating 
scale that will indicate, on a continuum, where you are and 
where you would like to be.

ex, G1; Be more confident.

1

to speak-up in 
class or in the 
agency without 
high anxiety.

Speak in class/ 
agency without 
becoming 
flustered.
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Appendix G-1 
POLICY/ISSUE DISCUSSION

DATE: __________________________

DISCUSSION LEADER: ____________________________________________

TOPIC: _________________________________________________________

Brief description of implications in own agency. Questions 
for Seminar Discussion:

F eedback

1. Did discussion leader communicate his/her ideas clearly?

Yes Somewhat No
[ ] [ ] [ ] [ ] [ ]
Helpful suggestions:

2. Did discussion move along?

Y os Somewhat No
t ] [ ] [ ] [ ] [ ]

3. Was the discussion focused on topic?

Yes Somewhat No
[ ] t ] [ ] [ ] [ ]

4. Was the discussion a good learning experience for you?

Yes[ ] Somewhat
[ ] [ ] No [ ]
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POLICY/ISSUE DISCUSSION (con't)

5. What did you learn that was new?

What was reinforced?

6. Did you find the topic was relevant to your needs?

Yes Somewhat No[ ] [ ] [ ] [ ] [ ]

7. Did the discussion leader present a well-thought out 
topic?

Yes Somewhat No
[ ] [ ] [ ] [ ] [ ]

8. Did everyone participate?

Yes Some participated
[ ] [ ]
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Appendix G-2 
PRACTICE INCIDENT

DATE: ______________________

DISCUSSION LEADER: _________________________________________

Practice Incident or Situation: Give a brief description
and focus for discussion.

F eedback

1. Did discussion leader articulate the incident in a 
clear, well-thought out manner?

Yes Somewhat No
[ ] t ] [ ] [ ] [ ]
Comment:

2. What did you learn from the discussion?

3. How might you utilize that learning in your practice?

4. Were potential problems that might arise from this 
situation discussed:

Yes Somewhat No[ ] [ ] [ ] [ ] [ ]
5. Did all members participate?

Yes[ ]
Some did 

[ ]
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Appendix H 
COURSE OUTLINE

College Nieericordia
Field Instruction and Seainar - SMK. 474, 475, 476, 477 
One or Two Seaesters, 8 Credits 
Prerequisite: SMK. 371 and 473

The senior social work practice requirement is met by 
spending two days per week in a field agency for two semes­
ters or a block placement of twelve weeks for one semester. 
Field instruction is viewed as the principle means for 
reinforcing and integrating the entire academic curriculum. 
It i8 expected that academic content will be deepened and 
enriched by having students participate at various practice 
levels in a social welfare agency.

The field seminar is designed to help the student 
integrate curriculum course work with his/her experiential 
learning in the field agency. It is expected that academic 
content will be deepened and enriched through student par­
ticipation at various practice levels in a social service 
agency and that seminar participation will further this 
process. In addition to its integrative function, the 
seminar will act as a capstone to students' educational 
experience and help to launch them a8 professional social 
workers able to practice at the first professional level.

The ultimate goal of field instruction is to enable 
students to acquire the knowledge to understand and assess 
social processes that have impact upon the lives of indivi­
duals and families. We also expect them to gain the pro­
fessional skills to help when help is needed; the ability 
to evaluate oneself as a social work practitioner; the 
commitment to professional ethics and continued profession­
al growth.

IMPLEMENTATION TECHNIQUES
Seminar will utilize the principles of self-directed 

learning through the formats of planning and di8cussion. 
Students will share in the ta8ks of de8igning and imple­
menting learning strategies and the evaluative processes 
that give evidence of their accomplishment. Selecting 
both professional and personal goals will be one of the 
tasks for seminar members. Since participation is an 
integral part of the learning process, consistent atten­
dance in seminar is a requirement.
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GRADING
The college grading system will be used. The formula, 

determined by faculty and students, by which a student's 
final grade is computed is as follows:

REQUIREMENTS
Activity

Seminar Participation 
Competency Exam 
field Evaluation

REQUIRED TEXT
Wilson, Suzanna, Recording Guidelines for Social 

Workers.

COMPETENCY EXAM
The competency exam is a social work program require­

ment for all students who wish to graduate with a Bachelor 
of Social Work degree. It consists of a series of eight 
papers; two written during the Junior and six completed 
during the Senior year.

