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ABSTRACT 

This study was designed to examine and describe 

planning strategies used by persons developing contin-

uing professional education (CPE) oronrams for six 

professional fields. From the descriptions of prac-

tice in the six professions, a general model portray-

my the program development process was developed and 

used for comparative analysis. 

The study was conducted in two phases. Phase I 

was based on the research methods of grounded theory. 

The observations made in Phase I were used to design 

an instrument to test the strengths of those observa-

tions and modify the general planning model. The 

model developed'in this study was also compared to 

several portrayals presented in the literature of 

continuing education. 



Results indicate planners attend to at least 

six clusters of activities in their program develop-

ment processes in a'fairly consistent sequence. Re- 

sults also indicate limited use of knowledge resources 

available in the literature. Planners do, however, 

use a wide variety of resources available inside 

the university and outside the university to plan 

programs. 

The model resulting from the study portrays the 

various resource systems planners link to the program 

development process. 

Differences in strategies of program development 

in various professional fields do exist. These dif-

ferences are usually a matter of thí order of acti-

vities and the differential emphasis given to specific 

activities in the program development clusters. 



Inquiry into the processes used by persons who 

plan learning activities for adults is lareely an 

unexplored area in continuing education research. 

Research findings,on which to base decisions about 

the superiority of one approach to planning over any 

other is difficult to find. Guides to planning oro- 

cedures have been presented based on what' is found in 

the, literature, revised personal perceptions, reflec-

tion, observation and experience. "Hard data on the 

comparative 'success,' 'effectiveness,' or long-term 

results of . . . program planning when specific procedures are followed

 is rare, if not non-existent." (1:134)

Jones (2) asserts that the problem is com- 

pounded since theoriticians and practitioners general-

ly do not agree on the process by which educational 

programs for adults should be planned and organized. 



While this researcher is not in complete agreement 

with the position held by Jones, this study addresses 

the problem of relating theory to practice in a 

unique way. 

This study was designed to examine and describe 

various approaches to planning learning experiences 

for adults. Current theoretical foundations of the 

planning approaches in continuing education are those 

borrowed from curriculum development approaches used 

in primary and secondary education. The purpose of 

this study is to examine practice as it is occurring 

itn the field and propose some substantive statements 

which can he used as a basis for a formal theory of 

program development for use in continuing education. 

As substantive and formal theories of program develop-

ment for adult learning activities emerge, comparisons 



can'be made that will provide insight into the rela-

tive effectiveness, and application in varios settings 

or situations. 

Most theorists in continuing education discuss 

program development in Tylerian terms. This rational 

model assumes a planning process that entails a certain 

sequence of steps, all of which are interrelated and 

interdependent. On the other end of the continuum is 

a planning process that can be best described as a 

series of decision points relating to both the explicit

design (decisions made only after forethought and con- 

sideration of alternatives) and the implicit design 

(action based on precedent and habit without the con-

sideration of alternatives). The differences in the 

two models were succinctly described by Walker (4:58) 

This model is primarily descriptive, 

whereas the classical model is pre-

scriptive. This model is basically 

a temporal one: it postulates a 



beginning (the platform), an end (the 

design), and a process (deliberation) 

by.means of. which the beginning pro-

gresses to the end. In contrast, the 

classical model is a means-end model: 

it postulates a .desired end (the ob -

jective), A means for attaining this 

end (the learning experience), and a 

process (evaluation) for determining 

whether the means does indeed bring 

abut the end. 

The major purpose of the study was to develop  

a substantive      theory related to program planning pro- 

cesses used in continuing professional education e 

forts sponsored by institutions of higher education. 

A secondary purpose was to study the utility of a form 

of naturalistic inquiry for developing educational 

theory, specifically the discovery Of grounded theory. 

In the process of developing substantive theory, it 

was hoped that a general model could be.devised that 

described the important activities planners in several 

professions engaged in as they planned learning activi- 



ties for practicing professionals: 

The subjects selected for the study were planners 

of continuing professioral educaticn programs spon-

sored by the eleven institutions participating in the 

Committee on Institutional Cooperation (CIC). The 

University of Chicago and all Big Ten universities 

are participants in CIC. 

The program planning processes used by planners 

in the development of continuing education activities 

in six professions were studied. The six professions 

included: business administration; educational admin-

istration, law, teaching, social work, and medicine. 

