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Introduction
       The addition of Masters in Public Administration (MPA) programs geared to adults begs the question of what makes these programs different and what is missing in traditional MPA programs.  Why does an already established degree program come with the addendum “for adults”?  There is already some variation in where MPA programs are housed.  Some stand alone, others share space with political science, schools of public policy and leadership, public health administration.  More recently MPA programs are offered in schools for adult education.  In this millennium, placing MPA programs in schools of adult education, may, in the end offer a more isomorphic fit or one that would be fitting to MPA programs wherever they are situated. The diversity in the student body should shape the learning environment.  The student population has changed dramatically and so should the delivery mechanisms for the MPA.  In The Wizard of Oz Dorothy quickly observes that her population and her environment are different.  She quickly consults with her dog and makes the observational statement “I don’t think we are in Kansas anymore.”  In the world of teaching public administration, faculty could make a quick and easy observation, such as “I don’t think we are in loco parentis anymore.”   

       This article comments on modes of teaching in higher education in relation to the skyrocketing numbers of adult students and the diminishing numbers of the so-called traditional student.  We begin by asserting that MPA programs already have a history of serving adults.  We then describe the applicability of andragogy to teaching public administration.  Instead of using the term pedagogy as a generic term, this paper introduces andragogy as an approach to apply directly to the teaching of public administration, namely because andragogy focuses on adults,  an approaches that nurtures the self-directed learner.  Andragogy stands to contribute significantly to teaching public administration.  There is every reason to question the distinction between adult programs that offer an MPA and those offered by more traditional academic departments.  With adult education programs on the rise, and increasing numbers of adults enrolling in undergraduate and graduate programs, any department or school needs to be sure that there is sufficient faculty to represent the various specializations in public administration.  Once this is done, the distinction between Schools for Adult and Continuing Education offering an MPA and other more traditional MPA programs is that the former knows their student population.  The latter is trying to assess whether they should address pre-service or in-service students (Denhart 2001).   This distinction is really a referent to traditional and nontraditional working adult students.  The framework of andragogy breaks down the dualistic distinction because it incorporates a range of ages, experiences, backgrounds, value orientations and other differences that relate to gender, race or national origin.   We conclude with a discussion of various delivery mechanisms that benefits the diverse student population the MPA serves.  
Literature

The literature makes a distinction between pre-service and in-service students (Denhart  2001).  This distinction is linked to questions that relate to teaching Public Administration: Should teaching emphasize theory or practice? Should students be prepared for their first jobs or those which they might aspire later?  What are the delivery mechanisms for MPA courses and curricula? What personal commitments do we make as public administration educators? (Denhart 2001).  The first question relates to an ongoing tension in the field that produces better teaching and better public administrators.  The questions repeat themselves but the answers change according to the environment.  Government reinvention, technological innovations, electronic teaching platforms, distance learning, e-government and an explosion of adults returning to school produce a brave new world for anyone engaged in higher education, and not just public administration.  While scholarship on adult education is building into its own field, scholarship on adult education in public administration is surprisingly lacking, especially when close to half of those attending school are over 25.  Much of what has been written relates to certification or training programs for public managers, elected officials, state and local government employees and some for federal employees.   When a senior or mid level government professional wants an undergraduate degree, they are looking to take what they know and improve it.  There is no literature comparing the Bachelors in Public Administration (BPA) to the MPA degree.  What has been compared to the MPA is the nationally accredited Certified Program for Public Managers (Vogelsang-Coombs, 1999; Hays and Duke, 1996; Conant, 1995; Conant and Housel, 1995).  


There is scholarship on programs offered to locally elected officials (Vogelsang-Coombs and Miller, 1999).   They have examined programs focused on state and local government training (Paddock, 1996; Hayes, 1989; Fisher, 1971; Graves, 1957).  Others have investigated training in the federal government (Werth, 1999; Butterworth and Metzger, 1998; Sims, 1996).  Scholars have taken an interest in noncredit programs and produced a variety of needed information.  Some have written about Public Administration in Western Europe (Nolan, 1997; Verheijen and Connaughton, 2003).  This review also includes literature that describes training for executives in the nonprofit sector.  Public administration is expanding to include the nonprofit world, especially as business, nonprofits and governments are joining together in a variety of partnerships.   The nonprofit sector is a field that benefits from both certification programs and masters programs (Dolan, 2002; Light, 1999; Mirabella and Wish, 2000; Young, 1999).  Students may attend any one of these programs just because they are available, supported by their work and within their grasp.  Regardless of whether a worker needs skills, certification or a degree, adult students need usable knowledge or a degree to advance in their careers.  He or she may need skills such as benchmarking, group decision making or other approaches to consensus building (Golembiewski, 1983; Conant, 1996; Fry and Carter, 1999; Paddock, 1997).  Some of the more dated literature covers conferences on continuing education for public administrators in state and local government (Preston, 1980; Institute of Governmental Studies, 1965).  