Its purpose is to help the student integrate theory 
with practice, a process that also takes place during field 
work in an agency. The papers must indicate the students 
knowledge of:

1. The social policies that have primary impact on 
the student's agency;

2. The organization of the agency and the social 
welfare system in the community;

3. The profession of social work and the social 
worker's role/s;

4. The skills necessary to deal appropriately with 
clients.

Value

15%
40%
45%
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LOGS AND PROCESS RECORDINGS

Each student will keep a brief log of hour8 and acti- 
vities in the field on a daily ba3i8. A diary/appointment 
book may be U8ed for thi8 purpoae. Students may also be 
asked to submit several process recordings during the 
semester. The process recordings should indicate a 
student's performance over time in his/her field setting.

COURSE_______________________

GOAL: Develop the skills necessary for professional
practice.

OBJECTIVES ACTIVITIES MEANS OF EVALUATION

Students will be 
expected to demon­
strate skills in:

1. Describing the 
organizational 
and community 
context of their 
field agency.

2. Assessing exist­
ing social poli­
cies which provide 
framework for 
their agency's 
programs.

3. Utilizing both 
formal and in­
formal community 
resources to aid 
their clients.

4. Utilizing knowledge 
in an organized 
manner by identi­
fying clients' 
needs and strengths 
in order to select, 
implement and 
evaluate an inter­
vention plan.

1. Written assign­
ments.

2. Students will 
participate in 
planning learn­
ing goals, learn­
ing activities 
and evaluative 
strategies.

3. Case discussions.

4. Certain specific 
learning activi­
ties will be 
determined by 
students and 
faculty.

1. Students must suc­
cessfully complete 
the eight papers 
that comprise the 
Competency Exam.
See Appendix A.

2. Students must suc­
cessfully complete 
the field practicum 
requirement of two 
days per week for 
two semesters.

3. Students will plan 
and carry out a 
series of learning 
activities through­
out the Fall and 
Spring Semesters.
See Appendices B, C, 
D, E.
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OBJECTIVES ACTIVITIES >CANS OF EVALUATION

5. Utilizing collea­
gues, both super­
visors and seminar 
members, as 
resources. To be 
able to relate to 
colleagues colla- 
boratively.

6. Articulating, ver­
bally and in writ­
ing, professional 
concerns related 
to client problems.

7. Understanding pro­
fessional roles 
that might arise 
in the context of 
practice and ethi­
cal issues that 
might include a 
conflict of values 
between one's own 
values and that of 
the agency.

8. Assessing their 
own strengths and 
vulnerabilities.

9. Understanding the 
impact of current 
social policy and 
social research on 
practice.

10. Communicating in a 
reaponsive and 
concerned manner 
with clients.
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FRAMEWORK FOR SOCIAL POLICY ANALYSIS
I. Identification of the Problem or Need Pealt with by

the Policy

A. Causes:

(1) To what extent are they known?
(2) How were relevant groups informed (the public, 

planners, etc. )?

B. What specific population groups are affected 
(identify special characteristics such as age, 
race, income class, special needs group, geogra­
phical location. )

C. How was the problem/need conceptualized by plan­
ners? What underlying theories or assumptions 
were stated?

11. Objectives of Policy

A. Identify the intended policy objectives and/or 
goals.

B. How does the policy address the values of equity, 
adequacy and equality?

C. What assumptions underlie policy objectives?

III. Eligibility Criteria

A. On what basis are recipients chosen (Means test, 
attributed need, compensation, diagnostic 
differentiation)?

B. Who, if anyone, is excluded? Why?

IV. Nature of Social Provisions

A. What are the services or benefits provided by the 
policy? (cash, in-kind, services, opportunity, 
power, etc.)

B. Are benefits adequate to meet the identified social 
need or problem?

C. Do provisions contain controls (latent or manifest) 
on recipient?
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V . Structure of the Delivery System

What organizational arrangements for delivering
services or benefits are provided by policy?

VI. Mode of Finance

A. What funding provisions does the policy include?

B. What form does the funding take (grants, user- 
charge, private, public, types of taxation 
involved)? Describe this fully.