A series of comparative analyses were made. 

1., Planning processes within single pro-

fessions were compared. 

2. Planning processes across the Six pro- 



fessions wore compared. 

1. Actual planning activities were compared 

with what the literature described as program plan-

Hing processes.

A two-phasedapproach was utilized for the study. 

Phase I was based on thenaturalistic method developed 

by Glaser and Strauss (3). The researcher concurrently 

collects, codes, and analyzes the data before deciding 

  what to collect next and where to find more information 

in order to develop the theory as it emerges. The cri- 

terion for determinewhen to stop sampling the dif-

ferent groups pertinent to a category is the category's 

theoretical saturation Theoretical sampling will pro- 

vide different views or vantage 'points from which to 

understand.a category and to develop its properties. 

These views are called slices of data. The theory is 

then generated by collecting the coded data on each 



category, cross-checking for validity and strength 

of relationship, and developing hypotheses to be 

empirically tested. In the current study, the hypo-

theses; that, were generated from Phase I data were 

used as the. basis of the Phase II Questionnaire. 

The purpose of the second phase was to attempt to 

verify the theoptical formulations of the'first 

phase. 

Subjects for the Phase I interviews were selected 

from five of the eleven institutions included in the 

study. Contact was made with the Deans or Directors of 

Continuing Education at the fiveinstitutions to ex-

plain the study and help arrange interviews with one or

two people within each of the six professional groups 

who had personally been,involved in planning Cor.tnping 

Professional Education programs, staff personnel in 

Continuing Education or Extension Units,'or administrators 



in Academic or Extension Units.

The interview guide was developed and tested 

with University of Illinois Continuing Education and 

Public    Service staff and selected faculty members. 

The Guide was then field tested at one institution 

prior to use at the other institutions. 

A description of the project was given as a 

basis for the soecific questions that followed. The 

interview was responsive to the differences in pro-

grams; however, in most cases all topics in 'the Guide 

were covered in each interview. The main concern was 

not to impose any structure on the program development 

process as the respondents described it. Categories, 

that emerged after each interview wore tested, ex-

 panded upon, or dropped in subsequent discussions. 

The program planning processes reported by individuals 

were charted for ease of comparison. Data was then, 



combined and flow charts were developed to depict 

relationships among the'Various categories for a 

given profession. The six program planning pro-

cess models ,were then merged into one General Model. 

Analysis was then done,!to compare and contrast indi- 

victual models with' the professions model and General 

Model. Comparisons were made of the descriptive 

data, similarities and differences in planning pro-

cesses and impinging issues within and across pro-

fessions. -The General Model,was revised as a'result 

of this careful analysis. 

Using the similarities and differences found as 

a result of this analysis, a number of hypotheses 

concerning the practice of plahning learning activities 

for professionals were geneiated. These hypotheses, 

like the process flow charts, emerged from the cate- 

gories developed as a result of the interviews. 



Finally, in order tosquantitatively test the 

hypotheses from the qualitative interview data, á 

questionnaire was developed. The,instrument was field 

tested with individuals at the University of Illinois 

who had experience in planning Continuing Professional 

Education programs. The final questionnaire was sent 

to each person interviewed in 'Phase I and to their 

counterparts at the oth'er six institutions. Thirty-

seven individuals were personally interviewed and the 

total number of eluestionnaires sent out was one hundred 

twenty-five. 

Following the same format for displaying the data in 

Phase T, a series of graphic portrayals was made for 

Phas II. Three portrayals of Phase II data were made. 

First, a description of the major clusters of activities. 

Then, two models, one describing practice as analyzed 

from the data and a second projecting an ideal. 



The data from Phase II supported the idea that 

the planning process was a series of tasks and ,de-

cisions that seemed to cluster around six groups of 

activities. The tasks and decisions within a given 

cluster occurred at approximately the same time in 

the planning process and were more related in terms 

of- type of task and-type of person responsible for the 

 task than they were with the activities and decisions 

among clusters. There was, of course, some overlap 

between those clusters that occurred in senuence and 

between all clusters and the activities described as 

originating the idea. Thé main emphasis of this dis- 

cussion will be the highlights from all the data that 

would give rise tb a general theoretical model of pro- 

gram development in Continuing Professional Education. 