There is nothing that demonstrates that the field has devoted adequate attention to either adult education, continuing education or MPA programs.  In fact, the National Academy of Public Administration even identified continuing education as a deficiency in public administration education (Chapman and Cleveland, 1973, pp. 53-54).  It is surprising to find little evidence of any scholarship to address any deficiencies.  A book edited by Deborah J. Young and William B. Eddy (1982) focuses on adult learning in public administration.  As with many edited books, the articles prove interesting, compelling and relevant but lack an over-arching theory or framework.  It should serve as a launching point for more research in this area.  For now, it is the only guidepost for providing a public administration degree to adults.  In this collection, 104 NASPAA representatives were surveyed.  Most offered courses in the evening and little more than a quarter delivered their program with approaches characterized as nontraditional (Young and Eddy, 1982; Clynch and Mitchell 1987).  When asking about delivery mechanisms related to teaching public administration, the integration of adult teaching methods is clearly missing.  It is as if the addition of adults is simply added on to existing programs without thought of how their knowledge and experience could bring something valuable to the classroom.  
 Some of the literature addresses why education is a barrier to adults.  There is awareness that working adults are short on time.  They have greater difficulty traveling long distances to classrooms and need to go once rather than twice a week.  Scheduling and travel time are part of the delivery of any program.  The intensive semester is one way to accommodate adult students.  The account of Mississippi State’s MPA program for government workers demonstrates that part of teaching is to push for a new level of professionalism.   The demand for a more professional government work force offers an opportunity to any school with a public administration program in place.  Each school’s readiness depends on whether a school has the program infrastructure ready to accommodate this market.  Mississippi State had nine qualified public administration specialists with credentials in teaching and research.  They had a strong job placement record and many linkages with government agencies in the state.  They had all but a central location to provide class rooms (Clynch and Mitchell 1987).  They could either opt for off-sight delivery, an intensive semester, or both.    

The next question relates to whether MPA programs need to develop a curriculum suitable to adults.  If the question is related to whether the focus should be on pre-service or in-service adults, adult education continues to be an addendum.  The literature is on target when it connects questions related to program delivery mechanisms, professional academic commitments and student diversity  (Denhart 2001).  This literature emphasizes the connections between who we are as teachers and learners.  People are different and some lean toward theory, while others toward practice.  The differences are individual and not necessarily related to work experience or age.  What is valuable is that there are differences and where there are differences, there is a place for a valuable learning exchange.  Both teachers and learners bring their own reasons for doing what they do.  Teaching benefits when this purpose is articulated.  
While public administration scholarship has questioned whether working students should be taught separately, a closer look at andragogy would determine whether this is really necessary.  The public administration literature on andragogy is missing.  Without a focus on adult’s ways-of-knowing, higher education presents one more barrier to an adult student’s reentry into the class room.  Without some kind of integration of experiential learning and substantive learning, any NASPAA guided curriculum will muddle through at best and fail at worst.  It is time to invite discussion, feedback and review by peers on andragogy as it relates to the MPA.  The literature on adult education and public administration reveals what is missing.  