VII. Evaluation

A. Does the policy provide for monitoring and 
evaluation?

B. What mechanisms are utilized in the evaluation 
process?

C. How are results of evaluation utilized?

D. Does public monitor the program?



THE ORGANIZATIONAL CONTEXT OF PRACTICE
Knowledge of the agency:

1. Explain the purpo8e of the agency.

2. Describe administrative policies and procedures of 
your agency/office and how these are incorporated 
into the service delivery network.

3. Identify services provided, and state limitations 
of service. Describe how these limitations should/ 
or will be addressed.

The agency as an organization:

1. Specify how the organizational goals, structures, 
technology, and environment of the agency condition 
and shape the service provided.

2. Understand the effect of hierarchical structure, 
task distribution, and staff contingencies upon 
the functioning of the agency.

3. Identify and evaluate both formal and informal 
channels of communication within the agency.

Representing the agency:

1. Generally describe eligibility requirements for 
clients, if applicable.

2. Show how the agency/office functions as a channel 
through which services reach the client.

3. Show how the student serves as a link between 
service providers within the system.

4. Demonstrate congruence between one's own acti­
vities and overall agency purpose.
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COMMUNITY CONTEXT OF PRACTICE
A. Characteristics of the community:

1. Demonstrate awareness of the unique social 
characteristics of the community and the region.

2. Identify the sociocultural, economic, and political 
influences upon social structure within the 
community.

B. Awareness of community needs and concerns:

1. Demonstrate an understanding of the effects of 
socio-economic, cultural, ethnic, sex, and age 
differences upon the concerns of individuals within 
the community.

2. Assess the social needs of the portion of the 
community which is of direct concern to the 
wroker.

3. Given specific problems, identify the relationship 
between private troubles and broader community 
issues.

C. Knowledge of formal and informal resource networks:

1. Identify formal social services resources that are 
relevant to the worker's practice.

2. Identify those resources used most often by the 
segment of the community of direct concern to the 
worker.

3. Locate individuals, groups, and organizations that 
can serve as resources, yet lie outside the formal 
social service network.

4. Provide information concerning availability of 
services provided by these agencies.
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PROFESSIONAL CONTEXT OF PRACTICE '
A. Knowledge of the profession:

1. Provide s working definition of socisl work ss a 
profession.

2. Relate one's own activities to the profession of 
social work.

3. Discriminate the orientation, role, and activities 
of social workers from those of other profession­
als.

B. Handling of work expectations:

1. Meet sgency standards with regard to absences, 
appointments, meetings, deadlines and so on.

2. Organize and use time productively.

3. Set appropriate priorities in the face of 
conflicting demands.

C. Use of supervision:

1. Describe the responsibilities and duties the 
student held during the practicum experience.

2. Demonstrate how supervision was used in the 
examination of one's practice.

3. Identify those areas where supervisory help was 
especially needed and show how supervision was 
spplied to these areas.

4. Demonstrate an increasing capacity for independent 
practice as skills improve.

D. Integration of the professional role:

1. Convey a sense of reliability and responsibility 
in dealings with service directors and colleagues.

2. Formulate a statement of one's own personal and 
role limits in the practice of social work.

3. Demonstrate persistence, flexibility and creative­
ness in responding to the difficulties and 
frustrations of practice.

4. Demonstrate an awareness and understanding of one's 
own characteristic patterns of behavior.
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3. Demonstrate a commitment to the value and ethics 
of social work.

E. Commitment to continued professional growth:

1. Use available resources to improve knowledge and 
skills.

2. Show capacity for and interest in keeping abreast 
of current literature and developments within 
the field.
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CASE ASSIGNMENT

1. Problem identification and asaesament. Describe the 
episode of service - who? what? when? How did you 
become involved? Who requested service? Who was the 
target of the desired service? What exactly was the 
presenting problem, and who perceived the 8ituation as 
a problem? What additional information did you seek, 
and how did you go about obtaining it? What was your 
conceptualization of the problem, and did it differ in 
any way from the conceptualization of others involved?

2. Selection of an intervention plan. How did you syn­
thesize the information you obtained into a coherent 
intervention plan? Outline your plan explicitly.
What were the objectives of your intervention, and how 
were they determined? Identify the model (or theory) 
that underlies your plan. Provide a brief outline of 
the major concepts and methods espoused by the model. 
Explain why you chose this model rather than others.