Originating the Idea 

Activities in this cluster included the ways 

program needs were identified, the selection of 

 the program planner, and the planner's subsequent 

involvement as the instructor. Figure 1 portrays 

the relationships among the activities of this clus- 

ter. The inner oval is the cluster title. The out-

side circle represents the two most Often chosen pro-

gram planners. The heavy dárk horizontal lines show 

tha  an even number o'f programs were planned by Faculty/

Administrators or those on dual appointments and by 

Continúing Education Staff members. 

[Insert Figure 1 here]

The next circle shows the different origins of programs. 

The most common origin was informal contacts with prac-

ticing professionals and Faculty members' ideas. The 

second most common origin was specific requests from 



  

Fig. 1. Cluster 1: Originating the idea



client groups. The solid arrows indicate who he- 

came the planner. When project monies were made 

available, Fac lty members usually received the 

request. When theorigin was from informal contacts,

      Faculty members usually received the request 

and became the primary instructor. (Continuing Edu-

cation planners rarely, if ever, became the instruc-

tors.) The wavy arrow means that when the origin was 

 from specific requests from'a client group, Continuing 

Edúcation Staff became the planners. Faculty members 

usuafty planned  the programs in-rasponse to client re- 

quests. Finally, if the origin were a  legi$lative 

mandate or from a formal assessment of nèeds, Continu-

ing Edation Staff usually became planners. If the 

Continuing Education Staff member were also associated 

with a professional organization, ,the Chances increased 

that needs would be identified through a more formalized 



assessment process. 

Developing the Idea  

The cluster titled "developing the idea" is 

shown in Figure 2. Activities in this cluster are 

a complex set of relationships among activities with-

in the cluster and between Cluster 1 and 2 activities 

and planners. The intersecting circle in the upper 

left represents Cluster 1, The wavy arrow from'Con- 

tinuing Education Staff Planner to the circle entitled 

planned by group indicatés the greater probability of 

a prógram being group-planned if the planner wereas-

sociated with a Continuing Education Division. If the 

p1anncr were a Faculty member, it increased the chance 

that ehe program was planned by an individual. 

Insert Figure 2 here)

The solid diagonal linein the upper right,quadrant of 

th circle sepàrates group and individual planned pro-



  

Fig. 2. Cluster 2: Developing the idea 



grams -- the vast majority of which were planned by 

groups. If the origin of the program were either 

needs assessment or informal contacts. it increased 

the chance that the planning group was involved in 

developing the idea. The boxes in Cluster 2 indicate 

the methods used to develop the program idea prior to 

making a commitment to proceed. The most common pro-

cedure was clientele analysis and the least common. 

used, wâs a review of the literature. The three other

boxes represent those methods that'were more likely 

to be used of the planner were a Continuing Education 

Staff Member (wavy arrow) --needs assessment, match-. 

ing institutional resources with expressed professional 

needs and testing and'. refining the idea. The target 

audience, faculty and outside experts were usually 

consulted to test and refine the content ideas. 

(insert Figure 3 here} 



  

Fig. 3. Cluster 3: Making a commitment 



Making a Commitment 

This cluster includes those activities that 

surrounded making a firm  commitment to proceed with 

the program. Cluster 2, which is shown in the upper 

left of Figure 3, is tangential to Cluster 3. The 

large arrow indicates the results of the activities 

in Cluster 2 led to a decision to proceed with either 

 revising an existing course (more likely if the planner 

were a Continuing Education Staff member ) or develoo- 

ing a new course (more likely if faculty planner).

If a planning group were selected, it usually occurred 

prior" to making a commitment to proceed." Once agaïn, 

Cluster 1 intersectéd with this cluster. Starting at 

the twelve o'clock position, three activities followed 

making a commitment. The data indicated the order of 

these activities was sequential from choosing the in- 

structor (usually outside experts or faculty. members)', 



to orienting the instructoie on principles of adult 

education, recruiting participants by means of pub-

licity, employer encouragement, attendance, and 

offering Continuing Education Unit credit (in that 

order). 