The Continued Emergence of Adult Education and its application for Public Administration
The title of a 1973 an article in the Public Administration Review (PAR) makes a strong statement about adult education:  “Give a Damn About Continuing Adult Education in Public Administration” (Fisher 1973).   The adult education boom has been on the horizon for some time and has already impacted MPA programs.  In fact,  the percent of adults seeking degrees has more than doubled from 1973 to the present (Armour 2003).  Adults represent more than forty-five percent of all students enrolled in college (Gose 1999; Merriam and Caffarella, 1998).  They are defined as those over twenty five and either work, have a family or serve as the head of their household.  This steep rise in adult college enrollments push for a reexamination of the mission and teaching methods of public administration programs.  This returns us to the question of the commitments that we, teachers of public administration bring to the classroom and program delivery.   Teachers have a choice to either use a didactic model or a less hierarchical and more collaborative teaching approach.  The key is to produce a learning environment in public administration that offers a meaningful experience.  
Throughout the nineties full-time adult enrollments increased by nearly 15 million.  In 1991 58 million adults were engaged in formal education and by 1999, this number jumped to 90 million (Robinson 2002).  The longstanding distinction between traditional (pre-service) and nontraditional (in-service) students has turned upside down.  Today one would be hard pressed to find MPA students that fit all the characteristics of a traditional student (Evelyn 2002).  The bottom line is that MPA programs are already serving adult students.  
Andragogy

What is missing in writings about teaching public administration are discussions about the ways adults learn, how their experience can be applied and counted as knowledge, and how adult needs are different than the more traditional student. The distinction between andragogy and pedagogy brings forth an important dialogue on approaches to teaching and learning.  In fact, it brings teaching and learning together in a way that is multi level and complex and no longer a process of the knower passing on what is known.  This discussion on andragogy will include theories of adult learners, experiential credit offerings, such as the portfolio process, and procedures to insure academic rigor.    

Theories of Adult Learning:   What we know about adult learning is enough to classify it as a field of knowledge.  Malcolm Knowles, David Kolb, Jack Mezirow, Reginald Revans and Donald Schon further expand the field.  Knowles made the distinction between andragogy and pedagogy with the notion that adult learners are self directed.  He drew from John Dewey, Eduard Lindeman, Abraham Maslow, and Carl Rogers.  All examined human motivation and learning development.  Knowles explains that when students are given control over their own learning, they are ready problem solvers.  The ongoing debate on whether to teach theory or practice ends in the adult setting because without practical application, theories do not seem relevant.  Even though one can make the argument that theories endure when practice changes, the theories do not motivate.  When theory and practice are taught together, adults can apply what they know with the information they have been given (Knowles 1970).   Course preparations are not as simple because adults need material and classroom exercises that are relevant:  

Adults are motivated to devote energy to learn something to the extent that they perceive that it will help them perform tasks or deal with problems they confront in their life situations.  Furthermore, they learn new knowledge, understandings, skills, values, and attitudes most effectively when they are presented in the context of application to real life situations (Knowles 1990)

.  


The traditional didactic lecture assumes that there is a knower passing on what is known.  Mutual learning is a riskier endeavor and not something that all professors are comfortable with.  Many professors are new to the idea that part of their role as teacher is to also listen.   The adult teaching theories offer new methods, such as teacher as listener, teacher as guide, facilitator or leader.  The methods integrate the experiences of adult students through discussion of case studies, group consensus techniques, narrative or other approaches that value each learner’s knowledge and experience.  The learning environment becomes a place where new ideas are connected and integrated with an existing knowledge base.  The delivery mechanisms make sense because students are told how the exercise meets with established learning objectives.   Adult students are responsive to a goal oriented approach and adult teaching models support the use of learning objectives and a clear statement on how student’s will be evaluated.  Adult students perform better if it is clear how they will be evaluated.  
Teaching and learning benefit when learner’s needs are incorporated into the course design (Knowles 1984).  Teachers of public administration focus on the student and how the classroom experiences changes the student (Denhart 2001).  The focus precludes an examination of the ways a learning exchanges produces changes in both the student and the teacher.  In the adult model, there is a built in respect, mutuality and acceptance that both the student and teachers are learners.  


Reflective questions are important to learning.  While Knowles outlines learning approaches to advance adult learning, Kolb highlights the process through which experiential learning takes place.  He characterizes learning as a life long process that is part of everyday life.  Learning therefore is emergent and holistic.  The learner adapts in a holistic way to new concepts and applications (Kolb 1984).  Jean Piaget, Kurt Lewin, and John Dewey influenced his work.  
Mezirow saw adult learning as transformational (1990).  He used critical theory espoused by Jurgen Habermas.  Transformational learning takes place between the discourses of different life worlds, particularly that of the class room and that of work and family.  Adults move in and out of these worlds taking the information they gain from one and bringing it to another.  What they know and how they see each of these worlds is not the same.  The family, work, community and school all serve as discourse communities.  Each time an adult moves from one of these communities into another, the adult’s view changes.  Concepts like culture, power and social structures provide new frameworks for thinking about work and family.  These changes can be transformative and empowering.  
The reflective classroom integrates the professor’s commitment to teach and what they hope to gain from the class.  Teachers pass on more than facts.  Their presence in the classroom is something that comes to life, especially if they are aware of their own biases, psychological make up and expectations of the class (Denhart 2001).  When combined with theories of adult education, professors can assess what they are doing and why they are in the classroom.  These are the meta goals of teaching and often missing in the classroom.  A reflective classroom asks what teaching is about:  Is it to pass on knowledge, improve practice, offer skills or improve the practice of public administration or teach to the exam?  