3. Implementation of the plan. What exactly did you do 
in carrying out your plan? What efforts were required 
to engage and maintain the active participation of 
those involved? What was the explicit or implicit 
contact that determined the respective expectations 
and responsibilities of everyone involved in the 
change effort? What specific techniques did you 
employ to facilitate constructive change? What 
difficulties arose, and how did you deal with them?
How was disengagement handled?

4. Evaluation and feedback. Evaluate the effectiveness 
of your intervention with regard to immediate and 
long-term effects. To what extent were your objec­
tives accomplished? What procedures did you employ to 
assess the overall effectiveness of your efforts? How 
can you use this experience to strengthen or weaken in 
any way your appreciation of the model on which you 
based your intervention?
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Personal Goal9 Learning Activities

1 .

2 .

3.

4.

To monitor your own learning/progress design, a self-rating 
scale that will indicate, on a continuum, where you are and 
where you would like to be.

ex.: G1: Be more confident.

1 2 
I can't seem 
to speak-up 
in class or 
in the agency 
without high 
anxiety.

5 6
Speak in class/ 
agency without 
becoming 
flustered.
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Where I am: 

Professional

COAL SETTING WORKSHEET

Where I want to be;

Goals:

Personal Goals:
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POLICY/ISSUE DISCUSSION

DATE: _____________________

DISCUSSION LEADER: ____________________________________________

TOPIC: _________________________________________________________

Brief description of implications in own agency. Questions 
for Seminar Discussion:

F eedback

1. Did discussion leader communicate his/her ideas clearly? 

Yes Somewhat No[ ] C ] [ ] [ ] [ ]
Helpful suggestions:

2. Did discussion move along?

Yes Somewhat No
t ] [ ] [ ] [ ] t ]

3. Was the discussion focused on topic?

Yes Somewhat No
[' ] [ ] [ ] t ] [ ]

4. Was the discussion a good learning experience for you? 

Yes Somewhat No
[ ] t ] [ ] [ ] t ]

5. What did you learn that was new?

What was reinforced?
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6. Did you find the topic was relevant to your needs? 

Yes Somewhat No
[ ] [ ] [ ] t ] [ ]

7. Did the discussion leader present a well-thought out 
topic?

Yes Somewhat No
[ ] t ] t ] [ ] [ ]

8. Did everyone participate?

Yes Some participated[ ] L ]
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DATE: ___________________

DISCUSSION LEADER: ____________________________________________

Practice Indicent or Situation: Give a brief description
and focu8 for discussion.

f eedback

1. Did discussion leader articulate the incident in a 
clear, well-thought out manner?

Yes Somewhat No
t ] [ ] [ ] [ ] t ]
Comment:

2. What did you learn from the discussion?

3. How might you utilize that learning in your practice?

A. Were potential problems that might arise from this 
situation discussed?

Yes Somewhat No
[ ] t ] [ ] [ ] [ ]

5. Did all members participate?

Yes Some did
t ] [ ]



239

BIBLIOGRAPHY

Anderson, Joseph D. "Generic end Generalist Practice and 
the B.S.W. Curriculum." Journal of Education for 
Social Work, Vol. 18, No. 3 (Fall, 1^B2):39, 40-44.

____________ "BSW Programs and the Continuum in Social Work."
Journal of Social Work Education, No. 3 (Fall, 1985):
TT7JT.-------------------------

Arkara, Morton and Brennen, E. Clifford. Competency-Based 
Education for Social Work: Evaluation and Curriculum
l88uea. New York: Council on Social Work Education.
TTTTT

Baer, Betty L. and Federico, Ronald. Educating the
Baccalaureate Social Worker: Report of the Under­
graduate Curriculum Project"! 1978.

Bergevin, Paul. A Philosophy for Adult Education. New 
York: The Seabury Press, 1967.

Bisno, Herbert. The Place of Undergraduate Curriculum in 
Social Work Education. New York: Council on Social
Work Education, Vol. II, 1959.

Brookfield, Stephen. "The Contribution of Edward Lindeman 
to the Development of Theory and Philosophy in Adult 
Education." Adult Education Quarterly, Vol. 23, No 4 
(Summer, 1984):185-191.

Caffarella, Rosemary and Caffarella, Edward. "Self-
Directedness and Learning Contracts in Adult Educa­
tion." Adult Education Quarterly, Vol. 36, No. 4 
(Summer, 1986):226-234.