(Insert Figure 4 here) 

Developing the Program 

This cluster, shown, in Figure 4, concerns those 

activities' involved with developing the program --

reviewing the literature, developing the course, de-

termining and stating the Objectives, and developing 

materials. The source of the ideas for Most program 

content camp from some type of literature review. The 

major input into the development of the fientent usually 

came from the primary instructor. The objectives for 

the course were most often determined by the planning 

group, unless an outside expert was the primary instruc- 



   

Fig. 4. Cluster 4: Developing the program



tor (intervening Cluster 3). In that casq„a faculty 

member usually determined the objectives (wavy arrow). 

Most objectives were stated.explicitly, but determined 

intuitively.. There was also a logical relationship 

between objectives that were not explicitly stated and 

the fact that they had not been systematically-deter- 

mined. Finally, most planners indicated developing 

materials specifically for the learning activity (usu-

ally by Ctinuing Education   Staff). 

Teaching the Course 

figure 5 indicates the'dynamics of this cluster. 

The methods that were used were usually determined 

by the prinlary'instructor: The most common method 

(largest sub-circle) was the discussion and seminar, 

followed by the lecture and'rolé.playing and simulation. 

If the planner were a faculty member  the chances in- 

creased that discussion or lecture would be used. if 



the planner was a Continuing Educaiton Staff member, 

the chances increased that role playing and simula-

tion would be used. The reason most often given for 

the type of method Used was that it was most appropri-

ate for the target Professional audience. The second 

most popular reason was that it was most appropriate 

for the subject matter. 

[Insert Figure 5 here] 

Evaluating the Impact 

Figure six shows evaluation activities. Continu- 

ing Education Staff members were most often involved 

in Evaluation activities and usually received the 

results. If.the planner were a Continuing Education 

Staff member, the purpose of evaluation was usually 

to devélop new program ideas (wavy arrow). The most 

often mentioned reason, however, was to improve the 

program. -The data indicated that the most often 

(Insert Figure 6 here] 



  

Fig. 5. Cluster 5: Teaching the course



  

Fig. 6. Cluster 6: Evaluating the Impact 



utilized method was a systematic instrument, followed 

by observational, techniques and happiness indices. 

The instructor was most often evaluated with content 

mentioned next. Nearly all program planners agreed 

that evaluation most often took place right after the

program. Field follow-up was rarely utilized in the 

programs studied. 

New Theoretical Model  

The Phase II General Model (Figure 7) indicates 

the nature of the interrelationships among the six 

activity clusters. Clusters 2, 3, 5 and 6 all interact 

with Cluster 1, Originating the Idea. The arrows be-

tw,een Evaluating the Impact apd.Originating the Idea 

show some evaluation data being fed into the origination 

of the idea (if the planner were associated with a Con-

tinuing Education Division). Most program planning ac-

tivities took place in Clusters 2 and 4. The sequential 



rder of the clusters corresponds with the numbers 

(1-6). Phase II data did not support an extremely 

[Insert Figure 7 here] 

detailed, exacting, flow chart-type program development

model. The reality was much less structured in terms 

of detailed interrelationship of activities. The se- 

quential nature emerged not in terms of specific acti- 

vities, but rather in terms of clusters of activities. 

This study was designed to develop substantive 

theory to support the practice of program development 

in continuing professional education. Thus far, the 

analysis of data in the study has been descriptive of 

actual practice. At this pointe the discussion,is 

extended to focus on a portrayal'of the program de- 

velopment process shewing that planners draw upon a 

variety of available resources to complete the essen-

tial planning activities. This part of the study'is 



Fig. 7 Phase II: General Model 



the beginning of a statement of substantive theory 

for program development in continuing professional 

education. 

[Insert Figure 8 here] 

The upper part of the model is composed of three 

systems: the learner, internal resources of the uni- 

versity, and, resources available external to the university.

 The three systems are related to each other 

and represent special, resources available to the planner 

as well as concerns that affect the development process. 

'The learner system is representatives from the target 

audience who might be recruited for planning and involvement

in the learning activity. Proféssionals are 

 confronted with many pressures that need to be considered 

by planners and leaders in the design of continuing edu- 

ration programs. 