Revan brings us the theory of action learning (1982).   While the previous theorists call for reflection, Revan brings on-the-job learning to the classroom.  Real world situations do not have to be anti-intellectual.  Shon suggests that adults come to the class room with their own version of reality.  Each adult will learn to reflect upon what they do.  The reflection process allows learning to begin with new experiences.  Together these theories bring us important concepts:  andragogy, experiential learning, transformational learning, action learning, and situational learning.    They have all shifted the emphasis from teacher centered to learner-centered.  While there may not be a coherent theory on adult teaching, the scholarship on the subject makes it clear that there is no one-best-way on great teaching.  The literature supporting andragogical teaching and transformative learning is impressive and now a growing and respected field (Putman and Bell, 1990; Brookfield, 1986; Caffarella, 1993; Collins, 1991, Cotton, 1995; Gameson, 1999; Halpern, 1994; Merriam and Caffarella, 1999; West, 1992).

Lee Bash (Bash, 2003) outlined the classroom distinctions between traditional and adult learners.

Classroom Distinctions Between 
Traditional and Adult Learners

	Regarding
	Pedagogy
	Andragogy

	Concept of learner
	· Dependent learner

· Full responsibility on instructor: what how, when and if material has been learned


	· Self-directed learner

· Instructors encourage and nurture

	Role of learner’s experience
	· What they bring has little worth
· Use of text, audio visuals to gain experience of teacher
· Primary techniques include: AV, presentations, lecture, assigned readings
	· Learner’s experience is valuable
· Learn from experience

· Share experiences

· Primary techniques: laboratory experiments, discussion, field experiences, simulation exercises, problem-solving cases

	Orientation to learning
	· Process of acquiring subject matter
· Content to be used at much later time
	· Process of developing increased competence to achieve their full potential in life – ability to apply knowledge and skills tomorrow

	Readiness to learn
	· Society determines
· Standard curriculum
	· Internally experience a need to learn
· Organized around life application categories


Ultimately, the various models call for a paradigm shift in teaching.  This in itself has been long in coming but the changes are dramatic.  The hierarchical classroom does not work for adults.  It says a lot about power and influence and points to reasons on why adults cannot learn as well in a traditional class room setting.  The self directed learner comes with knowledge and experience that has a value.  When this is recognized, learning is mutual and supportive (Knowles 1990; Mezirow 1996).  Learner needs, interests and goals are valuable and resources for mutual learning.  (Mezirow).  Since the adult student balances different roles and moves back and forth from being an employee, a parent, a student or some other role, the adult student is continuously adapting and changing.  They have a desire to learn and when they enter the learning environment they are prepared to manage or solve whatever subject or issue that emerges (Kolb 1984).  Finally, learning must be relevant to an adult’s world view (Shon 1987).  Their world view is oriented on day-to-day life.  Whenever possible the curriculum should include the needs, interests, and desires of the learner.  All of these approaches fall under the umbrella of andragogy.  All make it clear that there is no one best way to teach.  Even though there is little written on, learning is contingent on the relationship between teaching and learning and not just knowledge.  Teaching adults requires that programs be fashioned in a way that better fits adult needs.  Collaborative learning, discussion groups, case studies or other approaches accommodate the adult learner in ways that a traditional lecture does not.  It is essential that teaching be inclusive to the adult students.  This calls for a broad definition of diversity where it not only includes racial, ethnic, gender and cultural differences, but also differences in learning, interests and resources.  Not only is it good to nurture the self-directed learner but also provide a learning environment that is comfortable and safe.  Keep the curriculum, maintain and enhance the quality, but do it in a way that facilitates learning and tailor the course design after an assessment of student needs and interests.  This is the pathway to meet student’s expectations of relevance.  