Chene, Adele. "The Concept of Autonomy in Adult Education: 
A Philosophical Discussion." Adult Education 
Quarterly, Vol. 34, No. 1 (Fall, 1"$63): Jfl-46.

Clark, Thomas F. Workshop on Alternative Learning Strate­
gies, College Misericordia, November 7, 1986.

Constable, Robert. "New Directions in Social Work Educa­
tion: The Task Force Reports." Journal of Education
for Social Work, Vol. 14, No. 1 (Winter, 1^78):23-28.

Conti, Gary L. and Welborn, Ruth B. "Teaching-Learning 
Styles and the Adult Learner." Lifelong Learning 
(June, 1986):20-23, 24.



240

BIBLIOGRAPHY (con't)
Davenport, Joseph III and Davenport, Judith. "The Letter 

to the Editor: An Application of Verner's Principles
of Adult Learning." Lifelong Learning: An Omnibus of
Practice and Research (September, 1984):11 , TT.

Dinerman, Miriam. "A Study of Baccalaureate and Master's 
Curricula in Social Work." Journal of Education for 
Social Work, Vol. 18, No. 2 TSp'ring, 1982): 84-91.

Elias, John L. and Merriam, Sharon. Philosophical Founda­
tions of Adult Education. Huntington, New York:
Robert t. krieger Publishing Company, 1980.

Farguharson, Andy. "Learning Through Teaching Among Under­
graduate Social Work Students" in Malcolm Knowles', 
Andragogy in Action. San Francisco: Jossey-Bass
Publishers, 1964.

Gelfand, Bernard and Sandy Rohrich, Pat Nevidore, Igor
Starak. "An Andragogical Application to the Training 
of Social Workers." Journal of Education for Social 
Work, Vol. 22, No. 3 (TailT 107?'): $$-61'.

Gelman, Sheldon and Patrick Wardell. "Exit Competencies: 
The Assessment of Baccalaureate Social Work Students' 
Professional Development." Paper presented at Annual 
Program Meeting of Council on Social Work Education, 
March, 1982.

Given, Andrew. "Doing Concepts: Thoughts Toward Resolu­
tions of the Continuum Dilemma." Journal of Education 
for Social Work, Vol. 12, No. 1 (Winter, 1976):3-9.

Click, Lester, ed. Undergraduate Social Work Education for 
Practice: Report of the Curriculum Building Project
Conducted by SyracuseUniversity School of Social 
Work. Wash., D.C.: U.S. Government Printing Uffice, 
1971.

Griffen, Jerry and Eure, Gerald. "Defining the Profes­
sional Foundation in Social Work Education." Journal 
of Social Work Education, No. 3 (Fall, 1985):73-^9.

Guidry, Rosalind. "A Design for Teaching Human Behavior 
in a Generalist Undergraduate Program." Journal of 
Education for Social Work, Vol. 15, No. 2 (Spring,
1*7$):4T, 46.----------



241

BIBLIOGRAPHY (con't)
Handbook of Accreditation Standards and Procedures.

Revised. New York: Council on Social Work Educa-
tion, 1984.

Hollis, Ernest V. and Taylor, Alice. Social Work Education 
in the United States. New Yorks Columbia University 
Press, 1951.

Kidd, J.R. How Adults Learn. New York: Association
Press, 1973.

Kilpatrick, Allie C. et. al, "Social Work Education at the 
University of Georgia," Andraqoqy in Action, by Mal­
colm Knowles. San Francisco: Jossey-Bass Publishers,
1984.

Knowles, Malcolm S. Self-Directed Learning: A Guide for
Learners and Teachers. Chicago: Follett Publishing
Company, T9T5"!

_____ The Modern Practice of Adult Education: From
Pedagogy to Andraqoqy. Chicago: Follett Publishing
Company, 1900.

 . The Adult Learner: A Neglected Species.
Houston": Gref Publishing Company, 1 $04.

Andraqoqy in Action. Jossey-Bass Publishers,
1984.

______Using Learning Contracts. San Francisco:
Jossey-Bass, Inc., 1986.

Knox, Alan B. Adult Development and Learning. San 
Francisco: Jossey-Bass Publishers, 197/.

Kolevzon, Michael. "Conflict and Change Along the Con­
tinuum in Social Work Education." Journal of Educa­
tion for Social Work, Vol. 20, No. 2 (Spring, 1984):

Kurland, Roselle. "Planning: The Neglected Component of
Group Development." Social Work With Groups, Vol. 1, 
No. 2 (Summer, 1978):173-178.