The internal resource system is' composed pf the 



  

Fig. 8. Prescriptive Program 

Development Model 



resources available at the university. The planner

is a part of-this system and his familiarity with 

the available resources enhances the quality of the

learning activities and the planning resources. In-

cluded in this system are: the knowledge expertise 

held by faculty members in the many schools, col1eges, 

and institutes; the library holdings; the continuing 

education staff and delivery systems like conferences 

End institutes, extramural'classes computer assisted 

instructional learning resource centers; individual

study :opportunities; and facilities for housing con- 

tinuing education activities. 

This system also has pressures that the planners 

and learning leaders must consider as they design con-

 tinuinq education activities. Is the program one this 

university can and should engage in? Can the resources 

be gathered that will contribute to a quality educatio- 



nal experience? Are faculty members appropriately 

rewarded for participating in continuing education 

activities so recruitng is made easier? Can the ac-

tivity be scheduled at an appropriate time using 

campus facilities or will other facilities. be needed? 

Can potential financial losses ón the program be ab- 

sorbed or offset by other resources? 

The exterpal system is the unlimited resources 

outside of the university. Included in this system 

are: the government and other outside funding agen-

cies; other knowledge experts, professional associa-

tions; employers; the public; and many other resources 

available to the planner. Each of these groups have 

concerns and restrictions that planners might use or 

must consider in the design of learning activities for 

professionals. 



The planner is that person who assumes the main, 

responsibility for linking'the resource system to the 

learning needs of the professionals. He does this by 

drawing upon the resources essential to complete the 

specific planning activity being attended to. Unique . 

rosoúrces are needed at different times. during;planning 

to keep the program development process moving. 

For example,, the planner might work closely with 

a professional group to identify educational needs. 

These groups are from the learner system and needs 

assessment is in the program origin cluster. The 

planner might then turn to his university resources, 

perhaps in this case a faculty member, to see if some 

of the, identified needs are ones the faculty member 

would 'like to design a learning'exoerince around'. 

If it is, the planner might convene a group of pro-

fessionals and faculty members in a planning session 



to begin to shiipe a possible learning activity. 

This. group might make decisions about objectives, 

 content to be highlighted, and potential partici-

pants. In the planning process some external re-

sources might be sought from a fundinh agency. If 

.outside funding groups seem interested they might 

meet with and even'join,the planning grouo'in the 

planniñq process to assure that their standards are 

met.

The planner must constantly monitor the develop-, 

ment nrocpss and acquire resources from the systems thgt 

can provide the assistance. When drawing.from various 

resource systems the planner must keep in mind the 

various pressures, limitations, and strength's that he 

is getting by requesting help. 

Planners move in and out of .the resource systems 

and development clusters in the way they determine most 



effective inaccomplishing the task. Activities 

in,several clusters may be occurring concirrently 

using resources from one or more of the available 

systems. It has been indicated that the clusters 

de appear to occur in sequence, but not so one 

could say this cluster must be complete before 

moving to the next one. THe step-by-step devedop- 

mint process is situationally specific, with pLan- 

ners' style and critical tasks 'intermingling, shaping 

Om planning in different ways from activity to acti-

vity, institution to institution, and profession  to

profession.

This study hrought to light some very important

discrepancies between program planning models found 

within the literature and actual Practices in. diverse 

fields of Continuing Professional Education: Planning, 



as described by those planners involved with this 

.study, was superficial at best. When comparing 

existing planning procedures with ideal, models, 

fou1.main discçepancies emerged. 

1. Analysis Of Client Needs: Although there 

was indication of some of these types óf activities 

preceding programs, the overall picture painted by 

the data was that little comprehensive needs assess- 

ment was being conducted. Lack of time,, resources, 

and expertise were the major reasons mentioned wlien 

planners werd asked (during the Phase 1 interviews) 

why this situation existed. Most planners gave lip 

service to the importance of needs assegsment, but 

very few followed    through. The additional time and 

money spent in basing educational endeavors on docu-

mented needs represents a' long-term savings and in- 

vestment. 'Although programs may be very well planned



and even, evaluated in depth, without baseline data

indicating a need for such an effort, the program 

may very well be providing answers for questions 

the target professional audience never had. 