The andragogical model is inclusive and makes the question of whether to teach to or separate adult students debatable.  What makes adult education stand apart from that of traditional MPA programs are work experiences that make some course or capstone requirements meaningful.    One way to do this is through the portfolio process. Experiential Learning is no longer a buzz word or a quirky way to offer credits for work experiences.  Colleges and universities are proceeding with a new system of credit acquisition.  Over the last thirty years a growing number of schools have rewritten rules on what counts for admission, placement or course requirement or credit acquisition (Brown 2002).  Adults need something more flexible, otherwise they may not attend graduate school.  It takes us to a longstanding debate over the ways community and work experiences can be equated with a formal education (Brown 2002).  The controversy provides an informal assessment while accreditation provides a formal one.  Much of the literature on adult education and andragogy supports the portfolio process.  Knowles, Mezirow, Shon, Revan, Dewey, Kolb and others demonstrate the ways adults learn and process their experiences.  All point to the fact that experience is part of the life long learning process.    
Barry University has conferred a degree to more than 10,000 adult students.  Most of these students went through a portfolio process that equates community and work experience with four broad areas of competency.  They begin by taking a portfolio seminar.  They learn about the structure of the portfolio and the modules required.  They are provided with a model portfolio.  These are credible documents.  They range from 70 to 100 pages.  All portfolios must include an Introduction, Experiential Learning Resume, a Learning Assessment Worksheet, an Autobiographical Learning Essay and documentation.    Without documentation, the portfolio is not reviewed.  The documentation must corroborate with the Resume and the Learning Assessment Worksheet.  While the Learning Assessment Worksheet is like a resume, this is where students list their positions, experiences and learning outcomes.  This is a complicated process, just as the learning that came with it.  It is a construct that allows students to categorize their work and what it means to them.  It is a process that reflects what their experience means to them.  The Autobiographical Learning Essay does this in narrative form.  Instead of a construct, students must communicate who they are, what they did, where they were, why they learned it and what it meant to them (Brown 2002).  The students must conclude with their own assessment of how their learning meets with the broad goals of academic disciplines.  


Each portfolio is reviewed by an advisor prior to submittal for completeness and accuracy.  This process is lengthy and difficult and before a student hands over their document it is reviewed and checked for references and content.  Once the document is handed in it goes to a portfolio reader.  The portfolio reader is always a credentialed full-time faculty member.  The designated reader reviews the learning outcomes, the documentation, goal statements and essay and presents it to a portfolio committee.  The portfolio committee is also made up of full time faculty members.  They listen to the presentation of the student, review the learning assessment worksheet with the faculty member presenting and assign credits.  Portfolios are read by many people before credits are assigned.  What makes the process work is that readers and committee members are from a variety of disciplines.  There is always somebody who knows the particular discipline of the student.   

The portfolio program at Barry is structured and developed.  A result is that students develop a better understanding of who they are.  They are also able to articulate the ways their employment produced valuable learning experiences.   Grounded research at Barry University shows that student’s ability to note their accomplishments and identify mentors is a process of self discovery and empowerment (Brown 2002).   Upon entry into the program, it is a daunting task for many students and an accomplishment in organization and communication on completion.  The words of the students and the documents themselves tell the real story about what it means to reflect on work experience: “I think I have always had a systematic way of doing things that I never put a value on until I had to sit down, reflect on it and systematically go through it.”  The portfolio process is an example of transformational learning.  Another student shows how he attached meaning to the process through the portfolio:  “I would like to continue to write.  I mean, I enjoyed it.  I wanted the person who sat down to read my portfolio…. to feel what I felt.”  Another summed it up: “I guess it helped me focus on my experience and organize it on paper.  This has allowed me to see what my learning process was all about.”  (Brown 2002). 


Ultimately, the portfolio process is evaluated by accreditation authorities.  This process was reviewed last year and met with review standards.  While there is little research on it, the individualized portfolio process addresses issues that relate to the diversity of students in the adult education arena.  Since research shows that the portfolio process results in self discovery and empowerment, it becomes more than a process for credit acquisition.  In the end, the key to any discussion on a portfolio process is the actual portfolio process used at a given university.  At present there is a quantity of portfolios offered at a broad range of universities.  Quality in a portfolio program is tied to accreditation standards, and the ways the portfolio requirements are linked with andragogy and other learning theories.  We embrace skepticism as a critical approach to incorporating quality into what we do.