Lindeman, Eduard C. The Meaning of Adult Education. New 
York: New Republic, Inc., 1926.

Magee, James J. "Linkage and Progression of Associate-
Baccalaureate-Graduate Students in Field Instruction: 
Report From a Pilot Project.” Journal of Education 
for Social Work, Vol. 15, No. 1 (Winter, 1979):59-64.



242

BIBLIOGRAPHY (con't)
Martinez-Brawley, Emilia. "Interdisciplinary Aspects of 

the Baccalaureate Curriculum in Rural Social Work." 
Journal of Education for Social Work, Vol. 19. No. 3
T r i n f' " T W } : i * - 3$.--------------------

Mezirow, Jack. "A Critical Theory of Adult Learning and 
Education." Adult Education, Vol. 32, No. 1 (Fall, 
1981):3-22.

Monette, Duane R., Sullivan, Thomas and Dejong, Cornell.
Applied Social Research: Tool for the Human Services.
New York: Holt, Rinehart and Winston, 1986.

Northen, Helen. Social Work With Groups. New York: 
Columbia University Press, 1969.

Pincus, Allen and Minahan, Anne. Social Work Practice
Model and Method. Illinois: F .E. Peacock Publish­
ers, Inc., 1973.

Policy Statement on Social Work Practice and Education and 
Structure and Quality in Social Work Education. New 
York: Council on Social Work Education, 1 .

Rachal, John. "The Andragogy-Pedagogy Debate: Another
Voice in the Fray." Lifelong Learning: The Adult
Years, Vol. 6, No. 7 (May, 1983):

Robinson, Russell D. An Introduction to Helping Adults
Learn and Change. Wisconsin: dmnibook Company, f979.

Rogers, Jenniver. Adult Learning. Baltimore, Md.:
Penguin Books, 1971.

Rosenblum, Sandra and Gordon Darkenwald. "Effects of Adult 
Learner Participation in Course Planning on Achieve­
ment and Satisfaction." Adult Education Quarterly, 
Vol. 33, No. 3 (Spring, 1903):147-153.

Sample, John and Kaufman, Roger. "A Holistic Program 
Development Model for Adult Educators." Lifelong 
Learning. (January-February, 1986):18-23.

Scriven, Michael. "The Methodology of Evaluation" in
Weiss, Carol H. Evaluating Action Programs: Reading
in Social Action and Education. Boston: Allyn and
Bacom, IHc., 1972.

Seipel, Michael M.A. "Content Analysis of Social Welfare 
Curriculum." Journal of Social Work Education, No. 2 
( Spring/Summer” 1 $86): 53-60 .



243

BIBLIOGRAPHY (con't)
Seltig, Claire; Wrightsman, Lawrence and Cook, Stuart W. 

Research Methods in Social Relations. 3rd ed. New 
York: Holt, fcinehart and Winston, f976.

Suchman, Edward A. "Action for What: A Critique of Eva­
luation Research." Weiss, Carol. Evaluating Action 
Programs: Readings in Social Action and Education,
boston: Allyn ana Bacon, Inc. , T975"!

Tripodi, Tony; Fellin, Phillip and Epstein, Irwin.
Differential Social Program Evaluation. Hosca, 
Illinois: F .E . PeacockPublishers, Inc., 1978.

Verdiun, John R.; Miller, Harry G. and Greer, Charles E. 
Adults Teaching Adults. Texas: Learning Concepts.
1977.

Vermilye, Dyckman W. ed. Lifelong Learners - A New 
Clientele for Higher Education! San Francisco: 
Jossey-Bass Publishers, T973"!

___________ed. Relating Work and Education. San Francisco:
Jossey-Bass Publishers, 1977.

Verner, Coolie with Alan Booth. Adult Education. New
York: The Center for Applied Research in Education,
Inc., 1964.

Weiss, Carol. Evaluating Action Programs: Readings in
Social Action and Education-! Boston: Allyn and
Bacon, 1972.

Workshop, College Misericordia, January 22, 1986.

Wright, James. "Retraining the Adult Workforce." Lifelonq 
Learning: An Omnibus of Practice and Research” Vol.
T~, KTo"! 2 (October, 1983):