2. Systematic Determination of Objectives: If 

programs were based on the documented needs of a target 

audience, systematically determining objectives becomes 

the next critical activity. An  end result of needs 

assessment should'be a listing and prioritizing of 

learning objectives. Other sources of program ob-

jectives. mentioned  within the. literature and, in iso- 

lated instances withih this study, include-previous 

programs, literature reviews, and opinions of ex-

perts. In most cases, when objectives were deter-

mined "systematically," one of the above, sources was 

utilized; however, the ideal is to use as. many of 

those sources as possible. This comprehensive ao- 



proach to developing objectives rarely occurred. 

A second aspect of developing ideal objectives is 

to specify the nature of the learning tasks --

cognitive, behavioral, or affective. These acti-

vities are essential to meeting the needs of-prac-

titioners and they are not being practiced because 

most planners lack the educational expertise to do 

so. 

3. Designing Instruction: Educational formats-- 

and methods have a great potential for improving the 

responsiveness and impact of Continuing Professional 

Education programs. Lectures and group discussions 

are not always the most appropriate methods. An en-

tire body of literature and research exists on the 

subject of selecting methods and media based on 

learner characteristics, desired learning outcomes, 

and time, money, and resources available. No indi- 



cation of planning decisions based on these cri-

teria was found in the present study. Lack of time

or expertise can be used a ,a reason why these acti-

vities have not occurred, but should not continue to

he used as an excuse for not utilizing more innova- 

tive, more responsive formats in the future. 

4. Comprehensive Evaluation: This term does not 

describe evaluation practices in Continuing Profes-

sional Education programs, in this study. The term 

siqnifics possible attempts at judging the real-world 

impact of educational efforts. This might include 

within-course evaluation, pre-post besting, post work-

shop questionnaires, pre-workshop procedural analyses 

and post-workshop field follow-up, phone'interviews, 

or questionnaires. Combinations of'these procedures 

provide data that can help in the accurate assessment 

of impact. What 'occurred in practice was the use 



of one of these'methods. In order to benefit in 

future on-going programs, accurate evaluation of 

past programs must occur. These data can then 

close the program development circle by linking 

evaluation with needs assessment. Evaluation 

can be very time consuming, but once again, it 

 should be viewed as a long-term investment. Con-

tinuing Professional Education Planners must be-

come aware of the possible evaluation methods, as 

well as committed tb the value of their use. 

The programs used a  models to collect data 

in both phases of this study   were eufunctional.  In-

vestigations into -the planning processes of dysfunc-

tional programs might prove to be very interesting 

and helpful. What factors in the planning process 

contribute critically to the success of programs? 

What factors in the planning process, if any con- 



tributed to the failure of programs? 

More extensive research needs to be conducted 

that will provide specific information about what 

clusters of planning activities seem crucial to 

Any program development effort. More` detail'needs 

to be provided concerning. which series of activities 

can be subsumed in each, cluster. . Are some clusters 

more important than others? Are there specific 

activities within the clusters which cannot be ne-

glected? flow important is the sequence of clusters 

to an efficient planning model? These,questions-

answered through rigorous investigation will help' 

move us from more doscriptive,to prescriptive pro-

gram development models. 

What critical relationships.exist between the 

clusters? Is the planner the person who creates 

the relationships based on his own values, insights, 



and environmental constraints? How effective is 

the notion that the planneris a linkage agent 

bringing together resources through an efficient 

program development process? 

Continuing Education Staff personnel were 

most involved in the more systematic, responsive 

program development efforts (through needs assess-

ment, systematic instructional design, or compre-

hensive evaluation). Because of this, academic 

departments or individual faculty members or ad-

ministrators should make greater use of their ero-

fessional expertise. In addition, more attention 

needs to be given to ideal sequence of development 

activities., Planning groups (especially with target 

audience participation) were associated with more 

responsive programs and should, therefore, he uti- 

lized more'pften. 



What is being suggested is that planners must 

know and use their resource systems and apply their 

skills in using those resources to accomplish the 

critical program development tasks. What order the 

specific tasks. occur in is not critical. The order 

of clusters may be important. The resources that 

are used must be the ,aooropriaté ones to accomplish 

the task being gone.

It is the opinon of these researchers that, 

the resource systems must be understood and the 

utilization of those resources in a development 

process must be effective. The emphasis and order 

of the interaction creáted by the planner between

resource inputs and planning process will vary due 

to a number of reasons. The important thing is 

that an effective'interaction occurs constantly fo- 

cusing on the ultimate teaching-learning transaction.
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