If programs do not accommodate the adult learner, adult students will ‘vote with their feet.”  They have to balance an academic program with personal and professional responsibilities (Clinch and Mitchell 1987; Young and Eddy 1982).  They are choosing educational programs in a way that meets their time demands and learning needs.  They are engaging in a learning process that looks more like a partnership than a teacher-lead hierarchy (Merriam and Caffarella 1999).  
Discussion:  Reasons to incorporate andragogy into MPA programs
Following WWII, the GI bill gave the Veterans Administration the funds to administer grants for veterans who chose to return to school.  The Great Depression and a major world war left the United States without a trained work force.  Many academics balked at what the GI bill would do to quality education (Greenberg 2004).  In essence, what it did was open the doors to a broader spectrum of students, namely older ones.   The trend in lifelong learning continues at accelerated rates.  

While it is true that the entry of adult students pose challenges to higher education, so does the auspicious nature of the traditional student.  College tuition is rising and many of the traditional students are now working and taking more time to complete their degree.  The nature of the student has changed.   Without a change in view, education providers are doing a disservice to themselves, to “nontraditional” students, and to their institution.  The same phrase that is popular in municipal governance applies here:  “People vote with their feet.”   If adult students are not accommodated, there are plenty of for-profit institutions that are ready to offer career enhancing courses and training programs.  Some of these programs feature flexibility, relevance and intensive semesters not offered by traditional MPA programs.  For profit institutions have been quick to pick up on trends, provide flexibility, intensive semesters, distance learning and meet needs of a range of adult learners (Rooney 2002).  The franchising of education provides graduate education with every reason to meet the needs of adult learners.  It can be done without standardized courses and by providing a caring and collegial environment.  It can be done by having a better understanding of adult needs. 

The PAR symposium (Fletcher 1973) on adult education revealed little understanding, definition, or guidance on continuing education for public administration.  Over the last three decades campuses look different.  There are older students, more women, more ethnic and racial diversity – all setting trends in higher education (Levine 2004).  This is an opportunity when the field of public administration and planning are heavily recruiting qualified candidates to join the profession.  Students are returning for a variety of reasons.  There are new technologies, demands for global competitiveness and also a desire for personal development courses.  At the same time we see government reinvention, globalization and democratization across the world.  All increase the need for graduate education.  These forces inform, challenge and redefine the MPA.  They not only point to the diversity of the students but also to the diversity of ways that these students learn.  The growth of public administration majors in a program for adults is predictive that masters programs will also grow if more are offered to adults or to fit adult needs.  

There are certain steps to assess whether adults are served in traditional MPA programs.   First, there is need for internal oversight to implement a program to manage quality and monitor the learning outcomes of graduates.  Second, there is a need to review the curriculum and syllabi with a reprise of andragogical approaches.  This can be done through focus groups to assess initial quality.  Third, it is important that NASPAA accredited schools, to conduct their own census or agree to a survey to have a firm handle on who MPA programs serve.  The future of MPA programs is with adults.  There is no doubt that the MPA is the gold standard for practicing professional public administrators and it has received all the focus of NASPAA accreditation.  The next step is to review the standards for accreditation to determine the fit with schools offering separate MPA programs to adults.  This is important because so many MPA programs serve government workers.  But for all the thousands of people performing essential duties on the front line of government, we would not have a trained work force.  An adult program designed for government employees and other in-service adult workers fills a substantial need.  The largest segment of local government today is public safety – police, fire and EMS.  All expect their first-responders to be educated – not just trained in their important work – but educated so that their work is performed in the context of community understanding.  The demand for in-service public administration degrees is huge and growing.  MPA programs that value the diversity of student’s experiences has been long in coming.  One example would be programs for local government management between ICMA and NASPAA.  So would a program that incorporates adult teaching methods.  Whatever the reasons there has been inactivity, guidelines should be updated and promulgated to the members of NASPAA.  Given that non-traditional programs can be very successful perhaps more emphasis should be placed on their role in the education of public administrators.
Objectives for guidelines should include: 
1. The maintenance of quality education;

2. Application of  both pedagogical and andragogical techniques;
3. A curriculum that addresses the essential staff functions of agencies;

4. A curriculum that prepares the student for communication, application of theory, and also potential graduate study; and

5. Learning that enhances the leadership and management skills of the student.
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